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ABSTRACT

CKA& addzRe Ay@Saidai 3l GbulargzydasdhBiMNikeRtrmiuiic lAnguertiSingd & Q
the VocabularylevelsTest (Laufer and Nation 1995it, measures the vocabulary size of native and-non
native speakers of Engligtnd exploresrelationshis betweenthis andcourse of study, gender, age and
home languageand their academic performanceA corpus linguisti@pproachis then applied to compar
student g N (luSeNJofCthree higlirequency verbshave make and take) relative to expert writers.
Multiword units (MWUSs) featuring these verbs are identified and analysed, focusing on delexical #WUs
one veryspecificaspect of depth of vocabulaknowledge Sudent and expertuse of these MWUss
compared Grammatically and semantically deviant MWUs are also analyseally relationships between

the sizeand depth2 ¥ & (i dzR S y (i KnGwled8 abd bataeerithd Iatter and academic performance

are explored

Findngs reveal thatLiterature studentshad larger vocabularies than Law studenfemales knew more

words thanmales, and older students kew more than youngeones Importantly, lesults indicated a
relationship betweenvocabularysize and academic performance.iterature students produed more

correct MWUs and fewer errors than Law students2 NNBt F GA2ya adz23sSad GKIG
vocabulary, the poorer the depth of their vocabulagylikely to be Although o robust relationship

between vocabularydepth and academic performance emergdtiere was evidence of an indirect link

between academic performance and correct use of MWUSs.

In bringingtogether traditional methods ofmeasuringvocabularysize withan investigation of depth of
vocabulary knowledge using corpus analysisthods this study provides further evidence of the
importance of vocabulary knowledde academic performancet contributesto debates on the value of a

sound knowledge of higfrequency vocabulary and developingknowledgeof at least 5000 words to
academic performangeand he analysis and quantification of errors in MWagkls toour understanding of
Y2OBA0S G6NAGSNRQ RATFTAOTE studg also explords nelvkvays S inGeatiyading y | G
relationships betwern size and depth of vocabulary knowledge, and between depth of vocabulary

knowledge and academic performance.

Key words
Vocabularysize Vocabulary depth; Vocabulary Levelgst; Corpus analysis; WordSmith Toolsigh-

frequency vocabulanbelexical verbsMultiword units
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1.1 INTRODUCTION

Knowing a languagef courserequiresmuch more than simply knowingdividual wordsand grammatical

rules. It involvesknowing how to use language in specific contexts, sadcademic writingBeing able to

write well in academic contextequiresbreadth anddepth of vocabulary knowledgg | y O ANe@fdlddzs

and Eldridge2008 Qian 1998; Reafl004,2007), thatisi KS &aAl S 2F 2y SQa @2 Ol 6 dz
words one recognisesas well as the depth of this knowledge, which includeswing which words

typically keep company with whiciThisstudy developed frommy feeling growingover several years of
teachingundergraduates in a university English department, that studdmbsh native speakersNS) and

non-native speakers of EnglisiNNS), have difficulty articulating their thoughts idiomaticallyn their

academic writingFor examplein this study thecorpus of writing by Literature and Law studentsfeatures

expressionsuch aghe following

he hasan aggressive behaviowhile he talk
he wasmakinga serious corruption
some Africans alseere taken rescuedy the Spanish

Over and above signs of incomplete linguistic competence reflectdtkiarrors of concord and tense and

the confusion of articles, tese examples highlightthe difficulties such students have in producing
appropriatelexical combinationsdifficulties whch are related tdoth the breadth and thelepth oftheir
vocabulary knowledgedor this reason, and asdicated in the title of the thesis, the study focuses on two
specific aspects of vocabulary stutgmelylexical levels and formulaic language. Th& N Wt SEA Ol f
refers to the investigation of theize2 ¥ & (1 dzZRSy (i aQ @20 odz I NBX YSI &dz2NBR
(VLT (Laufer and Natioi995), a test which quantifies active vocabulary knowledge according to five word
frequency levels. The termfbrmulaic languag@ on the other hand, refers to the specific word
combinations investigated in this studihe production of whichit is arguedreflectsone very specific set

of indicatorsof depth of vocabularyknowledge While there are manydifferent types of such word
O2YoAYylFGAZ2Yya NBTSNNBR (2 dzyRSNJ GKS dzYoNBf G SNY
this thesis is a spd@ multiword unit (MWU) made up of a veribun collocation featuring a seemingly

Ve

simple highfrequency verbin this caséhave make or take. In thisstudythea AT S 2 NJ 0 NBF RG K 3

1



Chapter 1

vocabulary knowledge and the depth of this knowledge reflectedin their ability to produceMWUs

featuring a combination o& high-frequency verb and a nouim their academic writingre investigated

usingboth a discreteitem vocabulary test and the tools of corpus linguistic analysnparisongre also

made betweenexpert andstudent use of the three verbs in questipim course study material in the case

of the former and in examination scripts in the case of the latfurther to this, relationshigpbetween
a0dzRSyGaQ oNBIFRGK | yR defakliehected T theiruSd of MVUsSKE thefr y 2 5 f S

academic performancare explored.

This chapter provides the introduction to thiesis The next section contextualises the studynd this is
followed by a discussion afs main focal aspectsthat is,sizeor breadth of vocabulary knowledgend
formulaic languagen the form of MWUsThe nature of the studyand the research questions athen
discussegdfollowed by anintroduction to the methodologyadopted The chapter concludewith a brief

synopsif the remainingchapters of the thesis.

1.2 GCONTEXTUALISATION THESTUDY

This sectiomprovides some informatiown education in South Africa today an attempt to contextualise

the study.

In South Africa today, despite the fact that the democratic state is two decades old, low literacy and
numeracy levels continue tsamper educational succe@@SEEDU 2013Howie, Van Staden, Tshele, Dowse

and ZimmermarR012). This state of affairs, of cowrsaffects students entering university. Thational
Benchmark Tes{NBT)project (2009 which tested academic literacy and mathematics in abb@it000

students at several South African universitiesvealed that, while aimos6000& (i dzZRSy ia B8$HAB WL
(achievingoetween 64 and 10090y F OF RSYA O t AGSNIF 028z I Y2@%63%)a YI y
f S@Stx FyR FtvY2ad wn@B7%% B/NB thebeiilevels indiaate 3 AhatQstudersd S €
performing at the proficient level can be pktin a regular course of study at university and should
succeed Those scoring at the intermediate level may face challenges and will require extended
programmes to succeed at university, whitudents scoring at the basic level are unlikely to succeed at
universityg A ( K 2 dzi WS E G(SS/NiIVA CEIINBILgRRR)IhGR, Yaded on the NBT data (2013), more

than half the students tested were unlikely to achieve success at univeSigh students come
predominantly from home, community and school contexts where there are limited literacy resources, few
literacy practices or reading role models and low reading expectatibos.instance, when interviewed

between 2005 and 2009, 70% of primaraal teachers in township schools had no more than 10 books in

LUK2N, MangosuthWitwatersrand Cape TownWestern CapgeStellenboscltand Rhodes universities
2mp://www.nbt.ac.za/content/ben(:hmarklevels[Accessed 21 December 2013].
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their homes (Machet and Tiemensma 200®retorius and Mampuru 2007:4%retorius and Ribbens
2005:144. This implies that there are low reading expectations in the classroom, and that teauoleenst
playing a strong role as reading moddy. the time learners reach universitgw literacylevels andpoor
schoolinghavealready had a profound impact on theicademigperformance(Cooper 19992000). They

are unlikely to have read much indepemtly and may be resistant to efforts to improve their reading.

This is something | have encountered in my own teachimgstudents in this studgre typical of firstyear
university students in South Africa. They were enrolled in semesteriseg/é@astmodules offered by the
Department of English Studies e University of South Africa (UNISAis is an open distance learning

institution, one that aims at

bridging the time, geographical, economic, social, educational and communication distance between
student and institution, student and academics, student and courseware and student and peers. Open
distance learning focuses on removing barriers to access leafsit]gflexibility of learning provision,
studentcentredness, supporting students and constructing learning programmes with the expectation

that students can succed@NISAOpen Distance Learning PolR§08).

These students come from a range of langubgekgroundsincludingthe nine official indigenous African
languages, and for most of them English is a second or even a third language. Although many of them
complete their high school education through the medium of English, the language in whicictiostris
conducted their exposure to English is in many cases inadequaiit the result that by the time they

reach university they have not mastered the written idiom and may have only a developing knowledge of
academic English in particuldrhave dund thatstudents are increasingly unwilling to read on their own,
showing a reluctance to read even their prescribed books, even tholighamount of text they are
required to readin preparationfor examinatiors has been pruned to the point where studésin reality

have to read very little in order to pass.

These students are products afcountry in which there are in effect two systems of education. The first
system comprises fifth of allda OK2 2 f 43X (G KS KA A&2RSO § @Fpritaig &hoplg | I SR
These are thdest resourced antbest managedschools and in this system the majority of children (black

and white) perform well on all literacy and numeracy measures. The seownch larger system is made

up of 80% of schools. Her¢ghe majority of learners perform poorly on all literacy and numeracy measures
(Fleischi2008. These are schools that have been historically disadvant@ydty, Van der Berdanse van
Rensburg and Taylor 2018paull 2012Taylor,Van der Berg, Reddy arddnse van Rensbug§11). Today

South Africa spends about 20% of its GDP on education in an attempt to restore the bal@naaore

than most middleincome countries and by far the most of African countries. Poor schools are now far

better resourced tha they were a few years ago. Yet literacy and numeracy levels remain low.

3
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This has a deleterious effect @rade 12 or matrioutcomes In the words of Taylogt al.6 H n m ft]¥ien 0 = W
resounding verdict emanating from recent largeale assessments of student achievement is that South

' FNAOFY OKAfRNBY [|NB LISNF2NXAY3I G 62NNBRAy3Ite f
assessments such as trogress in Internationaldading Literacy Study (PIRla@ministered in2006
(Howie 2010Howie, Venter, Van Staden, Zimmerman, Long, Du Toit et al) #0@& that South African
children in Grade 5 were reading at lower levels than the Grade 4s in the 39 other countries inoltioed

test (Taylor et al. 2011:4)n the application of PIRL&d years latein 2011 there was stillno major
difference inthe overall achievement of South African learn€Howie et al. 20121). South Africa also
performed very poorly in Grade 8 niematics and sciende the 2002 study athe Trends in International
Mathematics and Science StudgNiSS)YTaylor et al. 2011:4Nine years laterTIMSS2011) revealed little
improvement: the tests were administered to Grade 9 pupilSouth Africa, Botswana and Honduras, and

in all three cases performance was lawdo 2 G K Y GKSYIF iA0a FyR aOASyOSo
were among the bottom six countries of the 42 countries tested at Grade 8 lebelow the low
performance benkbmarkand, of these three developing countries, South Africa achieved the second lowest
meanscore in mathematicg Botswana 397South Africa 352 and Honduras 388nd the lowest score in

science: Botswana 40#onduras 369 and South Africa 332SRC 2@t4).

South Africarstudents have not fared much bettér assessmentmvolvingAfricancountriesonly, such as

the Southern and Eastern Africa Consortium for Monitoring Educational QUaMgNIEBurveys irveys

of Grade 6 reading and mathematics2000 and 2007ound that South African students were performing
below average when compared to trether 13 Southern and Eastern African countriasludedin the

surveys (Murimba 2005;SAQMEQ 11l 20£2014 Taylor et al. 2011:7¥an der Berg 2008The effect of

these bw levels of performance in literacy and numeracy at intermediate primary |lemelsnatric
outcomeswas evidenin a study which identifiegupils who had been tested by T88 2002 and who were

in matric in 2006or 2007 Reddy et al. 2018¢7; Taylor et al. 2011)it was found thaf in the case of
children from better off homes and attending historically advantaged schpetformance in mathematics

in Grade 8 was strongly correlat@dth passing matricThe same could not be said thiose children from

lower socioeconomic areas and attending schools which had been historically disadvantaged. In fact, in
2007, while over 80% of white and Indian pupils between the ages of 21 and 25 had obtained their
matriculation certificats, only 40% oblack South Africans had done so. One in 11 white students achieved
an A aggregate, while only one in 640 black students did so, and of this number almost half had attended

historically advantaged schools (Taylor et al. 2811

These circumstances are exacerbated by the apparent failure of many students to fully appreciate the
extent of their languaggroblems Using data gathered in an earlier study from a question that asked

students to rate their proficiency in English on aledrom 1 (poor) td (successful, or good at), Coetzee
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Van Rooy (2011) found that while Afrikaans and African languages students in her study all overestimated
their proficiency in English, the latter did this to a greater degree than the former. Otie o€asons she
provides for this is that while African students are in the main multilingual, and have skills in all the
languages they are able to speak, it is often the case that the language they read in is English. They
therefore tend to rate their poficiency in this language very positively because they compare their
knowledge of this language and their ability to read in it to their ability to read in their home language,
which is often less proficient as these languages are used more for socialutooation rather than
educational purposes (Coetz&&an Rooy 2011:169). Afrikaans students, on the other hand, are probably
more likely to read frequently in Afrikaans as well as in English, with the result that their judgement of their
English proficienctends to be less inflated. Coetz€an Rooy found that this was supported by the data
from her 2010 study reported on in this article (Coetx&n Rooy 2011). This inflated assessment of their
English proficiency has implications for such students (Eeatan Rooy 2011:171).

A second reason for this discrepancy between perceptions of English proficiency and test scores that the
author (2011:171) provides is that when multilingual students rate their English proficiency they are really

NI GAy3 fAKPA NI 2WIB2AY Y dzy AOIF GS Ay GKS f I y3dza 3S | ONR &3
g2NRaxX (KSe FINB y2i0 lFraaSaaiy3ad GKSANI IFoAfAdle (2 dza
GFral1aQ 6HnamMmMYMTMOT T2 dlfferérikeShdtdeerd shakeh nd dvittEn lahdu&elds, toh &  f
be more technicalbetween the distinction that Cummins (1999) makes between basic interpersonal

communication skills (BICS) and cognitive academic language proficiency (CALP) (Cummins 1999).

The third reson for the discrepancy is that, compared to others in their communities, these students
regard themselves as very proficient in English (Coetase Rooy 2011:171). Such students, like those
taking part in my study, are often the first in their familtesgo to university and they have thus developed

an inflated idea of their own proficiendiat often translates into unrealistic estimations of their academic
ability ¢ because of the importance of English as the language of learning and teaching QroAfficén
students. (2011:172). What Coetz¥@an Rooy (2011:128 0 | f 42 F2dzyR gl a GKI G2
Motivational self System theory, where it is assumed that language learners are aware of the discrepancy
0SG6SSyYy (KSANI WYkhérindzalfproficiencyaadd tFe@idleal fL Ksklfj or their inflated idea of
their proficiency, and that this awareness will translate into increased motivation and effort that will result

in improvements in language learning, in Coetzek y w2 2 € sfudy thistdid nomappear to result in
motivation for higher achievement among the African students. Instead, she found that African students
believedthat i KS& ¢SNB |t NBIF Ré& @GSNE LINPFAOASY(H Ay 9y3IfAra
probabB  y 203G 0SS Y20AQOFGSR (2 AYLINROS (KSAWHhRODYALT4). 4 AY
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These findings have pedagogical implications for some of the students in the present study. While
academics believe that proficiency in English contributesacademic success, students often do not
believe that they have any difficulties or problems in this regard (Stephan, Welman and Jordaan 2004:42).
The participants in Coetzeel y w228 Qa oHnmMM0O &addzRé AYRAOFGSR GKI
order to be able to communicate with others. They did not express the notion of learning the language for
WARSIGA2Y Il LMaNR#@®BRBHEICS). THuR tBey £oBI& argue that they were in fact highly
proficient in English, but this was in effect@n/ 3t A 4K dza SR Yl Ayt & FT2NJ a20A1 f
L2sefA YF3S Ada Ay LISNFSOG KEFENX2ye gAGK (GKS SELISOGL G
(CoetzeeVan Rooy 2011:175). This can go some way in explaining the fact that, désphegh status

English has among African learners and their assumed motivation to learn the language, they achieve only

low levels of proficiency. (Coetz&&an Rooy 2011:175).

The situationthus becomes a vicious ciratesuch students enter universityraady at a disadvantage, and
find it difficult, if not impossibleto catch up and close the gap, often falling by the wayside and becoming

LI NI 2F GKS WRNERL) 2dzi Qputfigutesi A aiA0a |yR I FFSOGAY3

Although this studys not primarily concerad with all these issues, they are the underlying reatiffSouth

African education and no study of this nature can fail to take them into account.

The following section provides a brief overview of thain focalpoints underpinningthis study

1.3 FOCUOF THE STUDY

The main constructs underpinning this study are sizébreadth and depth of vocabulary knowledgad
formulaic language, in this case the phenomenon of multiword units (MWIb&seaspectsare briefly

dealt with in the followingwo sub-sectionsand will be discussed in greater detail in subsequent chapters

1.3.1 Breadth and depth of vocabulary knowledge

This study investigatei KS NBf I GA2yaKAL) 6SG6SSy GKS o6NBFROGK
measured by the VLT, and the depth of tkisowledge as reflected in their ability to produd&wuUs

formed with the highfrequency verbs have make and take® in their writing. Focusingon such high-

frequency verbs may seem odd when dealing with studevite should be advanced learners of English,

and may also seem toverlookthe importance of academic vocabulary to university studigg breadth

¥ HAVEwas chosen for investigation in this study because it was the most frequendfreigtiency verb in the Stude corpus;
although DO occurred more frequently thaMAKE TAKE GETand GIVEin the Student corpusMAKEand TAKEwere selected
because they are known to be very productive of the MWUs in which | was interested (cf Biber3&9I(see 8B).

6
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and depth of vocabulary, although measured using different techniques in this study, are inextricably
linked, and as breadth of knowledge increases, soghoulddepth ofknowledge (Milton 2013). Although

such highfrequency verbss theseand otherssuch ago, do, say, look, know, see, give, think, come, find,
getanduse N3 3ISySNIffeée €SINYyd SFENIeé 2y Aihé colocafiofdl NI/ S NJ
behaviour of such words is not easyléarn orteach and maygonsequentlhybe neglected by teachers, with

the result thatthe deeper understanding dfigh-frequeng/ words may not readily be achievetiowever,

such higkfrequency vocabulary is vital to learners if they are to become independent red@essarch

has found that a vocabulary of 3000 word families, or about 5000 words, is required for general reading
comprehension and should allow readers coverage ot®d05% of the running words imng text (Laufer
1997).What this means is that depth of knowledge of very Higiguency words such dsave makeand

take, together with a breadth of knowledge of relatiyehighfrequency words (the 500@ord level)
should provide learners with enough vocabulary to read authentic texts (ScHeitimitt and Clapham
2001:56) Together with a developing knowledge of academic wotdarners should be abl® cope with

university level reading and writing (this is discubsemore detail in Chapter 3).

However,aswasdiscussed above, in South Africa many students enter university with low reading levels
andavocabulanthat is not adequatdor the tasks of academic reading and writif&]..2).In her study, for
example,Cooper (19992000) found a relationship between the breadth of the vocabulary knowledge of
first-year students at a South African university and their academic performance. didahg students in

her study lacked both the higinequency and the academic word knowledge to cope with reading
academic texts (Cooper 1992000:28) and thiswould of coursehave repercussions fat i dZRSy 4 Q & N.
abilities. Thissituation is exacerbatd by socioeconomic circumstang¢gsoor schoolingand printpoor
environments fachet and Tiemensma 2009; Pretorius and Mampuru 2007; Pretorius and Ribbens 2005).
Add to thisthe complex nature of the lexicon and lexical issues with which students are $ackhe fact

that collocations such asake a claimandtake a decisionare common to academic writing and it becomes

clear that this aspect of vocabulary knowledge is worth investigdtiriber.

These lexical issues and the difficulties they pose for students are highlighted in the many different kinds of
deviations which occurred in the writing of the students in thkiady, and in the differences between
student writing and the writing by expextto which this was compare&eaturesuch as amnawareness of
concord (most politician today haventerest in government a simplified verb tense formatio(she
establish him/herself and make contacts with the o)henawareness of punctuation convéms (at their

second meeting they make lo@avid liked her compaiyand difficulties with lexiggthey come with this
technology of making this notesvere common The deviations | was particularly interested in were those
where students showed a lack wiasteryof the restrictions placed on higinequency verbs in collocations,

deviations whictrenderedtheir language unnativelike and unidiomatic. Academic English requires a degree
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of idiomaticity, a feature some of these studerftsund difficult to achieve, often because of lexical or
grammatical difficulties but sometimes through a lack of aware®eds (1 KS WLI GGSNya 2F
Francis 2000 { 4 dzZRSy (& | NB | -fiefuntBvdrds] But they gfténcheve @fficaltising

these correctly, or at least acceptably, in lexical phrases. They may choose unacceptable collocates, or may

I @2AR (KSAaS ¢g2NRa +fG23a3SGKSNE dzaAy3d AyaidSFER Ayl
stylistically incorrect, stilted onappropriate Few studies have exploredemelationship between breadth

and depth of vocabularknowledge specifically in relation to use of MWUasnd so mystudy is aimed at

makinga contribution tothis important but underesearched issue.

1.3.2 Multiword units

As a general termiyiWUsrefer to language units such as clusters of words, collocations and idioms, units of
language that may be viewed along a continuum of idiomaticity, ranging from units completelyriake (

dinner, take a book out of the libigrto those totally fixed in terms of syntateke care oftake advantage

of), and from units which are transparertagve a look, make a decisjoto those which are obscure in

terms of meaningdurry favour beat about the bush(Fan 2009Howarth 1998 The use of prefabricated
MWUs in text is so pervasive that Sinclair (19%tpposedii KS WA RA2Y LINAYOALX SQY
available to him a large number of seprieconstructed phrases that constitute single choices, even though
GKS@ YAIKG FLIWISEN (2 06 Sinclaiy 19918 F0)Tigist idomdrighte@ vied 83 Y Sy
language has been supported by the findings of studies on language processing (e.g. Pawley and Syder

1983) and corpus studies (e.g. Altenberg 1i8clair 199;1Renouf and Sinclair 1991).

MWUs and the plethora of terms and definitions for the various conaltions which fall under this
umbrella term ae described and discigd in some detail in Chapter #he combinationsnvestigated in

this study can be referred to loosely as collocations (e.g. Howarth 1998aThe importance of
collocational knowledgenisecond languagelL® competence is beyond dispute (Fan 2009:111). Such
knowledge allows learners to speak more fluently, makes their speasker to comprehendnd helps

them to write and sound more nativike (Hunston and Francis 200Bawley and Sydel983;Wray 2002).
However,L2f SI NYSNEQ LINBOf SYa gAlGK Ocrrdparted réigardlesd of theitza S K
level of language proficiency. For instance, Fan (1@f&d in Fan 2009) has reported on secondary
students,Biskup (1992pn advanced learners and Farghal and Obiedat (1995) and Nesselhauf (2003, 2005)
on university students. One of the difficultietudents encounter with these combination®s in the
idiosyncratic nature of collocational use.q.stronghas a similar meaning tpowerfulin most instances

but strongcollocates withtea but not with car). Another difficulty arises from the fact that collocational use

may be very different across languages.
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LY ldzyaid2y IyYyR CNlIyOAaQa oé6uHnnnYmO SELXIFYylLGA2Yy 27F
attendant phraseology; the grammar pattern that belongs to that particular woréiccording to these
researchers, lhwords can be described in terms diese patterns. Hunston and Francis (2000) believe that

our experience of a language allows us to understand these patterns in a text. But this intuition is not
always reliableg and in the case ahany ofthe students in mystudy, their experience of thahguagewas

often limited, making it consequently inadequate in providing them with this awareness. Hunston and
CNIyOA& o6unnnYou o0StAS@GS GKFG LIGGSNya +FyR fSEAA
restricted set of lexical items, a®ll OK f SEAOFt AGSY 200dz2NBE 6AGK | NBa
patterns have an important function in creating meaning in that the meaning of a word is often
distinguished by its typical occurrence in various patterns, and words which siparticular pattern also

often share an aspect of meaning.

In this study, the focus falls on MWUs formed with three Higtquency verbshave makeandtake, and

how their use in student writing compares to that in expert writing, in Literature anddawses These

three verbswere choserfor this studybecause they are highly polysemous, that is, they have two or more
closely related meaningsaused by the fact that they can be used generally in more abstract, delexicalised
or grammatical uses, buhat theyalso have various languageecific tendencies resulting in specialised
meanings, collocations and idiomatic uses (Viberg 18i@&] in Altenberg and Granger 20PJAll languages

have such basic verbs which are used very often and which regularly top frequency lists (Altenberg and
Granger 2001). Research has shown that these-th@gfuency verbs tend to be problematic for foreign or
L2learners (Altenberg and Grang2001: 174;Kaszubski 200Q;ee and Chen 2009:15%/ang and Shaw

2008 Yan 200% They are highly productive of the type of combination under study here, combinations

such asnake a decisiorhave alookandtake a journey

Verbs such akave, go, do, sa take, give, geand makehave been variously referred to &ght verbs(Live
1973; Wittenbergand Piflango2011), small verbs support verbs(Langer 2004) andlelexical verbs
(Altenberg and Granger 200Howarth 1998ab). This is because of their tendency to be found in
combinations wherethe noun carries the main semantic weight of the expressidowarth (1998a
explains that thesdigh-frequency verbs are often usetklexically, that isn such a waghat their meaning

is defined by the company they keep (an expression coinedrlly @957, citedin Léon 2007 Howarth
19989, while they themselves carry little meaning. The words they keep company with (with which they
collocate, or the words that make up the Iexicalunks otMWUS9 are often not arbitrary, but in fact what
Howarth (1998, by NEFSNAR G2 | & WNBhedse Nk dé SRignationd fefered to linAtilsy &
study asdelexical multiword unitswhich Algeo (1995) calexpanded predicatesyhich Nesselhauf (2005)

callsstretched verb constructionand which Langer (2004) callgpport verb constructions
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Nattinger and DeCarrico (1992¢fer to a continuum as doesHowarth (1998, b) in the amount of
variation that occurs in lexical phrapatterns.They distinguish between lexical phrasebjch they regard
as collocations with pragmatic functioneov do youdo?), and collocations, whiclkare what Howarth
(19983 b) would call idiomswith no pragmatic function (Nattinger and DeCarrico 2:88). Nattinger and

DeCarricasuggest thathe less variation a combination of words allows, the moredjptable and easieit

is, and the easier it i acquire. KA & | OO02dzyia F2NJ YdzOK 2F (GKS gl @&
which wordsconstrain those around them, and the assurance we have that certain words are going to
follow certain others, arégi KS T Oda ¢S dzasS (2 ONBFGS ff a2Nla

and DeCarrico 1992:34

In this studythe data comprisedhe course material used in theNISALiterature and the Law courses
makingup the Expert corpus, and the essays written in ¢énelof-semesterexaminationby the students in
the sample making up the Student corpuBheMWU in questionisregarded as &/pe of collocation in that
it is made up of a chunk of language, somewhere on the continbeimveen free combinations and idioms
that is,it fallsA y (0 2 | 18984 datOgry of restricted (or semestricted) collocations in that some
substitution on choice of the verb or of the noun is allowed in most cageseMWUsare made up of

1 a highfrequency verb, often used delexically, conveying little meaning itself, and

1 an eventive noun which carries the semantic weight of the expresaiah,may often be a lower

frequency, academic word.

Thesecombinations include examplasich adiave alook, make a commentake a turn They are classified

as core or pseudo delexiddMWUs discussed in more detail ithapter 4.

The sections above hayerovided some context which is importamd understanding the educational

issuesthat have informed the study, anthformation onaspects which areentral to the studyAs noted,

GKS addzReé Ay@gSadadarisSa 623K GKS ONBFRUK FykeldKS

sizeofaidzZRSy1aQ @20l odzf F NBE | OO2NRAY3 (2 aSOSNJ

background. Italso exploresa particuar aspect of vocabulary depth, namefy2 46 & G dzZRSy (14 Q

vocabulary knowledge is expressed in the use of selected MWUs and how this use compares between

students and expert writers in Literature and Law courdaghe following sections of this chamt the
rationalke for the study, the research aims andesearch questionand the methodology usetb address

them are briefly discussed.

14 RATIONALE FOR THE BYU

It is widely accepted thaMWUs play a major role in how we process and use language (Nesselhauf

2005:1). The fact that sucMWUs cause learners difficulties is also well attest@dowarth 1998a, b;

10
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Nesselhauf 2003, 2005; Wang and Shaw 20@® 2008 This study seeks to establish whettthis is also
reflected in the writing of the students who made up the sample in #tigly, andto explore the
relationship between thevocabulary these students knoand aspects of their production ahese word
combinations. To this end, the study compares the writing of a specific gro8puhAfricanuniversity
students with that of expert writers in the same fieldghe difficulties of such studentgequire further
investigation if aspects of lguage use which pose particular challengeghem are to beidentified. As
appropriate and idiomatic use of language involves knowledge of words and the company they keep (Firth
1957, in Bon 2007), it is reasonable to assume that the more vocabulampéeathave acquired, the more
collocations they are likely to usappropriately Studies haveshown that many collocations used in
academic English writing feature hiffequency wordgAlgeo 1995Altenberg and Granger 2001; Howarth
1996, 1998ab; Langer”004 Lennon 1996)Thusin order to achieve competence in L2 collocational use,
learners need to develop not only a wigecabulary and sound knowledge of collocations (Fan 2009) but
also an understanding of the many uses of the most basicfhrégiuencyverbs. TheMWUs investigated in

this study are made up of a higrequency verb and a noyrand the fact that the latter is frequently an
academic word is a further indication of the relevance of both breadth and depth of vocabulary to success
inuniversii 8 &a0dzReéd W' OF RSYAO ¢2NRaAQ I NB ¢g2NRa UGKIFdG 1
discipline domains, e.daypothesis, category, postulatehese are the sort of words captured in the
University Word List (UWL) (Xue and Nation 1984) and in the Adad&ord List (AWL) (Coxhead 2000).
Studies have highlighted the need for students to master academic discourse in order to succeed in tertiary
studies (Flowerdew 2001:371; Granger and Rayson 198i8);includes a thorough knowledge efich

academic vocaldary.

Observationssuch as these have prompteke present study, which applies the methods of discyitéen
vocabulary testing as well as those of corpus analysis in an attempt to arrive at a description of a group of
a0dzRSyGiaQ @2 Ol o diow tHiB relites 2o0téir prRRALI&ION FoRMRVUs containing a high

frequency verb used delexically. The study was informed by the theoretical frameworks of both-corpus
based linguistics and corpasiven linguistics, arriving at a method which is increasingly recognised in
corpus studies as being a kindtofbrid (Biber 2009). As such, the analysis takes a calyvsn approach,

that is, whata O9 Y SNE YR | I NRAS 0 H@AamMKSMNERE RibWaliddsoasy Sl2a U
using an untagged corpus, but at the same tibwrows elements from corpudased methodsthat is,

WO 2 MEVISAH K #MEERery@nd Hardie 2012:147) 2 NJ Fy F LILINRBF OK Ay 6KAOK (Fk
expound, test or exemplify theories and descriptions that were formulated before large corpora became
available to inform languid S & (i dzR &Banelb 208135§68). yThishybrid approach is used increasingly

in presentday corpus linguistic research and is thus well founded in the discipline.
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This studydoes more thansimply look at differences between student and expert writing is also an
attempt to make a contribution to both vocabulary studies and corpus linguisticexpjoring the
relationships between breadth of vocabulary knowledgan aspect othe depth of thisknowledge ad

academic performancim a group of typicabouth Africarundergraduatestudents

1.5 RESEARCH AIMS AND RASCH QUESTIONS

As stated, his study explorethe relationshipd Si 6 SSy G(KS &A1 S 2F aiddzRSydaq
of their linguistic competence) anan aspect othe depth oftheir awareness otertain phraseological

norms of academic English (Howarth 1998a,tb)the extent that this igeflected in their production of

specific delexicaMWUs Ly (KA a &dGdzRé GKS GSN¥Y WwWaiAl SQI whea GKS
referring to measurement and actual vocabulary tests, is uséd NB,aR & Kafber more abstract

02y OSLIis fA1S WRSLIKQS A& dzASR Yl Ayt e fookabuly GKS
knowledge is madeThe first aim of the study was to measur¢he breadthl YR RSLIGK 2F &
vocabulary knowledge and to explore the relationship between this knowledge and their academic
performance. A second aim was to investigate taktionship betweerthe variables of course of study,

gender, age and languaye backgroundand studenta Q @ 2 Odizé AzthirdNaBn was to establish the
difference indepth ofvocabularyknowledgebetween student and expert writers in two courses, Literature

and Lawt}o the extent that it may baneasured by the production of spific MWUs.The final aim was to

SELX 2NB G(GKS NBftlGA2yaKAL theSdispeift yMWE S atmR Bigfir(iada@emit INE R
performance.These aims were addressed by answering six main research quesisb.2for a more

detailed discussion Indoing sqthe studyfell naturally intothree phases

Phase Iof the studybeginswith a consideration of discrete items of vocabulary (the more traditional way
of investigating the vocabulary of learnees)dthe establisiment of the relationshipbetween measures of
size2¥ aGdzRSyGaQ @20l 6 dzolrdedf studfgendes,agddnd lanfuSge badikdzuigd | &
and between measures of breadth and their academic achievemehé research questions which gave

rise to this process were expressedfalows:

Research Question 1

What is the size of thproductive' vocabulary of undergraduate students?

"¢KAA addzReée YSIadNBa LINRRAOGASGS @20FodzA F NEs (KFG Aa addRSyl
knowledge This differs from receptive or passive vocabulary knowledge, which is the ability to recognise words when reading.

12
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This question was broken down into four sgbestionsin which therelationship betweenvocabulary size
and the variables of course of study (Literater or Law), gender, language background and age were

measured(seess.2).

Research Question 2
The second main research question in this phase explored the relationship between breadth of vocabulary

knowledge and academic performance and was expressed thus:

2KIG Aa GKS NBflGA2yaKALl o0SG6SSy (GKS &aAalSic2T &

performance?

The focus then move® Phase 2 anthe use of the three verbdiave makeandtake in both Sudent and

Expert corpora.The two mairresearch gestions addressed in this regard were expressed as follows:

Research Question 3
How does the distribution of the functions of the three selected verbs compare wéhih acrosshe

Expert and Student corpora?

This question was broken down into four sgbestions (se&5.2).

This lead®n to a further investigation ofaspects ofi (i dzR 8eyth af Wcabulary knowledge through the
investigation and analysis of corpus evidence of thellocational knowledgeasexpressed in their use of

MWUs

Research Question 4
| 26 R2Sa ai deiR® pffrégeencyaddsleviankd/of selected MWUs compare with the use of

these MWUSs by expert writersvithin and acrossourse®

This questionwasbroken down intothree sub-questionsin which comparisons dhe use of MWUs in the
Expert sukcorporaandin the Student sukzorpora and between the two Student sutorpora were made
(see 8§85.2).

In the final phase, Phase, 3he link betweensize of vocabularyand the use of delexical MWUs
investigated as well asthe relationship between these two measures of vocabulknpwledge and
academicperformance (measuik by examinationscore$. Thetwo mainresearch questions driving this

last phase were expressed follows:

13
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Research Question 5
What is the relationship betweeti KS &A1 S 2F &0dzRSyiaQ Lidaduidaoli A &S

selectedMWUSs within and across courses?

Research Question 6
2 KFG A& GKS NBfF(GA2yaKA LIdant&diMd/GsSayd theeitl adzSne peif@manie2 R dzO

within and across courses?

This study thus bring®gether the two aspects of vocabulary study, breadth and depth of vocabulary
knowledge, and their relationship in terms of academic performaisoenething which is as yet relatively

rare inthe researchiterature.

1.6 METHODOLOG

In this section, the methaalogyfollowed in this study ibriefly discussedIt is coveredin greaterdetail in

Chapter 5.

The sample from which data were collectedsnaade up of undergraduate students enrolled at a South

' TNROFY W2LISYy RThis (nivefsiySi® thediglrdest SlibtEnde iefludation institution in the
southern hemisphere and, as a result, the student population is heterogeneous: students ecomaelfr

walks of life and have diverse school backgrounds. As it is an open distance learning institution, students
vary greatly in age, linguistic and socioeconomic background and place of residence. All students study at a
distance, via correspondence aetectronically, with some living beyond the borders of South Africa (see
81.2). This makes for a very varied student population. The study population comprised the entire body of
students registered for three modules in the Department of English Studitseifirst semester of 2010,

some 4500 in total. These three courses were the two modules making up the first level of English
Literature studies (ENN101D and ENN102E), and a service course for students studying law, English
Communication for Law Student&8NN106J). The two literature courses were combined so that there were
two groups, Literature students and Law studenfbiese courses were chosen because they presented
examples of different study material and different writing by studentsitical esays about literature in

the case of the literature course, and argumentative essays about legal concepts in the case of the law
course. The students in these courses were also representative of typical undergraduates and, finally, the

courses were familiasind accessible to the researcher.

Phase lis quantitative in desigras it is concerned withy S| & dzNAy 3 GKS aAil § 2F &

vocabularyand examiring its relationship to various factors such as course, gender, agklanguage

14
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background and to examination scoresStzR S ybiead of vocabulary knowledge was measured using
Version 2 of | dzZF SNJ | YR Wocébhlgryl@els Be@fldTdiha)Active version(Schmitt et al.

2001)in order to establish the levels of vocabulary at which sntd had achieved mastery, and those

levels where their knowledge was still developiy.questionnaire elicited information od (i dzRSy (i & Q
education and language backgrourfdrther biographical detailsnamelyage, gender an@éthnicity’, were

extracted fran university recordsThesoftware SPSS (IBM SPSS Statistics Versiavagihe main source

for the computations andstatistical analygs in this study.n order to establish whether therevere
relationshipsd SG6SSy addRRSyiaQ aoO2NBa 2y GKS [ ¢X o0620K A
examination scoreg;orrelations and regression analysesre performed. ANOVAs were used to examine

differences between grougs terms of course, gender, agadlanguage background

This studyalsofalls within the discipline of corpus linguistics in that it is concerned in part with the analysis

of two corpora of academic Englisttigcussed briefly here, and in greater detail in Chapters 2 ard &)e

past, nost vocabulary studiesnvolved the testing of knowledge of discrete vocabulary itega a

previous study, for instance, | investigated the knowledge that learners in an immersion situation had of
individual words (Scheeper2003, 2006). However, De Beaugrande 2000, cited in De Beaugrande
2001:12, for examplebelieves that data from corpora are able to revhalv a language is made up not of

@ closed set of formal rul&s R S i S Wéltforyhadysing®@y & G S R  f F yIdzoms A& )
repertory of rich guideline$or constructingmeaningful discourse eve®@s¢K S WY2aid SaaSydAaAl
f I y3dzl 3S seleciableard] cominabd® >  NJ { Kv&lléfingédor distindlved 65S . S| dza NJ
2000, cited in De Beaugrande 2001:11Gorpus research has identified two ways in which language is
selectable and combinable, namely through grammatical combinations or colligatidnthrough lexical
combinations called collocations. The colligability and collocability of combinations rofs viafluence
GKSGKSNI RAa02dzNES &d2dzyRa WTFEdzSydz yIFddzNI £ 2N ARA?Z2

it is these aspects of selection and combinatibat non-native speakers frequently find difficult to master.

ThusPhase2 of the study investigates language as it occurs in authentic discourse, gatheredthem
writing of both native speakers and namative speakers from various language backgrountise
explorative, qualitative methods oforpus linguisticanalysis in the sense ofmanual explorationand
interpretation of concordance lines, awell as quantitative techagues were used to examinghe
distribution of functions of the three verbs within and acralse Expert Literature ané&xpertLaw corpora
andthe Student Literature andtudentLaw corpora (these names are capitalised in order to indicate the
specific corpora and genres). Onceetprocess of manual exploration and quantificatidlad been

completed the use of delexicdWUsin thesecorporawas comjared

® Information on ethnicity or race group is required by government. Such information is used in matters of redress of previously
disadvantaged groups, for instance, and was included here to help to explain disparities in performance by different fgroups o
students.
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In order to collectthe data that would make up these corpord sent a tutorial letter to all students

enrolled in the Literature and Law firgear courses | had targeted, that ENN101D and ENN102E (these

two modules together forred English Fa i [ S@St > FyR gAftf KSYOSTF2NIK 0!
ENN106J, an English communication service course catering for students studfing M F SNNB R (2
in the study The tutorial letterincluded a copy of I dzZF SNJ | Y R WLTiX@stihaairedandb b p 0O

f SGGSNI SELX FAYyAy3a GKS &aiddzRe . EthidalconiBrijs (2%5i14) yware & (i dzR !
addressedn this letter, as was the questionnair8tudents were provided with a selfldressed envelope

with postage paid andsked to send the signed letter, the completed questionnaire and the completed VLT
back to me by a specific dat€hus there waso invigilation during the completion of the VLT; students

were relied upon to answer the test as best they could, without uese to a dictionary or any othdrelp

(see Chapter 5. | was aware that this presented potential limitation of the studybut there was

unfortunately no alternative to this method afata collectionn the given research context

At the end of the semser, the examination scripts of those students who had returned the test and
guestionnaire were drawn, typed and compiled into tBeident corpus This wagshus a collection of
writing by undergraduate students of English at a South African open disteaggng (ODL) university,
comprising essays written under timed examination conditions. This cdrmuhgdesthe writing of L1
Englishspeakersas well as the writing of speakers arfi indigenousAfricanlanguage onof Afrikaanswho

speak English as a second language.

The second corpus used in this study is the Expert corpiscompried the study material written by

experts in these disciplingge. Literature and Lawand whichthe studentsread in their English studies.

Once these corpora had been compiled, they were analysed and compared using the software program
WordSnithTools(Version % (Scott 2@8), described in detail in Chapter 5. Among other features, it allows
one to establish word frequencies, to generate cordances and to search for keywords.this way
patterns in the use of the selected verbs and M#&VUswere identified. The findings are reported on in

detail in Chapter §86.3).

In the last part of the studyPhase 3relationships betweeibreadth ofvocabularyknowledge (as revealed

Ay aiddzRSy i adiferanOe/dlsoithe2/yT afdKh@ir totatoreson the same tegtanda G dzZRSy (1 & Q
production of MWUs in their writing(a measure othe depth of their vocabulary knowledgeand their
academicperformance (measured by their scores in the arfesemesterexamination)were investigated.

This part of the analysis of the data wdike the first phase, quantitative. SPSS was usedx@mine
relationshipsbetween vocabulary size and the production M¥WUs This was established by extracting

texts froma sample oftudentsin Literature and in Law whose scores were closesiéa5", 50" and 75"
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percentiles of the examination scoresCorrelations were performed in order to test for significant
relationshipsbetween breadth of vocabulary knowledgand depth ofvocabulary knowledgexpressed in
& (i dzR Prygdiiciian ofMWUs and between depth of vocabulary knowledge and examinationesc(an

indicator of academic proficiency)

1.7 STRUCTURE OHETHESIS

This chaptehas providedsome background to the study amgiven a brief explanation afs focus and its

rationale Finally, it hasetout theresearch aims and questioasdoutlined the methodologcal approach.

The literature review spans three chapteGhapter 2is concerned wittthe discipline ofcorpus linguistics
and the analysis of computerised corpoif@rough a review ofelevant research in this area the chapter
demonstraes how | reachedmy understanding othe approachfollowed in this studythat is, through a
discussion of the twapproachesdevelopedby earler researchersthe corpusbased ¢orpusasmethod)
idea, and the corpudriven (corpusastheory) idea espoused by the nderthians, to what Bibef2009)
called a hybrid approaghvhich takes elements from both the corpbased and the corpudriven schools.
Although corpus linguisticgelates most specifically to Phase 2, this aspect is dised first as ifalso

informs other aspects of the study.

Chapter 3 reviews vocabulary studies and relates particularly to Phase 1. It looks at how studies have
moved from those taking a discreteem perspective, to studies in the 21st century which d¢des
vocabulary in the context of bodies of text, that is, corpora. It also reviews what research has revealed

about the type of words that are most useful to learners at university level

Chapter 4 discusses the aspect of vocabubdtly which Phase 2 bthis studyis concerned, multiword units
(MWUs) There has been a great deal of research into this aspect of vocabulary in recent years and the
chapter attempts to make sense of thmultitude of definitions and explanationthat researchers have
provided This chapter relates both to Phase ®here multiword combinatiors in the corpora are
investigated, as well as to Phasgwhere the relationship betweereadth ofknowledgeof vocabulary

and the production oMWUSsis investigated.

In Chapter5 the methodology followed in this studg discussed in detaiThe pilot studyis describedand
the three phase®f the main studyand the methods used in eadre explained includingquantitative
statistical analyse#1 Phases 1 and 3, where SPSS id tseanalyse the data, and both quantitative and
gualitative corpus linguistic analyseés Phase 2. In this phas@/ordSnith Toolsversion 5(Scott2008) is

used to investigate the data and extract thBVUsfor analysis.
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Chapter6 presents theresults of the analyss andthe discus®n of these findings Again, tle chapter

followsthe pattern of the entire thesigpresenting findings line withthe three phases of thetudy.

Chapter7 conclues the thesis. It provides a brigkeview of the aims and content of thestudy, and
summarises the findingdhe contributions made by the studyo the fieldare discussedhe implicationsof

the findingsare consideredandrecommendation@re suggestedbasedon these findings
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/| KI LJG SNJ H
/] 2 N1J2 N} | yR [/ 2 NlJdza

/ 2NlJddza RIGF y2¢ araaylt &a2YS WYAaaAa yiBcodrselyhtodgh 0 S 6SS)
regularities that are more specific than language and more general than discourse. These regularities

O2dz2 R KSfLJ 2 SELXLIAY 6Ké ylidaA@S &aLISF1SNBR 2F 9y3tf
Wyl GdzNF £ Q 2NJ WARR®NI).GAOQ 05S . SIdzANI yRS

2.1 INTRODUCTION

This study aims to examine relationshipstween the vocabulary size of a sample of university students,
their use of multiword units (MWUS) of a particular type in their academic writing thed academic
performance. In order to do this, corpora of both student and expert writing were collected and analysed

and, as such, the study falls within the disciglof corpus linguistics.

This chapter discusses the development of corpus lingsisticl positions this study within this particular

I NBF 2F fAYy3IdAaGAO addRAS&D LG &G NI & that BaveSakdrf | A y A
place in the creation and compilation of corpora. It goes on to provide a brief history oétledaghment of

the discipline and discusses some of the individuals who have played a major role in this development. It
then moves on to a discussion of some of the current debates in corpus linguistics. Finally, it discusses some

corpus studieshat are relevant to the present studygoth from South Africa and elsewhere.

2.2 GORPUS LINGUISTICS

Before one can discuss corpus linguistics in any detail, it is necessary to define its most important element,

the corpus itself.

2.2.1 What is a corpus?

There are many andliverse views on what constitutes a corpus, as well as many variations in the
definitions provided by scholars. Although Leech (12@&2din TogniniBonelli 2001:53) refers to a corpus

a4 Wl KStfdzgl 230 2F (SEG T mplyiad aitiary @®hection ofdexty; hddhis S N =
WRSTAYAGAZ2YQ .¥lifadt, therS &e¢& sevieral importadt igsues that corpus builders should keep
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in mind (see Chapter 5), although these are still under discussion in some cases. In her study, Tognini

Bonelli (2001:55)egards a corpus as

a computerised collection of authentic texts, amenable to automatic or serromatic processing or
analysis. Theexts are selected according to explicit criteria in order to capture the regularities of a

language, a language variety or a dabguage.

In their definition of corpus linguistics, McEnery and Hardie (2@R):bbserve that it is research which

uses acollection of texts in electronic format, which is therefore machine readéhka is, by a computer),
although there are exceptions as they note, where the data may be in written form or even in video form.
Ly GKA& O2yiGSEGZ YainSvhichacen b&liad dNEompiiter; data thah dreSgrogpgd R
together but retain their individual identity. Such a collection of texts is usually too large to be analysed
manually and this has led over the years to the development of tools with which to igatsthe data.

The most common type of tool is the concordancer, such as WordSmith Tools (Scott 2008) which, like many
other researchers, | have used in this study. Concordancers allow researchers to study words in context,
and also to extract frequencyath. These two aspects comprise the two types of analysis that are vital in
corpus linguistics, that is, qualitative and quantitative (McEnery and Hardie 2@2)2Most concordancers

allow researchers to find words in the contexttbé corpus as a wholdut also to pinpoint the source of a
particular stretch of language (McEnery and Hardie 2042:1This ability to identify the source text of
particular words or combinations of words in the corpus is an important capability and one which | made
useof// tKFasS o 2F GKS adaddzReéz 6KSNBE O2YLJ] NR az2tyea | NB
VLT and their use of MVWU

222 ¢KS WISYSNIGA2yaQ 2F O2NL2 NI

/ 2N1I2 NI FANRG FLIISENBR Ay (GKS FTANBRG GKNBS RISOFRS
work or presentday studies such as Togriniz Y St f A Qa4 OB NS K IVEKSE & 23Sy SNI
meant the manual extraction of texts from books and other printed matter, and a corpus of a million words

in the 1970swvas considered to be vergrge indeedKennedy (1998:17) refers to Jesperson, Kruisinga and
Poutsma, all of whom used corpora as a basis for their grammars in the first quarter of the previous
century. With the advent of computers and genematcess to these, data could be typeddasaved on a
computer and much larger corpora could be compiled. By now (the second decade of the 21st century) we
FNB Ay 6KLEG a22y OoMbdpTO KFa OFftSR (GKS WIKANR 38
scan texts electronically has meantathimmense numbers of words can be collected, and this means too

that these corpora can be regarded as reasonably accurate representations of the English language
(Schmitt 2000:68c (p0 @ { dzOK Kdz2S 2NJ wYS3IIF Q O2N1LIR NI ions&yySRe
words, such as the COBUILD Bank of EnGlisbus(Sinclair 1987)the Cambridge InternationaCorpus
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(CIG)and the British National Corpus (BN@) name only a few (these and other corpora aigcdssed in

more detail below).

2.2.2.1 Early corpora

Two examples of early corpora are the Brown University Cor@ubld y OA & | y4Rof XrdeicENJ ™ ¢
English, and its British English equivalent, the Lanc&é/Bergen Corpus (LOB) (Hofland and Johansson
1982). In 1963, Nelson Francis, Henrgafa and others at Brown University compiled a sample of present

RFe ! YSNAOIY 9y3aftAakK F2NJ I O2YLziSNRAASR O2Nllz @
(McEnery and Hardie 2012:97), using American English from the year 1961. This later kecameas the

Brown Corpus. It was made up of 500 samples, each of about 2000 words of continuous written English,
and contained in total about @14 300 words, with samples taken from a range of text categories (Kennedy
1998:24). The sampling framework e (12 O2YLIA{f S (KA & O2NlJza KI & 0SO0:
compiling smalbkcale written corpora (McEnery and Hardie 2012:97). As the first electronic corpus to be
made widely available, the Brown Corpus set a precedent for free access and it immaviadable at no

cost to researchers ever since its compilation, without any copyright fees.

The Lancaster Oslo/Bergen (LOB) Corpus (Hofland and Johansson 1982; Schmitt 2000:69) emerged some 10
years later and was intended as a British counterpart ®Bnown Corpus, sampling as it did British English

from 1961. This meant that reliable comparative studies of synchronic variation were now possible using
0KSasS (62 WYFGOKAYIQX2WM2NLIRZ2NI O6YSYYSRe& wmMpdy YHY

Other corpora were subsequently compiled amibdelled on the Brown Corpus. These are known
O2ftt SOGA@GStEe a GKS W.NRgyYy ClFLYAfE@Q FyR AyOfdzRS al
20KSNJ tFGSNE YR a2YS SINIASNE @SINBR (KFYy wMpcecwmo
2012:98) has made diachronic studies possible. The core corpora in this group, such as the Brown, LOB,
Frown and FLOB the latter two developed at the University of Freiburg by Christian Mair and his team
(Hundt et al. 1998, 199%jted in McEnery and Hardi2012:99); allow for simultaneous synchronic and
diachronic comparisons, whereas the more marginal corpora in the group allow only for either synchronic

or diachronic comparisons (McEnery and Hardie 2012:98). The latter corpora include the Kolhapsr Corpu

of Indian English (ShastRatilkulkarni and Shastti986), the Wellington Corpus of English in New Zealand
(Bauer 1993)and the Australian Corpus of EnglihCE) Collins and Peters 1988lso known as the

Macquarie Corpus of Written Australian EsfliThese corpora contain only written English.

® http://www.cambridge.org.br/
" http://www.natcorp.ox.ac.uk/
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2.2.2.2  Second generation corpora

Second generation corpora developed as technology advanced and it became possible to capture and store
much larger collections of texts. By the end of the twentieth century hugeocarpf 100 million words or

more had become the norm (Kennedy 199B)ring the earlyto mid-seventies the LondoALund Corpus

(LLC) was produced at Lund University in Sweden under the leadership of Jan Svartvik, containing a
hundred 5000word texts, abouthalf a million words, anthis was the largest collection of electronically
available spoken English until well into thimeties(Kennedy 1998:3132). This corpus was made up of the
aLR1SY LINIG 2F vdzZAN] Qa { dzNBSe @159 andWhich sekrdéddotd S 0 |

written and spoken English, sampled according to genres and contexts (McEnery and Hardie 2012:74).

By far the most important of the secorgkneration corpora were the COBUILD Project, the Cambridge
International Corpus (CJ@nd the British National Corpus (BNC). The COBUILD Project was the first major
megacorpus project and was a joint venture between the publishers Collins and a research team from the
English Department of the University &irmingham whence its nameC@UILD (CollinBirmingham
University International Lexical Databadéprovided data for the development of a new English dictionary

and began in 1980 under the leadership of John Sinclair (McEnery and Hardie 2012:80). Unlike its
predecessorsuch asthe Brown CorpugFrancis and Kiera 19@) and the LOB and the Lund Corpora,
gKAOK dzaSR al YLX Ay3a YSGK2R& G@BUlamSoipGsiddiudet only wholeJt S 2

texts.

2.2.2.3  Mega or third-generation corpora

In 1991, owing to the success ofetlCOBUILD project, the development of a huge monitor corpus began,
known today as theBank of English corpus Y2y AG2NJ O2NlJzda A& WRSaAA3IySR
fFy3dzF385Q FyR OKIFy3aSa NILARt&@ Ay aAil $ddiygHunsdor G & |
2002:16. By 1997 this corpuswas reported to contain over 300 million words, and to be still growing
(Kennedy 1998:47; McEnery and Hardie 2012:80). This belongs to what Moon (1997) has referred to as the
WGKANR 3ISYSNIGA2YyQ 2F O2N1LENI @

Taday, there are many huge electronic text databases containing hundreds of millions of avaitidble to
researchersbesides the ones already mentionedn fact, too many to estimate a number at this point.
These are electronic collections of machneedable text, usually unstructured in that they have not been
compiled to represent specific categories of text, or annotated in any way, but available, often freely, for
researchers to use should they so wish. Examples are the seven corpora created liyaviagl professor

of Linguistics at Brigham Young University, and used by more tha@000people a month. These corpora
include theCorpus ofContemporary American Engli€@OCH comprising 450 million words, th@orpus of

Historical American EngligBOHA, 400 million words, and the ne@orpus of American Soap Opevéth
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100 million wordsAlso available online are the British Academic Spoken English Corpus (BASEhed

at the Universities of Warwick and Reading, under the directorship of HNkesyand made up of over one

and a half million words from 160 lectures and 39 seminars in various disciplines, and available from the
Warwick Centre for Applied LinguistftShe British Academic Written English (BAWE) corpus was created
through collaboration between the Universities of Warwick, Reading and Oxford Brookes, funded by the
Economic and Social Research Couritils made up of6.7 million words in texts written by British
students? As Kennedy (1998) observes, it is impossible to predict how these huge databases may be used

in thematic, stylistic, lexicographical, historical or othegliistic studies in the future.

2.3 GCORPORA FOR SPEQMEIRPOSES

Many different types of comra have been developed over more recent years as corpus linguistics has
become more and more widespread. The sections below discuss corpora designed for specific purposes;
these include corpora fovarieties of English and learner corpora. The latter are not always concerned
merely withL1 versud.2learners; as in the present study, learners may be categorised uniguely according
G2 GKS AYRAQGARdAzZ f addzRe ® Ly thersudeatsiidzRe sEnsedtiiaStheN3feS NB Q
novice writers learning to write in the academic idiom. In fact, they come from a variety of language
backgrounds, as discussed in Chapter 1 (81.2). Flowerdew (200&t368Yyes that, since the beginning of

the 199G, corpus linguistickas expanded in two directions: therare now more and much bigger (mega)
corpora(82.2.2.3) put at the same time there are also many more smaller corpora, often gemsed and
designed for specific purposasanyinitiated by Biber 1988, cited in Flowerde\®001:364). Thessmaller

corpora generally consist of between @00 and 20®00 words and tend to be more specific than larger
corpora as far as topics or genre are concerned (Aston 1997), and are mosttifisaenechnological in

nature and feature written academic discourse.

It is increasingly common today for researchers to make use of smaller cdtpairaan be stored and
analysed on a personal computer and still provide reliable and useful infamakiout language. Kennedy
(1998) believes that there is certainly a place in the discipline for corpora of fewer than one million words,
and that these can provide useful insights, particularly for the teaching and learning of language. This
provides somagustification for the use of smaller corpora in the present study, as will be discussed in more
detail inChapter5 (8510).

| 26 SOSNE (KS Yl 22NAGe 2F (GKSasS avYlftSNE aLISOATFAO

not many learner cqgora are as yet available commercially, and teachers and researchers have been

8 http//www.reading.ac.uk/AcaDepts/ll/base_corpus/index.htm
? hitp://www2.warwick.ac.uk/fac/soc/al/research/collect/bawe/
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obliged to collect their own. However, Flowerdew (2001:364) and others (Guillot 2005; Nesselhauf 2005;
Shirato and Stapleton 2007) feel strongly that the only way to gain ingigh learner difficulties and to
design materials that really address their needs is to use learner corpora in addition to expert ones. Learner

corpora are discussed in more detail§2.3.2below.

2.3.1 Corpora of varieties of English

Today there are many ¢pora of varieties of EnglisBpoken and written by speakers with first languages

other than English. The International Corpus of English (ICE) is the largest corpus currently available for the
comparative study of varieties of English (McEnery and H&@ll:74) and was started by a team led by
Sidney Greenbaum, Director of the Survey of Englsdge (SEU, see §2.2.aP)niversity College London

(UCL) in 1988. At its inception it was envisaged that there would be 20 parallel corpora, each oha millio
words of English used by adults over the age of 18 who had received formal education through the medium

of English. Today this corpus represents varieties of English which Ka&d& €itedin McEnery and

Hardie 2012:100) referred tb & WA y ytBalk=O ONIHf SSGK & LJ21 Sy & | FANEREI
oy3afAakK aLkR1Sy |a | &$02 y Bnglishthadsi#EngishspokényaRa fewega LI y R
language(Kennedy 1998:5265). To date, while there is an East African corpus there is as yet no complete
South African componenglthough Van Rooy (2602006 Van Rooy and Schafer 2008s compiled the

Tswana Learner English Corpus (TEiaEforms part ofthe International Corpusf Learner English (ICLE).
Currently, the following sulorpora of ICE are available onliffeCanadaJamaica, Hong Kong, East Africa,

India, Singapore, Philippines, Great Britain, New Zealand and Ireland.

In recent years, there has been a great dealofk using corpora in South Africa. Some of this has focused

on issues of learner language, but the majority of the studies have been concerned with the nature and
characteristics of black South African English (BSAE) as a variety of English, and #rs@orapvarious

South African varieties with each other and with varieties of English elsewhere in the world. Van Rooy
(2013:10) observes that in South Africa, BSAE has received more attention than any other variety. His own
Tswana Learner English CorglitEC) projectardlS Y f SNJ Q& 6 HnnH U -EOdisNhidihe 2 F &
best known corpora in South Africa to date and were both started in the early years of the millennium.
{AyO0S GKSYys 20GKSNE &Yl ff SN O2 NLRibdaar &t DeSKlek 289) O 2 f
O2NlJdza 2F LYRAFY {2dziK ! FTNAOIY 9y3IfAakK o6L{! 90 O2°

studies such as the one discussed here.

|y w2 2 avhliéh fodng Paft af the ICL&Nd which has since been used in several studies (Henning
2006; Van Rooy2005, 2006 Van Rooy and Schafer 2008an Rooy and Terblanche 2(Q0&vas a

collaborative project by Van Rooy and his colleagues at tertiary institutions in Mafikeng, Potchefstroom and

% hitp:/lice -corpora.net/ice/avail.htm[accessed 18 February 2011]
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Kimberley. It is made up of argumentative essays of between 400 and 1000 words written by students with
a Tswana L1 background (Van Ro@p&46). Tswana is one of the nine official indigenous African
languages in South Africa. This corpus is particularly relevant in the light of the present studyitristhat
made up of learner writing. In studies Van Rooy has conducted using this c2g032006; Van Rooy and
Schafer 2003Van Rooy and Terblanche 2Q0Be used this and other learner corpora from ICLE to
investigate, for example, the extension of the progressive aspect in BSAE and the involved aspects of

student writing.

The Xhosd&ndish Corpus (De Klerk 2002) is made up of spoken English transcribed from conversations
between Xhosd&nglish speakers from the Eastern Cape. These conversations were completely
unrehearsed takingplace faceo-face and recorded between 2000 and 2004 (erk 2006b:128). The

corpus contains about 54000 running words of spoken English.

2.3.2 Corpora of learner language

Developments in corpus studies and a greater focus on learner language have led to the compilation of
important corpora of learner language the last few decades. One of the most influential today is the
International Corpus of Learner English (ICLE) developed at the Université de Louvain in Belgium in 1990
under the leadership oBylvianeGranger. The ICLE comprises comparable corpora madé wpting in

English by students from specific L1 backgrounds (McEnery and Hardie 282):8fh order to be able to
compare such writing to writing by native speakers of English, Granger and her team compiled the Louvain
Corpus of Native English Ess@dy©CNESS), made up of argumentative essays by British and American
writers, and comprising about 32300 words. McEnery and Hardie (2012:82) note that this work by
Granger has had a dramatic impact on English corpus linguistics (ECL). A great deakaksesgych into

learner languagéas come out of engagement with the ICLE and LOCNESS corpora, including some in South
Africa, such as Henning (2006) and Van Rooy (2006) (mentioned in §82.3.1 above). These are discussed in
§2.5.2below.

Another important corpus of learner writing is the Hong Kong University of Science and Technology
(HKUST) Learner Corpus, established by John Milton and made up of texts written in English by Chinese
students and high school pupils with Cantonese as L1 (Pravec 2002)rdelaw(@001) notes that various
studies have been carried out using subsections of ICLE and HKUST, companatjveospeaker or

learner writing (or spoken English) with a parallel corpus of expert writing (the approach taken in this study)
or with a largr reference corpus of expert writing, in order to determine for example which grammatical
structures, lexis or discourse items are underused or overused by students in their academic writing
(Flowerdew 2001:365). However, there are still not enough leacoepora available for research, with the

result that, as in the case of the present study, many researchers are forced to compile their own. Most
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corpora used in the development of English for Academic Purposes (EAP) materials, for instance, are made
up of native speaker or expert writing or speech. Flowerdew suggests various reasons for the absence of

learner corpora until fairly recently, but makes a strong argument for their usefuingsaching:

In spite of the difficulty of accessing learrrpora, | would still like to suggest that for materials to

I RRNB&aa addRRSyiaQ ySSRA IyR RSTAOASYOASa FdAtexz A
employed to complement those from expert corpora for syllabus and materials design (Flowerdew
2001:364).

2.4 WHAT IS CORPUS LIN&TICS

Now that the concept of the corpus has been explained and some background to the development of
corpora has been provided, this section returns to the central issue: what is corpus linguistics? McEnery
and Hardie (20121 RSF¥AYS O2NlJdza fAy3IdzAaiGAda +Fa WwWrHy | NBI
YSGK2RAX T2N) adapie A2yttt Ry DdalnhSxyam v OKIF NI OGSNR asSa
empirical approacho the description oflanguage usgit operates wihin the framework of aontextual
andfunctionaltheory of meaningit makes use ofiewi S OK y 2 I2BAKS2NLE SY LK aA a6 @
has allowed researchers to explore theories of language that have emerged from findings based on actual
language McEnery and Hardie 2012:1). Thompsord Hunstoo H nnc Yy 0 0St AS@S GKIF G U
YSGK2R2t 238 GKIFIG Oy 0SS FtA3IySR G2 Ftye GKS2NBGAOI
that have emerged from corpus linguistics: the theorattineaning is not located in single words but in
gKEG {AyOftl AN omdppmo OFffa Wdzyraida 2F YSEYAy3IQs |y
f SEAOFET AGSY&a | NB 7FAGHUSKRER oMfGNIdGEEENSHIR006 MEIZNA Sa 2 F

Corpus linguistics is thus a method or an approach which is used in many branches of linguistics, such as
lexicography, descriptive linguistics, applied linguistics, studies of language variation, dialect, register, style
and more. The unifyingattor in these diverse fields is the use of computerised corpora of texts or
spontaneous speech (Léon 2007 There has been much argumenstretching fromat least the time of a
publication by Aarts and Meijs (1984 (Eds), cited in Taylor 2008;1%®o first usedi KS (G SN¥Y WwWO?2
f Ay 3 dzhadbdok @I O the present day, on whether corpus linguistics, ir instance a discipline, a
methodology,a theory, a paradigm or albf these (Taylor 2008). TogniBonelli (2001) and Mahlberg

(2006) refer to corpus linguistics as a disciplinBhis has necessitated changes to the linguistic studies
fIryRaOFLISY a al Kt oSNAB ouwHnncYotny 20aSNWSaz WySys
of real text, and ideas of theoretical frameworksltcO O2 YY2 Rl S & dzOK (22t a&a KI @S
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2.4.1 The starting point

CKS adGFNIAYy3 LRAYG 2F GKS RA&OALIX A y-BondliROODRLNNthatiza f A
Aaz GKS O02Nllza® | 26 SOSNE dza Ay Dol 232 Nldya3 da 13 SO 2 tat i
description of language is hot a new phenomenon: historical linguistics has always beenlmaspdsand
TogniniBonelli (2001:50) notes that as far back as a century ago, the study of language was equated with
the obsewation of data. At the beginning of the twentieth century, however, the focus of modern
linguistics moved from a dafaased approach to one based on intuition and introspection (Biber and
Finegan 1991)Although in the United States a decade or so latéopmdfield (influential in American
fAy3dzaadraoa FTNRBY GKS mMpona G2 GKS wmpcnad NB2SOGS
ALISSOKQ 6{Gdzwooa mMdbdpoYyuvI YdzOK 2F GKS RFGF KS FyF
invented sentencesand it was common in the studies of that time to discuss only very small numbers of

such sentences.

With Chomsky in the late 1950s, however, came a return to the rejection of observable data as the basis for
linguistic statements. He believed that adarbody of language in use, a corpus, could not be regarded as
relevant to linguistic enquiry mainly because it could not be relied upon as evidence of how the language
faculty is organisedChomsky 1962, cited inédn 2007:4. Chomsky believed that induge discovery
procedures from a corpus of observed data could only observe surface phenomena: descriptions obtained
by such methods were limited to the data which had been collected, and could not lead to any insights into
the nature of language €on 20071). He separated his theory of language from usage by proposing the
contrasting notions of competence (what one can do in theory) and performance (what one can do in
practice)¢ & A YA £ I NJ { Bngu/padate andzblBtayenatic/paradigmatic dualism (Bhs 1993:2).
Chomsky believed that corpora could not be used to study competence and neither observed data nor
inductive procedures from observed data could provide reliable information on the linguistic intuition of
native speakersFor Chomskyans, the wa@e of insights into the structural nature of language is

introspection(Chomsky 1956, cited iréan 2007:3.

At much the same time, scholars such as Firth, Halliday and Sinclair became very influential in the
development of theBritish school of corpudinguistics. In contrast to the Chomskyan perspective, they
focused on the use of authentic language. These developments are discussed in more detail in the following

section.

2.4.2 Modern corpus linguistics
As has been pointed out by Stubbs (1993),asound the same time as Chomsky was establishing
transformational generative grammar in the 1al®50s linguistics across the Atlantic waentinuing to

develop rather differently under the influence of Firth, Halliday and Sinclair. This work gaveo rise
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principles whicthecame central to ned-irthianlinguistics one of themost important of which for corpus
linguisticswas K1 & Wf I y3dz-r 38 akKz2dZ R 6S &aGdzZRASR Ay FGidGSad
invented sentences; the language shiblle studied as whole texts, not as isolated sentences or text
fragments;andX] SEG & Ydzad 068 &0G§dzRASR O2YLI NI GA@Ste | ONRa&
¢tKSaS fAy3adziada | ANBSR (GKFG fAy3IdzaaidaroOa adtpadzf R KI
F2NY YR YSIEYyAy3a INB AyaSLINIrotST Ay 20KSNJ g2NRa3
CNIyOAa O6mppoYmMnolv SOK2Sa (GKA& o0StASTY waeyidl OGAC
coselected, andX]itisimpaiaAof S (G2 221 G 2yS AYyRSLISYyRSyiufeé 2
means that syntax and lexis are ultimately inseparable. The best way to study meaning, then, is through the

use of a body of authentic, continuous texts, or a corpus.

Modern @rpus linguistics has it®ots in British corpudased research.éon (2007) argues that, in order to
legitimise their claim to be an autonomous and unified linguistic field in spite of their obvious
heterogeneity, and to ensure their theoretical positjooorpus linguists developed arguments against
Chomskyan generative grammar. Stubbs (1993) &od (2007) believe there are in fact two camps in the

origins of British corpus linguistics. There is the Hit#lidaySinclair line of development and the @u

Leech line. Stubbs observes thalile the SEU in the 196@sllected large corpora of written and spoken
RIGFE 6KAOK @¢SNBE dzaSR | & )3 @dmprBhgrBite grdnal of ek Bhllish S
languageE WG KS LINBSOA &S NBdza GRI201 06FSIRs STENG YOYKISi AQ@BtMBbs R S & O N
MbbhoYDod {AyOfFANRE 62N] Ay fSEAO2INI LKES éany (KS
2007:12).

Rotimi (2006), in his discussion of the birth of Hallidayan linguistics, explanthis developed out of the
work of Firth who stressed that meaning is inseparable from context, both social and cultural, and that

words are not independent. Asrth (1957, cited in Moon 2008:244)pit:

The complete meaning of a word is alwaystextual, and no study of meaning apart from a complete

context can be taken seriously.

Halliday, hugely influential in the late twentieth century, was a student of Firth and developed what he
learnt from him into Systemic Functional Linguistics (SE)d&ly and his followergften alsoreferred to
as the neeFirthian linguists! 8 (i dzZRA SR f | y3dzr 3S WAy NBtFGAz2y

7z A

2 0
SyO2RS4 yR G(GKS Odzf GdzNBa 6AGKAY 6KAOK (KS&aSofazOAl

A group of scholars including John Sinclair, Michael Hoey, Susan Hunston, Michael Stubbs and Elesgofieltjinimany of
whom were associated with the University of Birminghamhere Sinclair was Professor of Modern English from 1965 to 2000
(McEnery and Hardie 2012:122).
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SFL is on how people interact and use language to make meaning. It emphasises the syntagmatic aspect of
lexis, that is, the tendency of individual lexical items teocour habituallyg in other words, collocation.

I ffARIF® WYIFRS OXyANka FRONJ (tSESEa 27 I yfadza 3S |y f
challenged the distinction between grammaticalness and acceptability which Chomsky had proposed, and
asked whether notoccurrence or low occurrence in a corpus was due to chanaseasevidence of the
ungrammaticability or rarity of a structure. He believed that, as far as corpora are concerned, the linguistic
system is inherently probabilistic W NGB Ij dzSy 0&é Ay GSEG Aa GKS Ayaidly
(Halliday 1991:30Halliday 192, cited in Léon 2007:%23). He also believed that there is no fundamental

difference between lexis and grammar.

BEvidence from larger corpora in the 1980s and 1990s threw the descriptions of language based on pre
corpus studies into question. In the ¢éatl970s, Sinclair began to collect the first computerised corpus of
spoken British English at Edinburghiversity Sinclair, Jones and Daley 1970, citedTagniniBonelli

200151) (see 8§2.2.2.2 above). The first study in lexicography using corpora ea8QBUILD project
(McEnery and Hardie 2012:128inclair 1987, cited ilogniniBonelli 200151) andii KA & NBFf SO0 SR
attitude to language theory and descriptive methodology. He continued in the belief of loose boundaries
between lexis and grammar, that is, that collocation is a pattern ebamrrence between two words

which often occur in preimity to each other but not necessarily next to or in a fixed order (McEnery and
Hardie 2012:123), which is theew of collocationtakenin the present study. Sinclair assumed that, rather

than using isolated words in rupoverned sequences, speakersitieto use readymade linguistic forms,
pre-packaged chunks I @A S¢g GKIF G A& OSYyaGNrt (2 GKS LINBaSyd
Of 2a SR OK 2 whizkwillldsldisguSskdili gie@Xer detail in Chapter 4.

{ Ay Of I ANDa ¢aodb arelifterapribdttedi thdt meaning is derived from context, and that
O2tft20FGA2y A& 1Seé& (G2 dzyRSNEGFYRAY3I YSIyAy3d odaz?2
and, like Firth he was interested primarily in patterning and the meaningeat fpatterns (Moon 2008:244).

Sinclairgrioritises a method, or group of methods, andkind of data rather than atheol®@ 6| dzyaiizy |
Francis 2000:14)This approach to linguistics became known as corpus linguistics, the investigation of
language thrdzA K G KS 20aSNII GA 2y 2-dculigleErénicalipforedzgidstaurse2 T Y |
dzaAy3d a2FG6FNB 6KAOK aStSOGazr az2Nlax YIFIGaoOKSasz Oz
data which are used in this approach differ from thosedisvith other methods of linguistic investigation

in that they are authentic and were not selected on linguistic grounds. In other words, they were not
selected because they illustrate some specific aspect of language, becausaviérththe case, as Sihair
OMpPMYMnno LIRAYydGa 2dz2iz Ad Aa WiA]Ste (2 KAIKEAIKI

29



Chapter 2

KdzZY RNHzY LI GOGSNyaQod |1dzyadagz2zy YR CNIyOAa oO6uHnnnYmpo

regarded as the principles underlying pas linguistics.

Generally, the focus in language investigation now falls on performance (rather than on competence) and
description, and on qualitative as well as quantitative analysis (Granger 1998a:3), although as will be shown
below (§2.4.3)different approaches to dealing with corpora have emerged since they first appeared (cf
McEnery and Gabrielatos 2006). The trend has become one of investigating language in discourse, mostly
authentic language, gathered boFANR Y Yy I G A @S & LIS | itiry Midd romathalSof lgakngrd | y R
from various language backgrounds. This allows for a more holistic and realistic view of how learners
acquire language structures and also of how they use this language ilifeesituations. Now, more than

ever, lexis iseen as the central principle of language and it is now almost universally accepted that much
2F f1y3Adza 3S w200dzNE Ay | aS1ljdzSyO0S DT oYINIKRYS & yiRK
2000:7).

McEnery and Gabrielatos (2006:34) note thataligh it has been debated whether corpus linguistics
should be regarded as a theory or as a methodology, they and many other researchémg(@hiBonelli

2001) generally agree that corpus linguistics is more than simply a methodology. They quot€1l9&dgh

gK2 OFftSR AG I WySg NBASEFNODK SYyiSNILINAASQ FyR W
cited in TogninBonelli 2001:10f I AYa GKI &G O2NlJza f Ay3Idzi adA O0a WNE dz
GKS2NRAAAY AT HKAOK KIFra SR G2 | ljdatAdGlrGA@S OKIy3aS

What is generally agreed is that corpus linguistics is empirical, as it examines authentic language use and
draws conclusions from it rather than from intuitions. TowBonelli (2001:1) argues, too, that it has
theoretical status because researchers observe language facts which lead to the formulation of hypotheses
and generalisations, allowing linguists to use new parameters to explain data. These hypotheses and
genemlisations are then brought together in a theoretical statement. This theoretical status means that
corpus linguistics can contribute to applications such as lexicography, language teaching, translation,
stylisticsq the list is a long one but the presem study confines itself to the use of corpus linguistics and

corpora in the context of second language learning, and second language writing in particular.

In summarising this section, then, it can be said that the differences between Chomskyan asssimption
British neaFirthian principles, the foundation of corpus linguistics as we know it today, are fundamental.
Stated very briefly, these differences are, firstly, that Chomskyan linguists believe that linguistic study could
be based on intuitive dataral isolated sentences, while ndéorthian linguists believe that language should

be studied in actual attested and authentic instances of use; and secondlyCkimehskyans believe that

grammar is autonomous and independent of meani@yomsky 1957, citeith Stubbs 1993:13 while nee

30



Chapter 2

Firthians believe that linguistics is concerned with the study of meaning; hence, form and meaning are

inseparable.

One of the most crucial principles on which Agicthian linguistics was premised and one that is central to
0KS LINBaSyid aitdzRé Aa GKIFIG fAYyIdzZAAGAO0 06SKI GA2dz2NI R
GNRdzGAYS YR ONBFGA2Yy£¢X YR GKFG YdzOK 2F 2dzNJ £ y3

2.4.3 Debates incorpuslinguistics

So far, this chapter has focusathinly on the nedirthian approach to corpus linguistics but, as McEnery

and Hardie (2012:14249) pointout (82.4), thigs not the approach followed by all corpus linguists today.
TogniniBonelli (2001:177)taking her cuefrom DNJ Yy 3 SN & 6 of dadegntiniium yoR dorpua y

I LILINE F OKSas +FNBdzZSR F2NJ KS SadtofArAakKySyd 2% | W
fAy3dzAiadAa0a AGasStFo (RN ESdy3 FHSAaYIBIRA a0GKAD ayQl Yasgisedp @ Z NI
f Ay 3dzA & THesdaploachs ardtednted, perhaps more usefully, by McEnery and Hardie (2012:147)
asW O 2 NEIKES 2 NB Q  Jag/FS (WK@RNLINS &4 LISOG A @St e @

According to the nedrirthians, in corpudased research, or corpasmethod, data (that is, the corpus)

are wsed to test or provide examples for the theories which were formulated before large corpora became
available to inform the study of language (TogiBoinelli 2001). REmgR005)believes that corpubased

linguists, or those who follow the approach of cosasY St K2 R>X WR2 y2{ Llzi GKS O
their research but see it as a welcome tool which provides them with frequency data, attested illustrative
SEFYLX S&a3 2NJ 6AGK yasgSNa (2 1jdSadArz2ya 2o0fds NI YYI
corpusbased linguistics (CBL), corpora are used as instruments together with other strategies and other
data. On the other hand, in corpusiven linguistics (CDL), or a corgastheory approach, the linguist

attempts to explore the language, hah y3 y2 RAAGAYOGA2Y 0SiG6SSy t SEA
AYTFEdzSyO0S 2F SEAAGAYT GKS2NBGAOIE FNIYSE2N] aZ 6KA
Gabrielatos 2006:36), and for this reason, unreliatiles for these reasons that qgous-based linguists tend

to use annotated corpora while corpukiven linguists do not.

Annotation allows the researcher to easily quantify categories, such as parts of speech or semantic roles.
McEnery and Wilson109632) believe that the annotation of O2 N1Jdzi Ay ONBI aSa Al a
categorisation of the data into word classes sometimes results in the meaning of certain lexical items being
obscured (Romer 2005:9). Annotation is conceived by cedpiven linguists as being influenced both by

theory and by the intuitions of the individual annotating a corpus. They believe, as Roémer (2005:10)
expresses it, that annotation does not necessarily make the data any richer. @biyers linguists allow

the data to do the talking, as it were (Grand&98a), and search by word forms rather than by annotated
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G2 GF1S LXFOSQ owl YSNI HAnnpYMAnL ®

CDL tends to avoid, though not entirely ignore, intuition; the evaluation of the data does demand
subjective judgements from the researcher which are based on experience as a language user and learner
(Rémer 2005:10), but the evidence from the data shalldays come before intuitions. Romer (200510

11) believes that taking a corpasiven approach implies that the evidence cannot ever be ignored;
AyaiuSrRE AU Ydzad 0SS WFHOOSLIISR FYR NBTfSOUSR Ay Yy
thed GF FyYyR KIFE@S G2 068 TFdzZ te O2yaraidsSyd oirkkiks &

sum up the differencem these approaches as follows:

While corpusastheory rejects any explanation of language patterns that does not derive from the
anald i Qa Ay G SNI Ol A 2 yasmethddkconsiderS copdraiadnd cor@ua tedhluiziies to be
sources of empirical data that may be deployed in support or refutation of any explanatory theory

about language even a theory devised in whole or in part wotlt reference to corpus data.

What is clear, though, is that these dichotomies are not etedr McEnery and Hardie (2012:150) point out
GKIFIG (GKS RIWNWSWO2 KIJdza 6 SSy dza SR 2-uplréskafck usidgzrawl y &
02 NlJdza g&tllasd ofvihetiéfthe researcher subscribes to the-Rithian theoretical stance. They

mention that Biber (2009) uses this term for his approach although it is obvious that he does not follow
neo-Firthian theories. Other sources such as Gries (201@)Gilgyuin and Gries (2009) also use this term in

a somewhat different way from TogniBionelli (2001). Gilquin and Gries (2009:10) describe the cerpus
RNAGSY FLIINRIFOK +ta (GeLAOKE 2F fAy3Idziada ¢K2 W LILJ
NAI2NRdzat & F2N¥dzZ I SR KELRIKSaSaQo

In the final analysis, McEnery and Hardie (2012) believe that the terms CBL and CDL are really misleading in
that they imply that the main difference between the two approaches is the extent to which researchers
relyoy GKS SYLANROIFIE S@OARSYOS FTNRBY G(GKS O2Nllzax ¢6KSy
O2NlJdza A& LINRPolofe 2yS 2F (GKS Of2asSaid LRAyGa 27F |
(McEnery and Hardie 201151). In fact, they belige that the distinction between the two approaches
AYLX ASA | (WeéEhekyRahdyHardi@00A151Fo0as Granger (1998a) expresses it, that these
approaches should not be seen as polar opposites, but rather as the two end points on a contintiuen. At
corpusbased end, the analysis starts from a hypothesis based omnesearchliterature on, for example,

second language acquisitigS8LA) research and uses a corpus to test this hypothesis (Granger 1998a:15). At
the other endof the continuum is thecorpusdriven approacE &2 YSGAYS&a NBFSNNBR
FAYRAYIQ | LILINE I CcKed in {Géakgerf 19988 15)Recurienb gpattErns and frequency

distributions observed in the corpus data are used to form insights about language, withounfltrence
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of pre-existing theories and frameworks and with the purpose of developing a purely empirical theory
(McEnery and Gabrielatos 2006:36). In the end, perhaps what best separates these two schools of thought
is their stance on the conceptual statakthe corpus and of corpus linguisticas having theoretical status

versus being regarded as a linguistic methodology (McEnery and Hardie 2012:151).

According to the definitions provided above, the present study can best be defined as a hybrid (Biber
2009:281), something which Biber believes is quite acceptdloigniniBonelli (2001:87) explains that the
corpusRNA @Sy | LILINRIF OK Wl AYAa (G2 RSNAGS fAy3IdziadAao OF G
the frequency distributions that emergdh® Y f | y3dz2t 38 Ay O2yGiSEGQ® wl YSN
simply, perhaps: a study which takes the corlRNA @Sy | LILINR | OK WAa KAIKEe O2
from and[..] tries to derive observational and theoretical findings from there, glavdrying not to lose

O2y il Ol 6AGK (KS Gatddyiad Witha padionls GeSdgREmmiati@al sirdcture in

mind, and selects three verbs with which to investigate the structure, it can be said to take a-bagats

approach initially or a corpusasmethod approach, in that | have used the data to provide me with

examples of these verbs as they occur in MBVU

2.5 SOME CORPUS RESEAREEEVANT T&EXYUDENWRITING

Phase 2 of this study is concerned with the usearhputerised languageorpora(CLCslo investigate a
FALISOG 2F (GKS RSLIIK 27 theirdee SiMWUSQcontahiOd tite didlexiddBverfisy 2 & f
have makeandtake in their writing and to compare (i dzR 8s¢di theQe combinations to that of expert

writers. Vaious studies have been conducted specifically in the area of leameting, both abroadand

in South Africa. Some of these are mentioned in the following sections, while Chapter 4 focuses on those
d0dzZRASE 6KAOK NBf I GS & WSdhddelex@aléetbe€ G2 f SFNYSNERQ dza

Computerised language corporal(C3l f ft 26 I OO0S&aa (G2 fSIFNYSNBQ AYyGdSNII
errors (Granger 1998a:6). Corpora have other advantages too; for instance, they allow materials designers
to prioritise thegrammar and vocabulary that is most frequently used (Hunston 2002) and corpora provide
researchers, test designers and teachers with examples of authentic language (Jaénr2005 way, too,

learner corpora offer potential insights for both syllabussiin and methodology (Liu and Shaw 2001).

Biber and Conrad (2001:332) make two generalisations from their findings from corpora which they believe
are vital to ESL and EFL teachiRgstly,quantitative corpus analyses have revealed that register is of
paramount importanceg linguists must consider patterns of use across registers if they are to provide a

complete analysis of grammatical patterns. Secondly, they confirm the generally held view that intuition is

YekS addRSyiGa Ay GKAa atGdzRe FNB ff WESIENYSNBRQ Ay lvrSity 3Syas
student academic writig, but the groupincludesspeakers of English as a first language, as well as those for whom it is not. Thus
GKSe IINB y26 Fff WiSINYSNARQ 2F (GKS 1 y3dz3aS Ay (K& erdSyasS (Kl
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unreliable (cf McEnery and Gabrielatos 2006oting that corpus studies show that intuitions about use

are often incorrect.

2.5.1 International corpus studies

Flowerdew (2001) notes that various studies have been carried out using subsections of the ICLE and
HKUST Learner Corp(see 82.3.2)comparing nomative speaker or learner writing (or spoken English)
with a parallel corpus of expert writing (as is the case in this study) or with a larger reference corpus of
expert writing, in order to determine aspects such as which grammatical atestlexis or discourse items

are underused or overused by students in their acageamiting (Flowerdew 2001:365).

Flowerdew (2001) describes a study she did using the HKUST Learner Corpus. She baseeatlmr a
study by Pickard (1994jtedin Floverdew 2001), who examined the vocabulary used in reports by second
and thirdyear undergraduate students in a Technical Communications Skills course. Flowerdew focused on
key items such afindings researchsurvey questionnairerespondentand so forh. Using the KWIC (key
word-in-context) tool, her findings were that although students knew and used the key vocabulary, they
were not aware of the lexiegrammatical environment in which these words usually occur. This echoes
research by Howarth (1998a),lwhich is described in greater detail in the following chapters. He drew up a
collocational framework and found that the restricted collocation category, including such combinations as
make a clainor take a decisionwas the one which caused learnerg tmost difficulties. This has reference

to the present study, where the MWUs in question can be regarded as restricted collocations as described
by Howarth (1998a) (see Chapter 4).

Contrastive studies have also been done by Granger (1998b, discussedpierl), the founder of the

ICLE project, using the French component of the ICLE corpus and the Louvain Corpus of Native English
Essays (LOCNE$S®)e 8§2.3.2ps the control corpus. Granger and Rayson (1998), for instance, examined
patterns of over and underuse of various word categories, such as articles, determiners, pronouns and
LINBLRZ AAGAZ2YE Ay GKS £ SINYSNI O02NlJzas FyR F2dzyR (K
personal pronouns, but an underuse of prepositions, a category ofteacéted with nominalisations in
AYF2NXYIEGADBS | OFRSYAO oNRGAYIAQ O0CEi26SNRSS HAnnmYocy
conclude that the learner data in their study had many of the stylistic features of spoken English, but
Yractically noneof the features typical of academic writi€fGranger and Rayson 19929). This is an

aspect that is discussed in greater detail with reference to the present study in Chapter 4.

Similar studies making use of learner corpora include those by Grangefyamh (1996) on connector
usage, by Granger (1998b) on formulaic sentence buildergJtepbergand Granger (20019n the lexical

and grammatical patterning of the verbhake by Nesselhauf (2005) aollocations in her corpus of texts
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by German advancetbarners of Englisland by Kaszubski (200@n aspects ofphraseologyof high
frequency verbs among Polish learners of Englitlese and other studies adiscussed in detail in Chapter
4.

2.5.2 Corpus studies in South Africa

As mentioned abové¢82.3.1),in recent yearsa great deal of work has been done in South Africa using
corpora. Most of these studies have investigated characteristics of BSAE as a variety of English, or have
compared various South African varieties with each other and with varieties dislEmgsewhere in the

world.

In South Africaa number ofstudies have been conducted usitige ICLEwvith the LOCNESS as the control

corpus Van Rooy has conducted several studies (Van R00Y,2006; Van Rooy and Terblanche 2006)

using theTswana Leamr English Corpus (TLEC) which forms patthefiCLEsee §2.3.1)In a study with
Terblanche (Van Rooy and Terblanche 2006), the authors used the TLEC and LOCNESS corpora to
WRSGSNXYAYS yR SELX LAY | O02KSNBY  ingipggoducetl By s€cénd NI O
fly3dzZZ 3S dzaSNR 2F 9y3IftAakK Ay {2dziK ! FNAOF gK2 &
(2006McHO® ¢KSe o0S3ly G(KS aiddzRe gAGK (GKS LISNOSLI A2
features which are out of placen iacademic writing. As in the present study, they used the software

WordSmith Tools in their analysis.

Their findings revealed that the student writing in the TLEC was indeed more informal and colloquial than
that in the LOCNESS and had more conversalti®gatures such as reduction phenomena. Information
tended to be more fragmented and writers were more cautious in the claims they made. They also found
that cohesive devices were used in a more general way by these students and were more likely to be
amhiguous than in the writing in the control corpus (Van Rooy and Terblanche 2006:175). But, contrary to
generally held views, the two corpora were more alike than they had expected and the differences
between them were not as pronounced as the differencesMeen student writing, regardless of first
language, and other registers such as academic writing, personal letterstoféaee conversation and
general fiction (Van Rooy and Terblanche 2006¢1756). This last point is particularly relevant to the
present study, which investigates writing by students from several language backgrounds in South Africa,

but which does not focus specifically on BSAE, as many South African studies have tended to do.

In another South African study, Henning (2006) investidjdieking adverbials and their influence on
cohesion and coherence in the academic writing of English native speakers (what she calls ENL), ESL and EFI
speakers. She used student texts from the LOCNESS corpus (her ENL sample), texts from the Tswana

LearnerEnglish corpus (TLEC) as the ESL sample, and the Dutch English compihreel@ld as the EFL
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component. Sheadopteda corpusbased approach, using a tagger developed by Henning and Badenhorst
(2004, cited in Henning 2006:75). She found that the writimg the South African students (TLEC) revealed

fewer linking adverbials than the writers in the LOCNESS corpus, which she interpreted as a gap in the
language proficiency of the BSAE speakers. In her study, the ESL data differed from both the ENL and the
EC[ RIGFE €SFERAY3I KSNI G2 OfFAY GKIG . {!'9 RAFFSNE

As noted abovd€g§2.3.1),De Klerk, then at Rhodes University in Grahamstown, did a great deal of corpus
work among Xhos&nglish speakers in the Easterap€. She subsequently compiled a corpus of
spontaneous English spoken by Xhosa L1 speakers (De Klerk 2002, 2006a, b) and used this in several
d0dzZRAS&ad 5SS YESN)] O6Hnncov dzASR (KAa O2NLlizakig ¥ Wal
Englié by mothertongue Xhosa teachers in classrooms in Grahamstown to compare language use in the
two casesShe was particularly interested in how the discourse patterns of these teachers reflected those
used by L1 teachers. She found that there were diff&féhd 06 S 6SSy GKS WLI G&SNya
gy 3t AakK /2Nllz IyR (K2aS dzaSR o0& (GKS GSIOKSNE Ay
(2006b:133. She found that the teachers mostly used Standard English with very few of the distinctive
features of the Xhos&nglish conversations: the features which were shared by the two corpora included

the high usage of progressives andcahbe able. She ascribethese findings to the fact that Grahamstown

is a small university city and an educatiboantre; teachers were more likely than their rural counterparts

to come into regular contact with L3andard English speakers and could thus be expected to use a variety

of Englisithat was closer to the standard

In a study of a subariety of South &Kican English (SAE), Pienaar and De Klerk (2009) describe the
compilation of a corpus of Indian South African English (ISAE). This 0&w6rd corpus 0f30 speech
samples, each made up of about 2000 running words. They decided to use speech amittanttexts

because ISAE is chiefly an oral dialect (Pienaar and De Klerk 2009:359). The data were gathered from 49
South Africarborn Indians. In preliminary investigations using WordSmith Tools they were able to confirm
that features which had been idéfied by other researchers in this swariety of SAE existed in their own

corpus (2009:366).

BSAE has generated interest beyond our borders, too. Minow (2010), a German scholar, collected a corpus
of speech from 45 informants, mostly L1 Xhosa speakewx$ some L1 Tswana and Southern Sotho
speakers. The aim of her study was to identify which features of BSAE, identified by researchers but not
always quantified, had become stable features of the variety. She focused on four features of BSAE (past
tense making, progressive aspect usage, article omission and left dislocation), analysing her data manually.
Her findings led her to believe that, despite the small number of speakers in her sample, there was

evidence for several BSA Englishes, not just on@jra gthch De Klerk (2002:25) supports.
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It would seem that there is scope for a great deal of corpus research in the South African context, and it is

hoped that the present study will add to this body of knowledge.

2.6 GCONCLUSION

This chapter set out to resw what the literature has revealed about the advent and development of
corpus linguistics and its significance in the field of linguistic, and particularly vocabulary, studies. As

t ASYFFNJ YR 5SS YESN] ounndYopni exsioaigBaNBrOEmany@miss dza S
2F fAYy3IdzZAaGAO0 SyljdzANERQsY + aSyuAaYSyd SOK2SR o0& @K
linguistics has revolutionised vocabulary studees] in particular the study of words and their relationship

with each dher in context Corpora today are computerised and huge amounts of data can easily be
submitted to a range of software tools, providing a quantitative approach to learner language which was

far more difficult to achieve before the advent of CLCs and the tools that hese developed to analyse

them. Studies are now easier to replicate and more likely to be statistically reliable (Granger 1998a:3;
McEnery and Gabrielatos 2006:34). This type of research includes quantitdtirraation ¢ measures such

as frequency count@and statistical measures of strength of lexicalommurrences¢ as well as the
gualitative analysis of word patterns in different sentence conteisalitative analysis of this nature
includes the manual investigation of concordance lines, the ideatidio, extraction and exploration of

patternsandthe classification of particular words or groups of words in the corpus, among others.

This chapterhas dealt withthe development of the discipline of corpus linguistend has focused
particularly on work done with learner corpora. In the following chapter, the focus is on vocalgulary

research in this field of linguistic studies and its importance to academic proficiency.
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/ KI LJGSNJ o
+2 Ol 0 dzf @ QB 0 Iy dkRBES &

Vocabulary is an essential building block of language and, as sutlakes sense to be able to
YSI adzNB € St NJ S NFckmitt] Sctamittart REfHan22801:55) d

3.1 INTRODUCTION

The number of words that scholars believe a learner needs to be successful in academic study has varied
gARSt@ IyR O2yaSyadza KlFa &S (42 0S NBFOKSRX LJ NJIf
I 62NR® ! & =+ SN¥S SN repatadSntieSiteraturedbdeiaBgkhs detridedzbySvhat is
YSFEYyd o6& | 62NRQ O0+SNNSSNI-BintntmINIHGwn Moy Rv@mkd (@ lydzi &
vocabulary size need to be treated with great caution because of the methodologie®iBVRIQ ® + S NI S
Ffa2 y2idSa dKIFId GKSNB INBE aS@OSNIf RSAINBSa 2 WwWly:
like a dichotomous distinction, but there is, in fact, a continuum ranging from not knowing, to recognizing,

to knowing roughly, to descripil @SNE | OOdz2NI 6 St &8Q OHAAMYHHMO® { Ay O
guantify the vocabulary needed to read competently and with ease: researchers such as Hazenberg and
Hulstijn (1996), Schmitt et al. (2008¢hmitt and Zimmerman (2002Morris ard Cobb (2004) and Milton

and TreffersdDaller 011,2013) have all made suggestions about the size of vocabulary required for

proficient reading, and by extension then, success in academic studies.

Ly GKA& aldzReéz GKS Ay JSapploathed kot ythe gefSpedtive adPb8ilydisérale @2 C
item knowledge (breadth or size of vocabulary) and depth of word knowledge, that is, the degree of
knowledge of particular words, specifically, how certain Higlgguency words can be used in certain tgpe

of multiword units (MWUS). In Phase 1, the VLT (Laufer and Nation 1995) is used to measure the number of
words known productively; in Phasea2 aspect othe depth of knowledge of a particular type of word is
assessed with the help of corpus analysisgag® 3 brings these two aspects of word knowledge together in

an investigation of the links between word knowledmed the use of MWUsnd academic performance.

In this phase, the study examines the relationships between various aspects of discrete abd MW
vocabulary knowledge on the one hand and academic performance on the other. The focus of the study
moves thus from individual word knowledge to knowledge of MWUSs, bringing the two together in the third

phase.
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In this chapter, a brief overview of resehrwhich has been conducted in the area of vocabulary studies is
provided, particularly studies on the vocabulary students need to succeed in academic study, that is, the
number of words they need to know, the type of words and the type of knowledge oé thesds. This
necessarily draws on research in the fields of reading as well as writing, given that studies have long shown
that vocabulary knowledge is vital to proficiency in botlhis chapter focuses thus on what research has
revealed about foundatiori&knowledge of higHirequency words on the one hand, and knowledge of lower

frequency academic vocabulary on the other

The following section presents a discussion of what research has found about the importance of size or
breadth of vocabulary. Thehapter moves on to a discussion of the concept of depth of vocabulary
knowledge, and this is followed by a section which deals with word lists and academic vocabulary. The final
section of this chapter discusses the relationship between vocabulary amgméa performance, both at

school and at university level.

3.2 ESTABLISHING THE S0EESTUDENTRBOCABULARY

Research has long indicated a relationship between vocabulary size and the ability to use language in
various ways. Size implies measurement, and mngon measure in vocabulary studies is the word, or
more specifically, the word family. In this styd§ 2 N@@ss otherwise specified) refers tavard family

or lemma comprising a base word and both its inflected and derived foi@ian 2002Read 208, 2007,
Schmitt and Zimmerman 2002for examplethe word family or lemmaHAVEincludes all the derived

forms of this word such alBave has and had Knowledge of the most frequent 2000 words in English
provides the bulk of the lexical resources requifed basic everyday oral communication (Schonell et al.
1956, cited in Schmitt et al. 2001:55). The next 1000 words (2@0@d level) are useful for spoken
discourse but, more importantly perhaps, this level of knowledge is the threshold at which beginning
readers can start to learn from context (Nation and Waring 1997:11) and at which second language learners
are able to transfer language skills learnt in their L1 to their L2 reading and to begin to read authentic texts
(Cooper 2000Schmitt et al. 2001:56 Laufer (1997) confirms this in her findings that a vocabulary of 3000
word families, or about 5000 words, is necessary for general reading comprehension and should allow
readers coverage of 90 to 95% of the runnimgrds, or tokensin a text. This isupported by Schmitt et al.
(2001:56), who note that most research has suggested that knowledge of the most frequent 5000 words
should provide learners with enough vocabulary to read authentic téxtsvever, and more importantly

for this study, it is commuay believed that for learners to be able to achieve a 95% coverage of academic
texts they need to have mastered far more than the 2000 {fighuency words of a language (core
vocabulary): they need also to have knowledge of some academic words andctdcterims (Paquot

2010:9:10).
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3.2.1 Measuring breadth: the Vocabulary Levels Test

The VLT (see Appendix A, where the full test is provided)designed by Nation (1983¥ (ipfovide an
SAGAYIGS 2F @20l odzZA FNBE aATS F2N) aSO2yR fly3dz 3S o
2001:56). Most instruments designed to test vocabulary make a distinction between receptive (passive)
and productive (active) vocabuia Laufer (1994) defines productive knowledge as what a learner needs to
know about a word to use it in speaking and writing. Although reading is not a passive activity, and readers
participate actively in the reading process, it is generally acceptedmninae knowledge is required for
productive language performance (Nation 1990:31), because productive usage means that learners must
understand the connotations as well as the denotations of the words they use, whereas reading and
listening do not alwaysaimand such detailed or specific knowledge. Laufer and Nation (1995) identify two
GeLlSa 2F LINRPRdAzOGAGS @20l o6dzf  NBEd ¢KSe& dzasS GKS GSNJ
use a word when forced to do so by a teacher or researcher, §arice in a restricted context such as a

fill-in task where a sentence context is provided and the missing target word has to be supplied. The second
GeLlS d(dKSe& GSNY WTFNBS LINPRdAZOGAGS [ oAfAlGEQEhasi&l G A

sentencewriting task.

The VLT (Nation 1983, 1993sumes thathe vocabulary of English or any language cossist# series of

f S@Sta oFaSR 2y FTNBljdz2SyOe 27 ZiisQetNaNBdgLOeSusefulowjay ofizf S NJ
estimating alearnda @2 OF 6dzZf F N2 aAl S |G ST -08RO0SFOC @& B 0002 dzNJ ¥
word levels) as well as academic vocabulary, based on the University WdfdXist and Nation 1984
discussed in more detail i83.4 below). Because of this variation frequencies and therefore usage, a
distinction is made in most vocabulary studies between the ffighuency words represented by the most
frequent 2000 words (Nation and Hwang 1995, in Laufer and Nation 1999:35; Paquot 2010; Read 2004) and
the largenumber of lowfrequency words. Paquot (2010:10) defines higgguency words, what she refers

G2 a WO2NB OFQBGHAASYNMRQA VI & 2WKAIK y3Idz2 3Sa FyR AyO
{Gdzooa ompycYmnno OFffa diddKi D228 Wy2didREaS FYNING 230+ alidk
no particular connotations and no associations with specific contexts, nor are they found only in specific
types of discourse or exclusively in formal language or informal language. They occur in both @pdke
GNARAGOGSY fFy3dad 3IS yR KIFI@GS Wy2z2 ySOSaalNEB | aGGAGdR
1986:104).

The distinction between higland lowfrequency words was the motivation behind the construction of the
original VLT and its productive e&n: to allow teachers to determirthe stage where their learners were

in their vocabulary development, and to help them decide what they needed to teach (Laufer and Nation

3 This list povides coverage of 87% of words in the university level academic texts that these authors included in their study. It is
made up of 808 words grouped into 11 frequency levels.

40



Chaper 3

1999:36). The most frequent 10 words account for about 25% of ttekens in spoke and written
languageAltogether, the 1000 most frequent words account for about 75% of the running words in formal
written texts and about 84% of informal spoken use. On the other h#ral]east frequent words (the
10000-word level, that is the 5000 evds between 5001 and 10 000) malke less than 1% of the running
words in a text (Laufer and Nation 1999:35). It should be noted here that these estimates vary from
researcher to researcheyas noted below, Hirsch and Nation (1992) arrived at slightfgrdnt figures, as

did Read (2004) but these figures are all fairly similar.

The list of higHrequency, core words that is still most commonly used today is the General Service List
(GSL) compiled by West (1953). This contains about 2000 word fammliesvas compiled from a five
million-word corpus of written English. The GSL has been tested in several studies and has been found to
provide coverage of up to 92% of fiction texts (Hirsch and Nation 1992:691) and up to 68% of academic
texts (Coxhead 20Q0Although the list is criticised by some for being-tddhioned, and containing words

that today have only a limited use (Paquot (2010:11) mentions words suctoas, coal ornamentand

vessein this regard), and Engels (1968, cited in Paquot 2010:11) found that the second 1000 word families
in the GSL provided under 10% coverage oflibéexts of 1000 tokens that he analysed, magagearchers

still use it and believe that it provides useinformation (Nation and Waring 1997:13) and it is the basis

the first level of the VLT.

As Read (2004:148) observes, only a small proportion of the words in the English language make up a
relatively huge proportion of the running words in any textthierefore makes sense that learners should
concentrate at first on learning the 2000 most frequent words which account for at least 80% of running
words in a text (Read 2004:148). Thus, a distinction in teaching is usually made on the basis of cost and
berefit ¢ the cost of the time and effort sperin teaching these words, and the benefit of the number of
opportunities the learner is likely to have to use them (Laufer and Nation 1999:36). Laufer and Nation
(1999) cite the VLT as useful to teachers whenidileg what aspects of vocabulary to focus on with
particular groups, particularly because teaching4o@guency vocabulary requires different approaches to

those used to teach higfrequency vocabulary.

Phase 1 of this study starts with a measurementickS &A1 S 2F &aidzRSYy:{iaQ LINER
SalGlroftAaKAY3d y20A0S oNAGSNBQ LINPFAOASYO& Ay gNRGIO
know (can recognise and use productively, in this case in a controlled productive test)sTendhia

version of the VLT, the controllemtoduction vocabularjevels test, that is, théActive Version of the
Vocabulary Levels Tegtaufer and Nation 1995), which is freely available to researchers on the internet, is

used. Laufer and Nation (1999@8n 0 F2dzy R GKA& (Sad G2 06S WNBfAlFOT
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0SG6SSY LINPFAOASYO& 3INRdzLJAO YR LN} OGAOIEfQ FyR |

proficiency of language learners can be useful for diagnostiogsers and ircurriculum design.

To sum up, and notwithstanding the various views on the size of vocabulary needed to speak fluently, listen
well, read generally, and read academic texts with understanding (discussed in more detail b8®&:.1n

and 8.5.2),the VLTis a test which many researchers have found useful, valid and reliable to use, and

above all, practical. It has been a most influential instrument and has been used regularly from its
emergence in the early 1980s to the present day, with several new wardieing compiled by later

researchers such as Schmitt et al. (2001). For these reasons it was used in the first phase of this study.

The following section discusses the concept of depth of vocabulary knowledge, that is, the kind of

knowledge of a word wikh learners need to have.

3.3 DEPTH OF VOCABULARYMWLEDGE

{OK2fFNA F3INBS (GKIFd GKSNB FINBE aSOSNrf FaLlSota Gz

1y26f SRAISP ¢SadAya GKS oONBFRGK 2F | idenBfy tNgMwsiteiDa @2 (
form of a word with a simple statement of its associated meaning; depth involves knowing much more
Fo2dzi + @¢2NR AT AG Aa (G2 o0S02YS LINIL 2F F £ SI Ny

includes knowledge of collocatis, word associations, how to use words in context, and their related
meanings (Laufer and Nation 1999:34), such as derivations and inflected forms, and of course today the
RAYSY&aAzy ¢ Kek 4.k2008:469) Gall fickrdaviedge (i K S O 2 Yerliicing of Wystghis
F'yR f®®CIK @S WNBI f f &medntkyidvindayl@ of other IR [0y O Ae &.f dz
2008:474). Read (2004:155) observes that

depth of knowledge focuses on the idea that for useful highequency words learners need twave
more than just a superficial understanding of the meaning; they should develop a rich and specific
YSIyAy3a NBLNBaSyidlagazy |a ¢Sttt a 1yz2¢fSRIS 2F (K:

collocational possibilities, reges characteristicsand so on.

In addition to knowledge of the most frequent words, however, learners need to be able to use lower
TNBIldzSyO0e s2NRa FLILINRLINAEFGSE& Ay FOFRSYAOD LINR RdAzO!
having some depth of knowledge about Heewords. Knowledge of connotations allows advanced readers

to make judgements about diction and register, vital aspects of fully understanding an academic text.

| FyOA2€fdz SG Ffd onHnnyYncecmO 06StASBS (Klpth bedod) f S| |
SOSY Y2NBE ONRGAOFE @KSy ¢S O2yaARSNI LINRPRAzOGA GBS &1

present study, given its focus in Phases 2 and 3 on vocabulary use in academic writing.
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Thus, as Laufer and Paribakht (1998:367) $xpra
O2yaraitAy3a 2F aS@OSNIt f
gKSy 2yS YSSia Adzr G2 NBO
FNES LINRPRAZOGAZ2Y QO

iz (SEAOIf 1y26fSR3IS OF
ta YR RAYSY&aAr2ya 2F 1.
IYAAAYI Al o KebngctyAini A &

3.3.1 Measuring depth of word knowledge

The trend in research on depth of vocabulary knowledge has been for researchers to fospsaific
FaLlSota 2F ¢g2NR 1y2¢fSR3IS: LraaArofe o0SOFdzasS AlG Aa
a word. Studies have dealt with aspects such as collocational knowledge (Bahns and Eldaw 1993;
Nesselhauf 2003, 2005; Qian 2002), derivatikmaiwledge (Schmitt and Zimmerman 2002) and knowledge

of polysemy and synonymy (Qian 200&hin and Nation (2008) (see 83.4) have substantiated the
importance of collocational knowledge, for instance, through their study of collocations of the 1000 most
frequent spoken word types in the BNC in order to establish those collocations which would be most useful

for learners in an elementary conversational English course (2008:339).

[ F dZFSNJ Omdpy YHpTO &dzZaA3Sada || WYdzb theérdd i® sitgl dedt tol LILIN.
measure both vocabulary size and depth: different instruments are required to test different aspects of
word knowledge (Laufer and Nation 1999; Qian 2002; Qing 2009; Read 2004). For instance, the VLT treats
vocabulary as a trgia mental characteristic of a learner and one which can be described and measured
without the words being used in any particular context. Corpus investigations, on the other hand, are
founded on an interactionist view of vocabulary, one which asseskeBllf SNE Q | 0 Af AG& G2 d:
know appropriately in particular contexts (Read 2007:115). As noted in the section above, it is often
difficult to entirely separate breadth and depth, and most researchers see the value of testing both
dimensions of wrd knowledge. Vermeer (2001) asserts that breaaitd depthare closely related and that

0KS 3ANBIFGSNI 2ySQa @20FodzZ I NBEX GKS RSSLISNI 2ySQa
ONHzOAF ff& GKFG Wly2gt SRIAS idpbrtadt tadidria languageydfisiencyanyda A R S
school success Ay LI NI RdzS G2 Ada Of 2 a6rmaere@®@E218.QianK2002)S El  C
believes that it is important that both aspects, breadth and depth, are kept in mind as both are important

for reading comprehension. S A& NBFSNNAYy3I (2 dzyAGSNEAGE &addzRSy:
with Dutch L1 and L2 children between the ages of four and seven, reminds us that the foundations of

vocabulary knowledge must be laid in gehooland primary education.

In his study, Qian (2002:520) set out to establish the contribution of vocabulary size and three aspects of
vocabulary depth (synonymy, polysemy, and collocation) to basic reading comprehension (2002:520), using
a sample of ESL stents from 19 language backgrounds at the intermediate level at a Canadian university.

Qian used four measures for this purpose: fReading for Basic Comprehension Measaregrsion of the
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TOEFL reading comprehension subtest the criterion measure ofeading for basic comprehension
(TOEHRBC) (Qian 2002:522xnd three vocabulary measures the independent predictor variableshe
Depthof-VocabularyKnowledge Measurg DVK) which tests depth of receptive English vocabulary
knowledge by measuring tee elements of vocabulary: synonymy, polysemy, and collocation (Qian
2002:524) the Vocabulary Levels Te@tabelled VS)(Nation 1983) which measures vocabulary size by
testing single meanings of content wardand the TOEFL Vocabulary Item Meas@f©ERVIM), which
measures knowledge of English synonyms in a limited context, and contains 30 discrete vocabulary items

developed for TOEFL administrations before July 1995.

Qian (2002:531) found that scores on all three predictors, that is, DVK, &8L(Wf) and TOENIM, were
WKAITKE & AYUSNO2NNBfIIGISRQ YR Ff{iK2dzAK KS F2dzyR |
predicting reading performance, the DVK was supekiof G KF G AG LINPGARSR | 3INB
(Qian 2002:532) effect oteaching and learning of new vocabuldngcause itassessedknowledge of
polysemy and collocation rather than of single meanings of target wdddsalso concluded that using
measures of depth and size of vocabulary together, rather than one or the otménheir own, would

increase the ability to prediatading performancéQian 2002:53R Qian thus concluded that vocabulary

assessment could be enhanced by using questions based on both vocabulary size and vocabulary depth.

In their study, Schmitt andi@dmerman (2002:146) expand on the notion of vocabulary knowledge as a
continuum (Laufer and Paribakht 1998; Vermeer 2001). Vocabulary knowledge is incremental because
GKSNE INB a2 Ylye O02YLRySyida G2 0S YI edpnddtg WA
FdzZ £ & FNRY 2yfeé 2yS SELRadNBE (G2 | 62NRQ o6{ OKYAG
Zimmerman (2002) found that although ESL university students had a partial knowledge of the derived
forms of words, this knowledge could not lbaken for granted, suggesting that scholars may actually
underestimate the number of words that must be learnt for successful reading of academic texts. Using a
version of the Test of Academic Lexicon (TAL), Schmitt and Zimmerman (2002) investigatgdiistude
productive derivational knowledge of members of word families in relation to more global knowledge of
target words. Their subjects were English NS and ESL students from universities in the US and the UK.
Selecting target words and word families frore EK Sl RQa oéHnnnov ! O RSYAO 22
academic words, with which they expected their students to be familiar, Schmitt and Zimmerman (2002)
YSF&dZNBR GKSANI LI NIAOALI yiaQ RSLWIK 2F tSEAOFE 1Yy
k2 6t SRAS® ¢KS& GKSYy YSI&adz2NBR GKSANI aGdzRSyiaQ LINBF
to provide the appropriate derivative form of the target word, or to indicate that no derivative existed
(Schmitt and Zimmerman 2002:181354). Their finding suggested that global mastery of derivative forms

may increase with general proficiency, although even very advanced users of English were unlikely to know
all derivations of a target word (Schmitt and Zimmerman 2002:162). They found that, like theekgevaf

vocabulary in general, derivational knowledge appears to be incremental, and learners typically know some
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but not all the derivative forms making up a word family. As was perhaps to be expected, the ESL
undergraduates in their study knew the lowestimber of derivative forms, the proficient ESL graduate

students knew more than this group and the NS students knew the highest number of all.

¢tKS NBfAFOATAGE 2F {OKYAGOH FYR %AYYSNXNI| y@ENGSO H N H L
could of course be questioned; setiting exercises and questionnaires are notoriously flawed as far as the
reliability of their results is concerned. In a South African study, Co&taaeRooy (2011) (see §1.2) found

that students tended to have an inflatadew of their own proficiency in English and did not believe that

they had any problems in this regard, rating their proficiency as good, when their actual performance in the
language belied this. Stephan et al. (2004:42) also observe that many Soutn Afniversity students

believe that they have few difficulties with English even though their lecturers see English as the main
Ol dzaS 2F GKSANI FOFRSYAO RAFTFAOdzZ 6ASad {(GdzRASa oe@
seltassessments NBE Ayl OOdzN} 6§S® Ly heéSldzyaaQa aiddzReéz gKACT
reading strategiegheir performance did not bear this out (2011:155). Lukhele (2010) found that although

the questionnaire scores indicated that her subjects appearelatee positive attitudes to reading, their
LISNF2NXYIyOS Ay GKS NBIFIRAY3I |yR @20l odzZ  NBE GSada v

Nonetheless Schmitt and Zimmermda 8002 investigation ofknowledge of derivational forms can be

seen as having somelevance to the present study in that it investigates indirectly the use by novice
writers of inflected and derived forms of the words they know through an anabfdiseir use of MWUs

suchasto decideversusmake a decisianin their study, Schmitt andimmerman (2002:163) suggest that
OSNIFAY fSFNYSNB YIFeé WLXIFGSFdzZQ Fd | LI NIOAOdz | NI f
they can communicate quite easily without a working knowledge of all the derivative forms in a word
family. Thisy S ya GKFG GKS& tF 01 ¢6KIFIG [FdZFSNI ompdmYnnmo
drive them to learn additional words. This may relate particularly to derivational forms where learners can
make themselves understood quite adequately when ughmg wrong form of a particular word. The
d0dzRSyida Ay {OKYAGOG FYR %AYYSNXIYQAa O6HnnAHO a0dzR:
G201 odzf  NB GKNB&aAK2fR KeLRGKSaAaQs Ay GKIG GKSANI |
lives, buttt6 A NJ LINR RdzOG A @S @201 odzf I NB gAff 3INRG W2yt e dzy
WiKS286 | NB NBI dzA NBIR45)i 2 Fdzy OUA2y Q o[ | dZFSNJ mpd

Besides the number of words known, the present study also investigates, albeit in some cases indirectly,
FaLSOoda 2F 02tt20FGA2ys LRteasSyed |yR adagyz2yeyvyeszr 3IA
featuring delexicalhigh-frequency verbs which are regarded as being highly polysenfsisoted above

(81.3.2) scholars such &8berg (1996, citednh Altenberg and Granger 2001) and Altenberg and Granger
(2001) have referred to delexical verbs as polysemous, ailukr et al. (1999:412kee 85.9.3.3).In this

sense it contributes to the body of research on depth of vocabulary knowledge.
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In the folowing sections the focus moves from depth and breadth of vocabulary knowledge to the issue of

vocabulary lists and the debates surrounding the use of these in teaching and learning.

3.4 WORD LISTS AND ACADEMOCABULARY

Electronic corpora have brought new ¥ S (2 @20l odzf  NB addzRASaz +FyR 02|
(1953) General Service List (G3iee(§3.2.12 F ol aA O @20l odzAf  NBE A& &GAf
2008:460). Since its development in the 1950s, this list has been followed by further specialised lists of
@20l odzf  NB &adzOK & - dzS FyR bl A2y SH0RQGemb\Wddlist yA IS
(AWLYCoxhead 2000)

The question of what and how many words a learner needs to know to succeed in academic study
continues to be debated. In an effort to establish more clearly what words language learners in an L2
environment need in order to cope with academic studies, Hac€ f dz SG | f ® 6Hnnyuv SE
the AWL, not only becaughese lists are very commontizd SR> o6dzi |t a2 W6SOIl dzasS ¥F;
offer a package more or less suggesting that the basis for survival in an academic environment is knowledge
2F GKS wnnn 62NR FTLYAEtASE 2F GKS D{[ LXdza G(KS prT1n
their study (2008:462) was to refine the GSL, creating a stronger and more relevant list. They also examined
the AWL (Coxhead 2000) which has comiiira fair amount of criticism over the years as attitudes td an

dzy RSNRGFYRAY3 2F | OFRSYAO @20 odzZf I NBE KI érformBiS @St 2
F LILINBF OKQ G2 | NBGASG IyYyR NBGAAAZ2Y 2 Fratiight®toidd [ = |
NEGAASR D{[Z IyR (GKS OABNIzDAG yzNI2F o yY28RE { ( KF-20NJ Ot
particularly the teaching of thesis writing to postgraduate NNS language learners (2008:465).

In one aspect of the study reported dny | | yOA2€E€fdz SG Ftfd dunnyYncdpFFo
from theses were compiled, the target abstract corpus (TAC) and the learner abstract corpus (LAC). The LAC
abstracts came from the disciplines in which postgraduate students in an adv#mesid writing course

were enrolled: Arts and Humanities, Sciences, Social Sciences and Architecture. The abstracts in the TAC
were taken from universities in countries where English was the native language, but no distinction was
made between native andam-native speakers of English. A list of the 165 most frequenttaciinical
O2yGSyid ¢2NRa O60GSNY¥SR W{Se&g2NRaQU ¢l a 3IASYSNI GSR
that they came from botlthe AWL (85 word families, includirapalyse design proces$¥ and the GSL (59

word families, includingpply, consider aim, combing, with 21 words unaccounted for by either list (such

as dissertation interview, collaboratéy 61 I Yy OA 2 € f dg th8 GSLIcdnidined some Words which

were common in eademic usage, while the AWL in its turn featured words which were frequently found
2dzi AaARS | OFLRSYAO GSEl@mu ®l ERSASBSEWHENRE I NB wAKhyYd .
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g2dz R OFff waldlTF2f RAYIQ ¢ 2 NRandISshRitt & &.1(2D01)EwORdXAlll NA&

subi SOKYAOIt $2NR&X o0dzi |1 yOA2€Ef dz -BAOENIMBYAIDYXTF T il
WAY (GKS &lYS Sy@ANRYYSY(lQ GKIG w3alr@gS GKS tArad Ada
NEFazy F2NJ YF1{Ay3 || RAGAAAZ2Y 0SGsSSy GKS D{[ IyR

that these findings

confirmed the initial hypothesis that teaching academic writing needed to be based on analyses of how

lexical items collated andombined to achieve specified moves for specified purposes within particular

genres, and that many lexiesiructural building blocks that were emerging were crdgiplinary

NF GKSN) GKIFIYy RAAOALI Ayl NE &LISOATAO 61 FyOAaAz2etfdz S £ d

Thisremarkpa Sa &2YS 2L aAdAz2y G2 1 @flyR | YR-babel8s€ad OH s
2T O RSYAO @20FodzA I NB® ¢KSaS aOK2fFNA ONARGAOAAS
that her list is biased in favour of certain academié¢ flRa ® ¢ KS& RA&aLJziS GKS | O00S1
aAy3tS tAGSNI O SHKAOK dzyA@SNERAGE addzRSyda ySSR 2
the existence of a single category of academic vocabulary, and that one list of acadentgcwilbsuit all

students, regardless of their discipline (Hyland and Tse 2007:236). They found that theop&kdW | Y
AYLINB&EAADBS mMnoc: 2F GKS g2NRaAQ Ay GKSANI O2Nlidza sz |

accumulative [sic] coveragef 85%, meaning that readers would encounter about one unknown word in
SOSNE aSOSy 62 NRIThegdncededHatitis wasHgood ov¥rall rtaverage but found that

there was not an even distribution: the combined AWL and GSL failed to accol#%oof the words in

their science corpus; studentsith this level of knowledge woulthus encounter an unknown itemno

average once in every five words, which might make the text incomprehensible. Hyland and Tse (2007)
argue thus for lists for specifidomains or disciplines which contain more specialised and technical
vocabulary, or for a general core of academic vocabulary together with specialised lists which are discipline
YR 3ISYNB ALISOAFTAOP ¢KSé o0StASO$yliKiAaBaR OHRXE N DI

hampers any attempts to create a list of core acadewdicabulary. Thegoncludethat

a perspective which seeks to identify and teach such a vocabulary [that is, a general list of academic
vocabulary] fails to engage with cent conceptions of literacy and EAP, ignores important differences
in the collocational and semantic behavior of words, and does not correspond with the ways language

is actually used in academic writirtldyland and Tse 20(236-7).

Although thisis su NI SR Ay G(GKS Of LAY o6& |1 1yOAraz2etdz §G Ftd o

aK2dz R 0SS 0 &SR leRigal itéiis ydllated andl Gomidneéd t & hseve specified moves for

ALISOATASR LIzNLJ2 & Sa G&KASG K Ayl (TISIHNSRIEAY CF dittKIK NidsBBedaya NG 5SS E A O

blocks that were emerging were creBsA & OA LX Ayl NB NI} 6 KSNJ GKIFYy RA&aOAL
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2008:471) would seem to dispute it. But despités lack of agreemerin the approacho and content of
ad RSYAO ¢2NR fArAaidaz 1@&@tlFyR YR 4n&ré&Sny avarenessoltheT A Y R
importance of studying not just words as discrete, isolated entities, but rather how these words behave in

context, in a corpus.

Paquot (2010) has alsoijed the debate on the usefulness of established, itemised wordlists in the
teaching and learning of vocabulary in the development of her Academic Keyword List(AKWLINE R dzO G A
O2dzy (i SNLI NI G2 GKS 12 o6/ 2EKSI R -establishedl fequencisased Y H M H U
RAAGAYOGA2Y 0SG6SSYy 3IASYySNI f(PagdtNIDIAR)and hdtdadiincludgg R+ O
in the procedure used to identify words for her AKL the first 2000 core vocabulary words as well as
academic words. ShebelesSa G KIF G ¢S WaK2dZ R y2d | aadzyS GKFG 9!
G§KS TFTANRG H A gthesewoRsiared/dy impgriabt, lespécially to academic writing, as they

KFE @S WRANEI2YUANIEASY (F010F2d2). O i A 2 Yy &4 Q

In compiling helAKL, Paquot extracted keywords from corpora of both professional and student academic
GNRAGAY3T WO2NNBALRYRAYy3 G2 FAOBS oNRBIFR | OFRSYAO R2Y
Those words she selected for her AKL met the definition of add® @2 OF 6dzf F NBEY Wl &S
to those activities that characterize academic work, organize scientific discourse and build the rhetoric of

I OFRSYAO GSEGAW o6tlljd20d wnmnYHyoX FyR 6SNB NBFTAY
distribution through the corpora. This resulted in a list of 599 potential academic words, including nouns
such asconclusionextent, significance verbs such agrove appear, discussadjectives such asgnificant

effective similar, and adverbs such garticularly, converselyhighly (Paquot 2010:52).

Int I lj dZ2@@)dew these words should in fact be the focus of teaching, especially teaching which is
aimed at writing activities. She also believes that there needs to be a clear distinction bethveen
vocabulary which is needed for academic reading and that which academic writing requires. This difference
may be quantitative rather than qualitative: perhaps it is not a case of different vocabulary, but rather the
guantity of words recognised and &wn in depth;students may be able to get by with fewer words in their

writing thanin their reading ¢ee 83.2.1).

The debate on the usefulness of established word lists, and the compilation of new ones, has also led to
increased questioning of the valud lists of single words on their own. Of particular relevance to the
LINS&aSyid aiddzRéz 1&@flyR YR ¢4S O6HAnntTYHncO F2dzyR
wo2vYY2yteée 32 (23S0 K adcdnyibuty to imdaNihgiakinRiA ac@uRrzNddrieRts.
GNAOGSR 62NR O2YO0AYylLGA2ya INB |y WAY

These fixed or senNXB & (i
dzi Sy2N¥2dzateée O2YLX AOIGS (KS odAaArAySaa

NB &2 d2NDSa o
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Leech, Conrad and Finegan 2980). However, breaking these into single word items which can be more
easily learnt as wholes misrepresents discipbpecific meanings and misleads students (Hyland and Tse
2007:241).

Ly NBaLkRyasS (2 GdKAA& Ay ONBI aAiofrdt ohlywindidMdigl dGids, but &doa Wt |
ANBIFG RSFE 2F F2N)dzZ A0 f I 998 Shin Al Nation2008)) SingpSdlach I y R {
and Ellis (2010) and Martinez and Schmitt (2012) have all compiled lists of MWUs which they believe should
form part of teaching materials and practice. Citing researchers such as Pawley and Syder (1983) in their
assertion that collocations are useful to learners both in developing fluency and in choosing the sort of
collocations native speakers would use, Shird dNation (2008:340) set out to establish criteria to
distinguish collocations from other MWUs and to identify the most frequent collocations and the
commonest collocation patterns in order to derive a list of spoken collocations that would be most useful
F2NJ) SEtSYSyYyGIFNE fSIENYSNER 2F 9y3IftAakKed ! OO2NRAyYy3I G2
g2NRa (GKFd 200dz2NJ FNBljdzSydfte (G23SGKSNE FyR Al A& vy
9F OK O2fft20F GA2Yy dtal dordl andiShih #ha Niafion @@08)BsEd ted)when Fearching

for collocations. Using the spoken section of the BNC \&taddSmith Toolsthey applied six criteria to

identify the collocations they wished to extract. These criteria included the frequefnityese collocations

¢ each pivot word had to occur within the most frequent 1000 words of English, and each collocation had

to occur at least 30 times per 10 million words (20@3:342).

Their most striking finding was the large number of collocatibas met the six criteria, and the fact that a

large number of these would qualify for inclusion in the most frequent 2000 words of English if no
distinction were made between single words and collocations. Moreover, many of these collocations could
beus& dzf £ &8 GF dzAKG Ay +y SESYSyidlINE &aLISF{Ay3a O2dz2NBSO®
FT2NX¥SR KAIK FNBIljdSyoOe O2ff 2 On thelr 2ofpus) and {h& higher thg' R b |
frequency of the pivot word, the greater the number of lochtes it formed. Conversely, only a few pivot

words accounted for a large number of the tokens of collocations. Lastly, the shorter the collocation, the
greater its frequency (2008:344). Comparing their findings to those of a study conducted by Shin (200
cited in Shin and Nation 2008:344), they found that collocations were far more frequent in spoken than in
written language, underlining the importance of including these MWUs in language teaching courses

focusing on spoken language.

SimpsonrVlach andEllis (2010:487) compiled a ligthich they called the Academic Formulas List (AFL),
comprising formulaic sequences which occur frequently in academic speech and wrttisglist was
intended to be comparable to the AWIn their study, they combined quétative and qualitative criteria,

corpus statistics, psycholinguistic processing metrics and insights from teachers to establish a measure of
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dzi At AdGe OFftSR WF2NXdz I GSIFIOKAY3I 62NIKQ OdHAMAYNYyYy
point in choosing the sequences for their list was frequency of occurrence, they believe that their approach

gl a WwadzoallyadAlrtte Y2NB NPlhaszdiethods in that it iMauded @ muiué |y S
information (MI) score, a statistical measuof collocational strength between items. They used the
MICASE corplfsii 2 3SGKSNJ gAGK GKS . b/ FAfS& 2ckedin SimpgéYA O &
Vlach and Ellis 2010:490) research article corpus and selected BNC files of academic writinigi¢ioto

extract their data. They also used the Switchboard (28@6éd in Simpsorviach and Ellis 2010:490) corpus

of nonacademic speech and the FLOB and Frown corpora ofacatemic writing for comparison
purposes(ICAME 2006, cited in Simps@tach ad Ellis 2010:490 They included in their data strings of

three, four and five words, and useallower cut-off range of 10 occurrences per million words. Once
overlapping data had been removed, they were left with a list of about 14 000 sequences. NJorde2 W& A -
2dz0Q owmnamaYndpHL GK2aS &aSljdz2Sy0Sa 6KAOK 2-&c8iemdNBR Y
discourse, so that they could extract those that were characteristic of academic writing, Sivilastnand

Ellis (2010) used the ldikelihood (L) statistic to compare the relative frequency the sequences across

registers.

The final AFL comprises those sequences which were found to occur most frequently in academic
discourse. Once items that occurred in both acadespeechand academiavriting had been identified,

the distribution of these words across the academic subdivisions of the corpora was established: the
ONRAGSNARA2Y F2NJ GKSAN) AyOtdzaA2y gl & Iy 200dz2NNByOS 2
the academic @A & A 2y &4 Q T2 NJ S EhaiNsBHamahitey and Arty, SatiblSS&eddéss Biological

{ OASy O0Sasz t K& aA-Gepatment@ v i K(SiMEzdrAaBh akityERis/2010:491), resulting in

a Spoken AFL of 979 items, and at least 10 times pef i A 2 Yy thie@ dNiEfouk YOI RSYA O RA OA
that is Humanities and Arts, Social Sciences, Natural Sciences/Medicine and Technology and Engineering.
for expressions which occurred mainly in writing, making a Written AFL of 712 items (Siigsomand

Ellis 2010:493). Items which occurred in both speech and writing had to occur at least 10 times per million

in at least six of the corpora, resulting in a list of 207 Core AFL itémaly, these researchers used the
WF2NXdzZ I (S| OKSingpFortd & NIKK @ yRC R0t A& HamManYnyyo0 &02NEB
dzAft AGe GKIG A& 020K SRdzOFdGAzyltfte @FrftAR FyR 2LIS
identify those formulas which would be most useful for English for acadpunoses (EAP) teaching. This

score compares Ml and frequency.

% The Michigan Corpus of Academic Spoken EndU$BASE a collection ohearly 1.8 million words of transcribed speech from
the University of Michigarli-M) in Ann Arbor. Original compilers: Rita Simp$tiech (project manager 1997 to 2006phn Swales
(faculty advisor)Sarah Brigg@esting advisor). Available online fattp://quod.lib.umich.edu/m/micase/[Accessed 7 March 2014]

50


http://www.umich.edu/
http://www.lsa.umich.edu/umich/v/index.jsp?vgnextoid=70b59efa385d4110VgnVCM1000009db1d38dRCRD&vgnextfmt=default
http://www.lsa.umich.edu/umich/v/index.jsp?vgnextoid=8f590295328b4110VgnVCM1000009db1d38dRCRD&vgnextfmt=default
http://quod.lib.umich.edu/m/micase/

Chaper 3

SimpsonrVlach and Ellis (2010:508) found that items which achieved the highest scores on the FTW
YSI&adz2NB RAR AYRSSR FLIJFENI G2 6S WY2NB ¥ 2oMudf A O
used the FTW scores as the basis for the selection of items for the Core and top 200 Written and Spoken
formulas. One important point which emerged clearly from this study was that there are certainly enough
lexical bundles that occur across mplé disciplines and from which a core list of formulas can be
compiled, contranto what Hyland (2008claims. SimpsoWlach and Ellis succeeded in compiling a list of

common core academic formulas which transcends the auies of academic disciplines.

Qubsequent to this research study by Simpadach and Ellis (2010), Martinez and Schmitt (2012) compiled

their PHRASI Expressions (PHRA&Et. They, too, argue that such formulaic language should form a part

of language teaching textbooks and practic0i2:301). They make the point that many formulaic
sequences are difficult for learners to understand, even when they appear simple to native speakers, and
like Simpsort f  OK YR 9ffA&d OoHnmn0X (GKS@& 6AaKSR daikidzaa (ie20
(2012:302). Informed by research by Nation (2006), who found that 6000 to 7000 word families were
required to comprehend a range of spoken discourse, and 8000 to 9000 for written discourse, Martinez and
Schmitt compromised between these requiremg and those of a list of the size of 2000 words like the GSL

and decided to include phrases which were of the same frequency as words up to thevé@Devel,

which represents, as Read (20@8@edA y al NI AY ST | yR { OKYA { initaigeneralY 0o 10 0
hight NS Ij dzSy 08 @20F o6dzf  NEQd Ly 2NRSNJ G2 0SS 2F 3INBI S
thoseF2 N dzf  AO aSljdzSyo0Sa WikKlFd NBFEATS YSIyAy3aa 2N
criteria. They also included gnthose phraseshat were Wzy O 2 Y LJ2 athafiig, avlyete fth@ meaning

could not easily be derived from the meaning of the individual words. Their chief criteria were thus
frequency, meaningfulness and relative roompositionality (2012:304). In naminigetir list, Martinez and
{OKYAUGG oHAmMHYonnO OXKRRAS2 YIEKSES (6SNIYO KV LIKKNG &3 | R S TSAELENR |

a fixed or semfixed sequence of two or more emccurring but not necessarily contiguous words with

a cohesive meaning or function that is not eadicernible by decddg the individual words alone.

Once they had decided on their criteria for selection, Martinez and Schmitt (2012:310) selected the BNC as
their data source as it represents batlritten and spoken language and, despite minor limitatipis large

and has a history of use in research. Using a mirethod corpus analysis, they compiled a final PHRASE

List of 505 multiword items which, if treated as part of the 5000 most frequent word families would make

up over 10% of the total items ahe list (2012:313). This they believe is evidence of the pervasiveness of
formulaic language, and counters assertions by researchers such as Moon (19884d:&3ant and Nation

(2006 citedin Martinez and Schmitt 2012:318 K| W& KS vy dzYdc&iNdg paquOrdulfivozdy &
SELINB&a&aA2YE Ay 9y3IfA&K A& t£26Q dal NIAYST FyR {OKY

that these 505 phrasal expressions were made up almost entirely of words from the top 2000 words of
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English, the majorityof which were from the 1008vord level, bolstering arguments that these high
FNBIljdzSyOé ¢2NRa INB WYSNBfeée (KS GALA 2F LIKNI asSz2ft
investigation of higHrequency verbs in the present study. Martinez antrSitt (2012:313) also note that,

when these phrasal expressions (or MWUS) are taken into account in the analysis of an academic text, the
YydzZYo SNJ 2F $2NRa 6KAOK R2 y20 200dNJ 2y Fyeée fAaad NR
onerous 26.8:: Q® wSI RSNAE 6K2 R2 y2i 1y2¢6 GKS&S SELINBA:

percentage of text coverage.

As far as academic vocabulary is concerned, scholars have disputed how much students should know.
Hyland and Tse (2007) have challenged theafs#econtextualised lists of words, supposedly equally valid

items, for student writers across the disciplines. They believe that although some words appear to be more
generally used in academic texts, ranging across several disciplines, these itero$ asechin the same

way and do not mean exactly the same thing in different disciplinary contexts. As Biber et al. (1999) note,
words are often associated with different meanings and uses across registers and there are similar
variations across differentigtiplines. Hyland and Tse (2007:249) suggest instead that we regard academic
@20l o6dzE F NB a W OfAyS 2F (GSOKyAOFftfe f2FRSR 2N 3
a particular discipline to those which share some features of mednisigR dza S A G K 62 NR&a A
They believe that we should identify and address students' target language needs by making sure they are
introduced to and have opportunities to use the specialised vocabulary in their disciplines (Hyland and Tse
2007:209). This supports the point which Hyland and Tse (2007) make about the importance of context,

and the implication that the words with which a word keeps compaiitgn affect its meaning.

¢CH1{AYy3a 1 &ftFryR YR ¢aSQa ounntio Ny2 (A 280 AT T dzNB EKASYNE
OHnnyYncpO Ny F3IFAYyad WRAAOFNRAYIAQ GKS 12 Ay -
KIS I ROSNARS STFFSOGa 2y &a0dzRRSyiaQ gNARGAY3I o0& R2AY
role in English. They believe that what students really neegthose more general words which are used

for writing and writing about academtasks { KS& OAGS a O/ F NI K& |yR hQ5Sft
2008:463) in this regardiPaquot (2010) beliges too that learners need both higrequency words as well

as core academic vocabulary that ocacross disciplines. Hunston (2002:135) agrees that it is what she
Orfta WiKS (GSNX¥XAy2f23e 2F NKSG2NAOQ ¢ KAmamds df ST NI/ ¢
academic writing, rather than the technical words specific to their field. She believes that this is particularly
relevant to academic experts who write papers in languages other than their own, but could apply equally

to students such as the n@é writers in this study.

The jury is still out on the usefulness of singlerd lists such as the AWL and the GSL, but these continue

to be used in research and to provide reliable results. For instance, the present study could provide further
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insight Y42 1 @fFyR YR ¢aSQad O6HnntTYHndd OfFAY GKFG GK
g2NRaQ> 3IAQPSY GKIG addzRSyiaQ aoO2NBa 2y GKS RA&ONZ
could provide some indication of where on this elistudents are, and how this relates to their production

2F az2!a YR | OFRSYAO LI SNF2NXIYyOSd ¢KAA addzRe | f
knowledge and use of MWUs in academic writing, the focus of much recent research. What is clear,
though, isthat despite the debates on what vocabulary shoble presented to learners and how, it
remains a vital aspect in the mastery of a language, and electronic corpora are changing the ways this is
AYy@SadAaAardSR FYR (FdAKI® W §FOMRRE { W SNRT X 20 0 ninyiR Y@
2FFSNI I LENIFE Aydz GKS O02YLX SE 0SKIFGAZ2dzNI | YR Ay

The following section addresses what research has revealed about the effects of an inadequate vocabulary,

both at school and at university.

3.5 THE RELATIONSHIP BEEEN VOCABULARND ACADEMIC PERFORNE

This section attempts to throw some light on the importance of vocabulary, both academic and high
frequency words, for learners in the formal learning enviremn By the time they reach university,
students should have not only a good receptive command of the vocabulary of English, in order to read and
understand the literature in their discipline, but also a productive command of the language to allow them

to master the writing of academic essays, articles, dissertations and theses (Paquot 2010:1). Paquot (2010),
Reynolds (2005), Nation and Waring (1997) and Evans and Green (2007) all stress the importance of an
W R yOSR fAyIdzaaidAro iOR2yWAIS IGKIAOBK RSW yf A RS YRND ygNS
a1TAftaQ otlljd2d wnmnYmMOo®

3.5.1 The role of vocabulary at school

In the light of the above, this section focuses on what is occurring in schools, as this is where the
foundation of a vocabulary that allowss student to read with comprehension should be laid. McCormick
(1995) describes reading performance according to four levels: the independent level (at which learners are
able to read on their own, recognising, that is, being able to detp86% of the wrds in context and
enjoying 90% comprehension); the instructional level (at which readers can profit from instruction,
recognising 95% of words in context, and enjoying 75% comprehension); borderlig@¥ecoding
accuracy and 54% comprehension ac@acy); and the frustration level (at which readers are unable to

cope with the reading matter, recognising fewer th@®% of words in context, and comprehending about

15 Decoding refers to automatic word recognition, a phonologgrapbhemic process, and not lexical e&zeThis means that a
student may be able to decode a word, without necessarily understanding what it means.
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50% or less of the meaning of the text). Reading comprehension feeds naturally intbilibe ta write
competently, but without enoughwords, learners are unlikely to read independently or to build their
vocabulary in this way. Nation and Waring (1997:11), referring to beginning learners and readers, observe
GKFG WAT 2y S R DQkEe wyrds ibn alpsge @nd Bayexazipriéhension of what is being read,
2yS Olyyz2i fSINY wég2NRase FTNRY O2yGSEGQd® ¢KA& SAf
study, Reynolds (2005:27) investigated the development of linguistic fluerbg writing of American fifth

G2 SAIKGK 3IANIRS a0Kz22f OKAfRNBYI a2YS SyNRffSR Ay
course (many of whom indicated Spanish as a second language spoken at home). He found, in support of
previousstizRA Sa> GKI G GKS aSO2yR fFy3dza3IS € SINYSNE ySS|
0§ KSAN f SEA Gewfitng df the1ESp gfauplachked the informational density of the RLA group, and

as far as narrative was concerned, the RLA stutlédt ¢ NA G Ay 3 o6l a y20A0Stofeée Y2
ESL students

In a study of South African Grade 7 ESL leathersan immersion situation, Scheepers (2003) found,
contrary to expectations, that although there were significant differences in ta@pocabulary scores (as
measured by the VLT) between late and early immersion students, and between immersion students and
those who were NSs of English, these differences (in favour of early immersion and NSs) were not reflected
Ay GKS&AS fudbive Nifabulkly Qn alfidPpivductive writing exercise very few of the children, from
any of the three groups, early immersion, late immers@arNSs of English, used vocabulary from levels
more advanced than the 208@ord level. Whatever the reasons furis ¢ including possibly the fact that

the writing test was a free productive exercise and that the participants wrote very little on the wtzdile

the children in this particular study, regardless of their language background, revealed a limitedtjp®du
vocabulary, comprising predominantly words from the 1068d 20068word levels, that is, basic high
frequency vocabulary. This suggests that the classroom activities in which these learners were engaged did
not require extensive reading, which wouldve exposed them to words beyond the 2806rd level, nor

were writing activities in the classroom sufficiently demanding. This was particularly concerning as these
children were in their final year of primary school; they would soon be entering higtolsalibere the

demands on their reading and writing skills would increase significantly.

The PIRLS 2011 stu@iyowie et al. 201pfound that, as in PIRLS 2006, the quality of readisguction in

South African schools still requires interrogation. Both prePIRLS and PIRLS 2011 revealed that South African
children at Grade 4 and 5 level, even those at the best schools, performed consistently lower in reading
literacy thanthe Internaional Centre point scoref 500. This has implications for vocabulary development:

if learners are reading so poorly, they will not develop their vocabulagjéeel at which they will be able

G2 NBIR AYRSLISYRSy(teo Ly readifgSespeitiblisvare reflecied mthe & G dzf

Pl SINYSNBQ KSNB Aa dzaSR Ay (GKS adyas 2F wadOKz22f Lzt aQs | &
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number of words children in Grade 4 were expected to know: 1000 to 2500 wSidse that study was
conducted, the vocabulary requirements for Grade 4 First Additional Language have been set at a more
realistic evel of 2000 to 350@vords (Curriculum and Assessment Policy Statem&aARS) n.d.:27with

learners expected to know 6000 words by the time they reach Grade 7.

¢tKSaS FTAYRAYy3Ia fSYR adzLILI2NI G2 tF1jdz2iQad 6HnAmMny 0 ¢
cut across the board; both novice and advanced L2 learners and novice L1 writers experience them (Paquot
2010:2).Hinkel (2002¢ited in Paquot 201(B) believes, too, that the difficulties begin at school level as NNS
students are unprepared for academic writing when they arrive at higher education institutions; he
reported that the focus in the classroom is on a process writing approach, withditdet teaching of

grammar and the frequent neglect of academmcabulary.Sun and Feng (2009) cite Stanley (in Sun and
CSy3a wunndpYmpnd Ay GKSANI SELXFYlFGA2y 2F LINRPOS&a ¢
requires time and feedback o R2yS 6Sff Qd {dzOK Fy | LILINRIFOK F20
creation of a written text, while the more traditional, product writing approach focuses on producing texts

that are coherent and free of errors (Sun and Feng 2009:151)

That vocabulary kmwledge is vital to reading has thus long been accepted. Laufer (1986:69) believes that
Woyez2 fFy3adz3AS FOljdAaardAiazy OFry GF1S LXIFOS 4AlGK2dz
strongly related to vocabulary knowledge, more strongly tiarii K SNJ O2 YLy Syida 2F N
1997:20). Also, vocabulary size has proved to be a good predictor of reading success in second language
studies Cooper 1999Laufer 1992Qian 2002. Coady et al. (1993howed that greater proficiency in high
frequercy vocabulary also led to improved reading proficiedijton and TreffersDaller (2013) cite others
(Biemiller2001, cited in Milton and TreffeiBaller 2013Hart and Risley, 2008ited in Milton and Treffers

Daller 2013 who support the claim thatocabulary size can have significant implications for subsequent
school attainmentMorris and Cobb (2004:79f2 1S G KI G WG KS Y2NB SELR &dzNB
more they acquire. The more time spent on grammatical explanations, the more profick@ th o S.02 YS Q
But the reverse may also be true: if children are not given the tools to develop into independent readers,
they will be unable to build their vocabulary and their knowledge through reading. This could be
particularly pertinent to the sample the presentstudy, many of whom may have come from home and

school backgrounds which are print poor, and where reading is not regarded as a priority. Also, their
models in the classroom may not have been NS or-h&iin proficiency. Implicit in this isettvalue of

extensive reading for success in academic pursuits, both reading and writing. This is an aspect which is
often neglected in South African schools, as has been highlighted by studies dRi¢h_&s200&nd 2011

(Howie et al. 2012; Howie 2010)ks is not directly addressed in this study but it is a realitych certainly

dzy RSNI ASa aiGdRSyGtaQ LINPFAOASYO& Ay 9y3IfAaKD
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The following section focuses on the importance of vocabulary for university students, investigating in
greater depth the link beteen vocabulary knowledge and academic success, which is the particular focus

of Phase 3 of this study.

3.5.2 Vocabularyknowledgeand success at university

Research has shown a relationshigtween vocabularknowledge(more with regard to breadth, though
occasonally also regarding deptlgnd success at university, that is, academic performaRoe.instance,

Cooper (1999, 2000), in an examination of the writing by first level ESL university students at a South
African institution, found that there was r@lationship between théreadth of the vocabulary knowledge

these students had and their academic performance: weaker students had small receptive vocabularies and
lacked knowledge of lower frequency (academic) words. These students mostly had neithieigtihe
frequency word knowledge nor the knowledge of academic vocabiigaryeflected in the University Word
ListflUwl) G2 02135 6AGK | OFRSYAO GSEGA 6/ 22 LieNcougehpdT H
material for the development of vocabulargsts in her study revealed that academic vocabulary made up

9.7% of the running words in a text, and.2% of the total number of lexemes. She illustrated her findings

on the relative proportion of academic vocabulary to bg#ie 1000 and 2000 word leyedind advanced
frGG4SN) A4 RSTAYSR la Wwiz2g FTNBIldSyoOesz vy
6/ 22 LISN

vocabularyo G K S
technical terms in a specialised field, for exampktaphora phoneme sintisoidaland thixotropyQ
2000:20)as follows

Frequency list Percentage of tokens Percentage of types
1000 77.1 37.0
2000 6.5 133
UwL 9.7 20.3
Other 6.7 29,4

(Cooper 2000:21)

Table3.1: Proportion of academic to basic and advanced vocabulary

From this breakdown, Cooper concluded that kiggguencywords (the 1000and 2006word levels)what

she terms basic vocabulampake up 83%% of the running words of a text and half the lexemes. The tests

2F @20l o0dzAZ F NB aAl S GKAOK [/ 22LISN) omphpyd dzaASR NBG
vocabulary was not adequate in meeting the lexical demands of their reading at university level (Cooper
2000:19). She found that almost half (45%) of thedenhts who failed the academic vocabulary test failed

the year (Cooper 1999:88). Her study supports the notion that receptive vocabulary must reach a level, or

WGKNBaK2f RQY 0STF2NB fSFNYSNaER OFy (NI yaTé&athd andk SA NJ
2 NAY3I MPpTOP bl GAZ2Y OmphoYmMomOXE (G223 o6StAS@Sa i
RSGSt2LIySyid 2F aiAtt Ay €l y3adza 3IS dzasSQed ''a Ad 3IANER

[academic ability] through theompetent use of the language. If this knowledge is to increase, vocabulary
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must also increase. Thus, skill in language use, which includes reading compretisngigiito success at

universityandis dependent on vocabulary size (Nation 1993:120).

Regarding the number of words needed by students to succeed in university studies, Schmitt et al.
(2001:56) believe that L2 learners with a knowledge of the most freque@0@0vords in English can be
considered to have a wide vocabulary, and agree thiaaaner may need a vocabulary of this size to cope

with university study in a second language; however, such learners will also need knowledge of academic
@20 6dzf F NBE O0¢6KFG {OKYAGG SO It ® o-+echnicalWpcabilarthay Rt | ]
200dzNB | ONRP&a | NIy3aS 2F I OFRSYAO RAAOALX AYySaQ |
I OF RSYA O Jthi® untlatihels M@ €antion with which we should view estimates of the size of
vocabulary required by learners at universitjgiced by both Vermeer (2001) arMilton and Treffers

Daller (2013); suchstimates range from as few as 9000 words to as many a8d®%ords.

More recently, Milton and TrefferBaller (20112013:165) have queriedf OKYA GG S | £ #Q&a ¢
that L2 learners with a knowledge of the most frequent 10 000 words in English have a wide vocabulary.
Milton and TrefferdDaller (2011, 2013) note thatNation (2006) suggests that 8000 to 9000 words are
necessary for general reading of newspapers and novelspiNuses a figure of 98% coverage as the basis

for this estimate. On the other hand, in their studfy Dutchspeaking and English NS students, Hazenberg
YR | dzf atAay omdppcYmpy O F2dzyR GKIFG WoOABYRAMISRAZ f &
Nbzy | &aSNAR2dza NARal 2F y20 FdadrAyAy3a GKS NBIFRAy3 O
With these estimates in mind, Milton and Treffddaller (2011, 2013) investigated how many words a

group of first, second and thirdyear studentsbetween 18 and 19 years of age three universities in

South West England needed to read their textbookbey were also interested in investigating any
relationship between the number of words their students knew, their reading habits, and their academic

I OKASGSYSydad LYy 2NRSN) (2 (Sad addRSydaQ @20 odz I N
50worR &l YLX S FTNRBY ¢ K2 NiiRdir Mlton ayidRT reffeRDdiRS2013:160)Nremnemcy

lists and the othercomprisingn H M G2 NR& ¢KAOK FSff 2 dz0od whdrangeK 2 NI/ R
al YL SR FTNRY 2S06aidSNRA 5 Avkieiadkgd thIompleteya queBtiBnnaird 2 y =
providing information on how many books per year and newspapers per day they were in the habit of

reading.

Milton and TreffersDaller (2013 found that, on entering university, these students had smaller
vocabularies than had been suggested by earlier studies; they knew abo00Q@vords, and about 1000

in their final year, a much smaller number than earlier studies they cite, such as Nagy and Hermann (1987,
cited in Milton and Trefferdaller 2013:165). The studts in their study represented three language
groups: nomnative English, bilingual and monolingual English. Theyhbni A §Sa Q @2 OF 6 dzf I NB
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different from the other two groups; the difference between the native and bilingual groups wasrtalb s

to be statistically significant. As far as the link between vocabulary size and reading habits was concerned,
there was no correlatiod dzi G KS | dzi K2NAR O2y OSRS (KIG GKAAa Yle@& K
KIoAlda ¢ & Mitbniahd$raiereDalixRG131670168).

As far as the present study is concerned, Milton and Trefekst f SNR& O6HAMOU TFAYRAY S
significant correlations between vocabulary size and reading is interesting as it may suggest that literacy
levels aredropping, even in countries where education systems are for the most part functional. Are
undergraduates reading less, and are they also required to read less for their degrees? These questions are
certainly relevant to the situation in South Afrieehere literacy levels in schools are very low (as discussed

in 81.2) and where students at university also exhibit difficulties in reading and writing stemming from a
lack of vocabulary (Cooper 2000:2%he fact, too, thaMilton and TreffersDaller (20112013) found that

native speaker vocabulary size appeared much smaller among their undergraduates than had been
previouslyassumed and that scores were comparable in scale to able L2 led8wmitt 2008 may also

be an indication of a drop in readinggatice.However, it is possible, of course, that these findings are the
result of their methods.Questionnaires can be notoriously unreliable and social desirability effects in
reading questionnaires may skew relationships; in other words, respondentspnoayde the type of
answers that they perceive as desirable in the circumstances, rather than their true feelings or ogsions.
noted above (83.3.1), Lukhele (2010) and Oyetunji (2011) both found discrepancies between their
NB a LJ2 ¥ R @valiiaicdsarid $héirfperformance on reading and vocabulary tests.

Qian (2002:51@518) (see 83.3.1argues that both vocabulary size and depth dimensions are important in
reading comprehension. He believes, as do many others (Hazenberg and Hulstijn 19961 2%LiféMilton

and TreffersDaller 20112013; Morris and Cobb 2004; Schmitt and Zimmerman 2002; Vermeer 2001), that
vocabulary is acquired in an incremental fashion, with those words which are acquired at the beginning of
the learning process likely to bedrnt in more depth than those learnt later in the process; and the more
words a learner knowshe deeper the knowledge of all these words is likely to Depthof vocabulary
knowledge is also likely tonprovef ST N} SNEQ | 6Af A (@& niadiliadwde8siidiconiektS Y S|
and sothe two dimensions of lexical knowledge sappeach other(Qian 2002:518).

In a study that relates closely to that §fian (2002) aml Vermeer (2001), Akbarian (2010) investigated
whether there was a relationship between vocabulary size and vocabulary deptingartranian
postgraduates enrolled in an Englisin AcademidPurposegEAP) coursdJsing a passive version of the VLT
tomeasurea A1 ST | YR cite8ih ABaiian 80mMprd Associates TesVAT) to measure aspects

of depth of vocabulary knowledge such as synonymy and collocation, he found that the two tests

correlated strongly when the results for the group as a whole veateulatedIn order to achieve a clearer
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idea ofwhether size and depth correlated across levels of proficiency, Akbarian also reported the results of
the high and low performers in his group. This division was based on whether students had achieved
masery of the 20006 2 NR f S@St & hyfeée | avyrff LRNIA2Yy 2F GKS
LINEFAOASY G Q 3INEJIMP RISK AdELS GUKKSS UNRYsE ALYNRSTINOOA Sy G Q I NE dzl

Using linear regression analysis, Akbarian found that vocapsiae was a strong predictor of vocabulary

depth for the high proficient group. As far as the low proficient group was concerned, although there was a
strong correlation between the VLT and the WAT, vocabulary size was not as strongly predictive of
vocabuary depth as it had been in the stronger group. In other words, the more words students knew, the
greater the depth of their vocabulary knowledge was likely to be. Akbarian (2010) found that his students

as a groupacked both size and depth of vocabuldryowledge; weaker students lagged further behind

than the stronger group in vocabulary size, but even in the stronger group, only two students had mastered
the 30006 2 NR f S@St o 1S 20aSNWSa (KIFIG GdKAa Wtaners@2 Ol od

his institutionwas a cause for grave concern (Akbarian 2010:399).

Akbarian (2010) posits the notion that learners such as those in his study first learn a number of words and
GKSYy o0S3Ay (G2 o0dzAf R dz2Ld | y S ¢ 2tNtis cah Bnlylogter dricStRed S || 6
@20l odzA F NB aAl S KFra NBIFIOKSR | OSNIFAy tS@Stod 1S
knowledge might converge when language learners are relatively advanced, the dimensions are more
distinct at lower level@ ¥ € I y3dzt 3S LINRPFAOASY O Q oO! {O0FNRIY HAMAY

Morris and Cobb (2004:78) mention several stud{@shb and Horst 200Coxhead and Nation 200¢ited

AY a2NNRA& [yR /2060 HnnnT [ dZFSNI FYR bl A2y mdppT
NEfSQ LXI&@SR o0& GKS (1y2¢ftSR3IS 2F | OF RS Yangdaged2 Ol 0
f SENYSNA® alyeé 2F (0KSAS ¢g2NRa WLIX & | YSOlfAy3dzz
2004:79), which is vital to success in academic studiiea study to test the viability of vocabulary size as a
predictor of academic success, Morris and Cobb (2004) used VocabprGiibbi.d.) to analyse the
vocabulary and to predict the linguistic and academic ability of bilingual or multilirgaaddian TESL
(Teaching English as a Second Language) trainees in a BEd programme. These students all-likeal arative

near nativelike proficiency in spoken English and high levels of proficiency in written English and, as in the

case of the students imy study, they came from a variety of L1 backgrounds.

In order to establish the vocabulary profiles of their students, Morris and Cobb (2004) used a corpus
O2YLINRA&AY I (GKSANI aiGdzRSyi4aQ SyiNl yOS SEIFY &intol 84
Vocabprofiler(Cobbn.d.)) and the typetoken ratio (TTR) and percentage of words in various groups were

calculated. In order to measure academic success, the researchers used the marks achieved by students on
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two compulsory grammar courses, whidhey called GXan introduction to English grammar focusing on
knowing that,or declarative knowledge) and G2, the second pedagogical grammar course focusing on
knowing how (Morris and Cobb 2004:81). They themeasured the correlations between the various

frequency ranges of the vocabulary profiles and the different grammar course results.

Morris and Cobb (2004) found that the highest correlatior (0.37) was between academic words (the

AWL) and grades in G@; procedural knowledgeTwo other significaincorrelations were found between

the first thousand words and the G2 scores, and between function words and theugde score§g = 0.34

in both cases). Although these correlations were not high enough to justify using a vocabulary profile as a
W3 G4 YRS AyadNHzYSyidQ ownnanYyuOo F2N ¢9{[ OFYyRARIGS
researchers that the correlations occurred with grades in the course which dealt with teaching grammar.
¢tKA& A& | NBYAY BtBdNd Paduot2D10:§) viéu tatigratman and Yocabulary teaching

AAAAA

I NB yS3ftSOGSR Ay aldOkz2z2fa (2 (KS RLdg®mySyd 27F &ddzR

From a correlation of all the vocabulary profile scores of these students with their academic grades, Morris
and Cobb (2004) established thadS NOSy (i 3S 2 F O 2e@Swhictar8sultedfin adailemiR S y (i a
success: a score on the first thousand worélatdeast 85%, acore on the AWL of ovefgand a score on

function words of over 50%d he NSs outperformed the NNSs on every comparison, achieving higher marks
and using fewer words from the first thousand level and function words and more from the(M@rLis

IyR [/ 200 Hheyfouidthat, accoring to this standard, NNSs were 50% less likely to do as well
asNSg Wi KS t SEAOFE LXlIeAy3d FASER sl a y2id + tS@St 2y
to have been had the analysishee f AYAUSR (2 AYyGSNWASS laaSaayvYSyida
than half the group of NNSs (46%) achieved the ideal profile on the AWL, suggesting that academic words
present a particular stumbling block to ESL learners. It is also significarthéhauthors believe that the

profile would have been very different had they confined their data to oral interview&I@Sor basic
interpersonal communicative skillsequire a different type of vocabulary, distinct fro@ALP(cognitive

academic langage proficiency that is, the ability to read and write in an academic register. rfetides to

[ dZF SN omdpdpmy YR {OKYAOGU FYR %AYYSNXYIYQEA OHANHDV
language, a plateau which sometimes only becomes Sadticd t S Ay GKSANI gNAGAYyId a
study adds further weight to the widely held belief that academic vocabulary is vital to success in university

studies.

In a study of Cantonesgpeaking students at an Englistedium university in Hongong, Evans and Green

(2007) found that students had difficulties with academic reading, particularly with understasdinjgct
ALISOATAO OGADIVAICRAOKNEA OF & Q@ St f | a0 SIRRAYFATOICdzf NI o P QAR ¥
academic lexical item®und in most disciplineEvans and Green 2007:11; Paquot 20LKe Hyland and
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Tse (2007) and Paquot (201&yans and Green (2004) concluded that EAP programme design should

place more emphasis on the teaching and learning of both subjsetific @ad common core lexis.

In addition to academic vocabulary, Paquot (20£8)stresses the importance of English core vocabulary
(highfrequency words) to academic prose (83.4). For this reason, she included the first 2000 words in her
Academic Keyword Iti§2010), together with 930 potential academic words. This marks a difference from

| 2EKSIFRQ& o6nHnnn0 ! OFRSYAO 22NR [A&lG 06!'2[0Z 6KAOK
0StASPSAa GKIFIG WI RSTAYAGAZY 27T | @droR & EdgiBh igmieng dzf | |
dzA S¥dzZf F2NJ LINPRdAzOGA GBS LIzN1LIR2 AaSa Ay KAGKESNE S RRISH AlyAr2

GKS GSNXY o0t ljd20 wnmMaYdhOI adzZIRNIAYy3 GKS FAYRAYy3Ia

In her study, Paquot (2010) used 10OLE sulsorpora of writing in English by learners with different
European language backgrounds. These learners were all novice writers of English and of their own L1. She
compared these texts with a sttt of the BNC containing texts by specialists emHumanities in order to
RSGSNN¥AYS K2g (GKS fSINYSNERQ dzaS 2F | OF RS®enddal f | y 3
FSEFGdNBa y20G aLISOAFTFAO (2 | yeé LI NandySsitROLoNPS) weyeFhdzl 3 S
the writing by learnes in her corpus featured a limited lexical repertoire, with almost 50% of the words in

her AKL being underused by the writers in the ICLE corpus. She also observed a lack of register awareness
ctwSFR HananT 1 yOA2Ef dz Si thefovtruse ofdeyidalsitenms gt wefe mdie NI A C
typical of speech than of expert writing; semantic misuse, for example of adverbials, or connectors, such as
on the contraryand on the other handhat were overused in the ICLE and often used inappropriately;

et NV SNEQ gNARGAY3I a2YSiAySa O2ydalrAySR G22 Ylyeé Ozy
unmarked position, such as sentence initially (2010:150). In his study, Lake (2004:137) also found that
international ESL EAP students had difficulty gsipmefabricated sequences (prefabs), often confusing the
connective phraseon the contrarywith on the other hand ¢ KS&aS aO0OK2f Il NEQ TFAYRA
Granger and Tyson (1996), who found an overusfoinstance,and also those of Henning (2006), who

found that South African ESL students had trouble using connectors.

When she investigated exemplification in learner academic writing, Paquot (20502@bfound that
exemplificatory lexical items, such as the adalsfor exampleand for instance the nounexampleand

the prepositionlike, were used significantly more often in the novice writing than in the professional
corpus. She also observed that a limited set of clusters or prefabs sucHegendswere learner-specific

YR WYlFaaArgsSte 20SNHASRQ ovnmaYmppud DNI YyISNI 6md
Dechert (1984¢itedA Y DNJ y3ASNJ mppy oYmpc 0 yR GKS&AS I NB Ffa
0SS NEQdzZ Qa8 FAERAYEHIzZLILRZ NI DNFIyYISNRE oOomMmpdhyo-YmpcO

soundingness may be due in large part to their overuse, rather than their underuse, of prefabs (Paquot
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HAMAYMppO® { KS F2 daR typic&lyrécoghiialSe: b g vEhdliangeNdk deokcyirnces
GKIFIG RAFFSNI FNRY | OFRSYAO LINRaAS Ay ljdzt yGAGEGABS t

CKSAS TFTAYRAYIEA INBE LI NUGAOdZ NI & aAIYATFAOLYG Ay Gl

level in particularknowledge of academic register and vocabulary is crucial teesscc

3.6 CONCLUSION

This chapter has provided a brief review of aspects of vocabulary research which are relevant to this study.
Although focusing predominantly on breadth of vocabulary, thelistsi reviewed here havenderlined the

value of a study such as the one reported on in this thiegigointing to the need for further research on

the role ofvocabulary knowledgeboth breadth and depthin academicperformance. Studiesf learners

both at school leve[(Nation and Waring 19975cheepers 2003; Vermeer 201dhd more importantly in

the case of my study, at universitgvel (Cooper 1999, 2000Qian 2002 Morris and Cobb 2004aquot

201Q Milton and Treffers Daller 20)3hus contextualisemy study.In the following chapter | review
studies of MWUs and prefabricated languags, it is interms of such phenomena that | explore a very

ALISOATAO |aLISOG 2F dzy RSNENI Rdzr S aiddzRSyiaqQ RSLIIK
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Chapter 4

/[ KI LJGSNJI n
C 2 NJY dif Vi da vzt HiyA BY 2 NiR

The realisation that words act less as individual units and more as parts of lexical phrases in

interconnected discourse is one of the most important new trends in vocabuladies (Schmitt
2000:78).

4.1 INTRODUCTION

This chapter forms the final part of the literature review in this study. It discusses whateaffect the

main focus of Phase, he delexical multiword unit (MWU). Accordingly, the chapter starts by providing

some background to the growth in interest in the phenomenon of formulaic language in general in research
over the last 30 years os0 (84.2).1t documents the move from an aseness of the fixedness, or
WF2NYdzZE F AOAGE@Q 62NIXé& YR tSNJAY& HAannYMOZT 2F &2YS
didzReé GKIFIG F2NXYdzZ FAO fFy3dzxr3S Aa y2i W aiay3ats Ol
butratheraB NY KA OK O2@SNR | ff WaA3dy AHoMadn1998:25F. S| (G dzZNB & 2

In the next section, the focus moves to collocation, a specific type of word combination which relates
closely to the type of delexical MWU investigated in this stuslsuds of definition of this construct and
learning issues are discussed and influential stuchegewed (84.3)In the last section, the focus narrows

to the circumscription of the main construct under investigation in this study, the delexical K84/4)

The definition of this combination as it is used here and the researchers who were most influential in this
process are discussed, and the section ends with a review of the research studies-nedugincy verbs

in general and on delexical uses of suehbs in particular that have informed thésudy.

By focusing on formulaic language in general and on MWUs containing delexicaliséicigimcy verbs

in particular, this chapter ties together the discussions in the previous two chapters: it rafledte shift

that has taken place in vocabulary studies, from discitm tests and the view of lexis as individual words
towards the notion that words are integral parts of larger discourse, and it documents the influence that
corpus studies have had dhis move and the way in which corpus analysis has allowed researchers to

isolate the type of delexicalised MWU studied in this chapter.
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4.2 FORMULAIC LANGUAGE

As noted in Chapte3 (83.4) one of the most important findings to come out of studies of vadaty in the

flraGd ¥S¢ RSOIFIRS&X YR FNRY O2Nllza NBaSINOK Ay LI N
g2NRaz odzi fa2 | 3INBFG RSFE 27F T 29NNVhikfsdctiorOprokidey 3 dzl =
some background to this @elopment by discussing the growing awareness of thpeWasive nature of
formulaicity in language @82.1), the challenges scholars have faced when trying to define formulaic

language (84.2.29nd the difficulties formulaic language poses for learregrgnglish (8.2.3).

4.2.1 The ubiquity of formulaic language

Research into formulaic language and MWUs has increased significantly in the last three decades,
influenced in no small part by the increased use of computerised methods and corpora in linguistic studies
(see Chapter 2). The focus of vocabulary studieshasged; a great deal of research has been devoted to
explaining various lexical patterns (formulaic sequences, idioms, collocations, sentence stems, for example)
based increasingly on corpus evidence. Software has been developed which allows resetrchers
lemmatise their corpora, to establish frequencies and generate concordances of specific words, and to
identify collocational tendencies and many other aspects of their corpora. As Kaszubski (2000:2) observes,
WiKS2NE |has& p@didélldded showthat aspects of lexicon, phraseology and style are
AYGSNIgAYSRQ®

Researchers have focused on MWUs and formulaic language, what Gra@@@lb:(L45)calls prefabricated
fly3dzZZ 3S 2N WLINBFIo6a4QX |yR WwO2y @Sy (A 2rgguendyla®dR Iy
because they are important to the natitike production of language (Cowie 19%2an 2009;Granger

1998b; Hunston and Francis 2000; Nesselhauf 2003; Wray 2802h chunks of language are also
important to idiomaticity, which Kaszubski (2000 says is operationalised in the literature by the

LINE LIS NI AGAY 1ZFa MyRyy I ft AGe 2F YSEyYyAy3 FyR &l NHzOGdzNB
saliencad Ly GKS g2NRa 27F tl gt Se Iy Ronfraédd&lakdguagessty io & om0 =
O2y&aARSNIo6tS SEGSyd 2y 1y26ftSR3IS 2F || o02Reé 2F
Gt SEAOFt A&ASREQd / 26AS o6mdpuYMn0 | RRa GKIFIG WAG AaA
writing or in speech, withoutcor&t € Ay 3 'y | LILINRBLINAF GS NI y3IS 27F Ydz (
6MpPMYMNnol LINRGARS WSOARSYOS Ay &dzZIR NI 2F |+ 3INE
St SO0 Y2NB GKFy 2yS g2NR a4 | GAY.ST FyR 2 ofSyR

Q)¢

{AYyOfFANRA 62N] FyYyR GKS [/ §.2°2P)hdle hisNE@KiOwn phiagealog t | A |
familiar to researchers in the field of English language and linguistic studies. Sinclair focused on recurrent
co-occurrences of words in a body 6fSE(ia YR RNBg 2y CANIKQa 0O2yO0S

(Howarth 199&:26). The more frequent such an occurrence, the more significant icaasideredo be in
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the language; for this reason, larger corpdtaat provided more data produced more rable results.

Howarth (1998Y Hc 0 a2dzyRa | ¢2NR 2F Ol dziAzy KSNBI K24S0S
2y FTNBIldzSyoOe NRala 3IABAY3I dzysol NNI yiSR SYLXKFara
OKAf RNBY¢Qd Ly arché eedls do2esthoiish criiéria So idediy Sxactly what sort of
combination qualifies as a meaningful, RO YLI2 aA A2y | f O2tf20F A2y T AF .
phraseological significance needs to take into account the differences betweasgological types and to

consider how they are processed by native and-yoh G A @S & LIS {SNB | YR ¢ NRGSNA
19982:27).

{ Ay Of I A NX &choiéevahdpidiom pairickle/ helped to concretise the growing awareness of the
formulaic natue of language. This principle is based on the notion that, orotteehand, a language user

has a huge choice of what words to use when saying or writing something, restricted only by the
grammatical acceptability of the production, but that, on the otlmand, there are also a large number of
semipreconstructed phrases, constituting single choices, which the language user could choose (Sinclair
1991:10€110). This is now supported by research findings: although studies differ hugely in the
proportions offormulaic language they report, it is now generally accepted that there is far more lexical
patterning and widespread collocation in language than was previously realised (Howarth H@&ton

and Francis 2000). For instance, Altenberg 81B@) estimaes thatover 80%of the words in the London

Lund Corpusform part of recurrent wordcombinationin some way2 NJ | y. 2Mhilé Sloak (1998b), on

the other hand, found that only 4% and 5% of the Oxford Hector pilot corpus of over 18 million words was
madeup of fixed expressions and idioms respectiyprt of this discrepancy may lie in her more narrowly
defined concepts. In a study conducted by Erman and Warren (2@0@xplore the impact that
prefabricated language has on the structure of a text andheneffort involved in encoding and decoding

it, the authors found thathere were large amounts of prefabricated language in both spoken and written
texts (making up on average around half of the texts they investig&@@% and 52.3% respectively)isTh

WYl 1Sa AG AYLR&aaAAOES (2 -O2NFRARSND MRABANAY & YIRA 2YiIKN
(Erman and Warre2000:29).These variations in the estimates of the proportion of formulaic language in

any given corpuare a reminder of the complexitiasf formulaic language and its researthere is a host

of definitions, many of which are superficially very similar.

Such formulaic expressions are often difficult for learners to understand, even when native speakers would
regard them as fairly transpant (Martinez and Schmitt 2012). They also occur frequently in academic
discourse, making them particularly important for learners of English in higher education cofiexiges

in phraseology such as those by Altenberg (1998566((1998) and Howartti998a, b) have revealed the
blurring of the boundaries between grammar and lexis. Because of their functional importance, knowledge

of MWUs is essential for pragmatic competence (Schmitt 2000: BMijato and Stapleto2007), d@ing
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McCarthy and Carte¢2002 cited in Shirato and Stapleton 200109, claim that many higfirequency
clusters occur with greater frequency than some common single words and pose great difficulties for ESL
learners $ee84.2.3).

Thus, scholars are in agreement on the impoda of formulaic language, but as they have used different
criteria to establish exactly what makes something formulaic and may apply different terminology to these
units, studies in this area are very difficult to compare (Wray 2002:28). For this réagba,next section

of this chapterl y | 4 40SYLIXi Aa YIRS (2 RSAONAOGS @I NR2dz
combinations in general and to provide a clearer picture of the definitions and explanations these scholars

have settled on.

4.2.2 Pinning down he phenomenon

As observed aboveesearch in the last three decades or so has seen growing consensus on the formulaic
YIEGdZNB 2F fFy3da 3SE FtyR (GKS @ASg -abikarylandinorandd@nl & RS
LIKNI aSa I yR LJ 00:3)Nsfanerally acdegtdd dxosdhblars. With this consensus has come
increased research and a plethora of terms and definitions for such patterns. Some studies have focused
mainly on spoken data, and Wray (20@002) is a particularly authoritative veihere. Studies in this area
(Nattinger and De Carrico 1992; Schmitt and Carter 2004; Wray 2000, 2002; Wray and Perkins 2000) tend to
focus on the pragmatic aspect of what are often termed formulaic sequences. Then there are those
scholars who have focusedore on written data, and in these studies a great deal of work has been done

on lexical collocations. Such studies include those by Howarth (1998a, b), Granger (1998a, b), Altenberg and
Granger (2001) and Nesselhauf (2003, 2004, 2005). Then there a m&E | YL S&5 F2NJ Ay &
(1991) many studies and those by later scholars such as Biber et al. (1999) and Biber (2009), where both

spoken and written data have been investigated.

Over the years, these studies of various manifestations of ftairmlanguage have given rise to many
different names and definitions for these combinations. In fact, Wray (2002:9) found more than 50 terms to
describe these chunks of language. These includdabricated patterndHakuta 1974)chunks(Peters

1983, cited in Shirato and Stapleton 2007:39%xical phrase¢Nattinger and De Carrico 1992&current
sequencegDe Cock 1998De Cock and Grang@004); prefabricated language2 NJ WLINE Tl 60aQ 6
1998b);recurrent wordcombinations(Altenberg 1998)lexicalbundles(Biber et al. 1999)nultiword units

(MWUSs) (Schmitt 2000)ormulaic sequencegSchmitt and Carter 2004; Wray 2000, 2002); as well as

idioms collocationsformulas formulaic speechprefabricated routinesandreadymade utterances

However,as Wray (2000:464) points out, these are not simply different names for the same phenomenon:
Wi Fdzf £ FLIINBOALIGAZ2Y 2F gKIFG F2NXdzZ FAO tFy3da 3S )
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single phenomenon but rather with asetof moreandiess 2 8 St & NBf I 4GSR 2y Sazx I ON
including data from first language learners, second language learners, adult native speakers and even those
with linguistic disabilities, and including both spoken and written data. Thus, in the ligbvefopments in

GKS flrLad FS6 RSOFRS&aZ 2SAYSNIQa OmMphppYMyHU | aaSNI
GSNE YdzOK GKS al YS LISy 2 Yobtl Bofarth (199&25)yamiQNray &2008.A & LJdzi
Howarth feels that Weinert ignorebe problems associated with the categorisation of these combinations

2T ¢62NRaz FyR FLILXASAE (KSasS (GSNya wizz f22as8SfteqQ
significantly different from each other (Howarth 188H p 0 X KAt S 2 NS& Q3 2 16 NBdrK €
words (see§4.1)G KI G F2NXdzZ F AO fFy3dad 3IS Aa y24 W aAiy3ats
FSIFGdZNBa 2F 62NR OBHKBAY | GA2yaQ 61 261 NIK

Howarth (1998) believes that several phraseological features or processes carebtfied in the terms

GKAOK 2SAYSNI O6mMpppYMyHU dzaSa Ay dSNOKIMYIBEEE MR & o XK S

ormultitF2NY &a0NAYy3Ia wX8 gKAOK | NB LINRPRdAdZOSR 2NJ NBOI f f

AGSYQ 02 SA yEoNiistanegpdhp Y MY H U

1 2 SA Y SNI-@oid oGItE ZIMY AGNAYyIAQ O02dA R 0SS Ay USNLINBGSF
SELINBaaA2YE O6GKIGYSRAEA YR YIASYVNRRFEE EFR2NKNSE | yR
AyalAaadziazylt AaSRBREYS);f | yadz- ASQ 61 26F NIK ™

1 2 SAYSNIQa RSAONALIGAZ2YS WNBOFEtfSR | a | awkdadid SQ>
as a characteristic of the individual language user);

1 2 SAYSNIQa WwWhHa | ¢K2ft S OWenamltivardi@rE Bedoinds stbr&dtdA OF f A
processed unanalysed as if it were a simple lexical(elowarth 199&:25);

1 Howarth adds a fourth feature which is not mentioned by Weinert but which he believes is implicit in
KSNJ RSAONA LIIAZ2YZ (KI (G e@gFMobri1E9R(Rowarth 49982%)F A ESR S E LI

There is considerable overlap between the bulleted categories in terms of most features applying to one
and the same piece of formulaic language. This suggests that Howarth (1998a) and Wray (2000) are clearly
more concerned to isolatand categorise properties than Weinert (1995); thus, although she was aware of

the features that are taken up by Howarth (1998a), she tends to use the terms interchangeably aSimes.
Howarth (1998) is reluctant to say, as Weinert (1995) does, thatnfolaic language is one all
SyO2YLJ)} aaAay3a OFiGS3I2NRre IS |faz2z oSt ASKdRI(HhGETD LINP
(199&:25¢26) ¢ some combinations that are used by children as unanalysed chunks will become
analysable in adult speech, fof & 1 | Yy OSE gKAE S &a2YS Wdzyl yIft 2aSRQ OKadz
native speaker (NS), but compositionally by a-native speaker (NNS). It is clear, then, that part of the
difficulty in providing a comprehensive definition of these combinatiorsihetheir very diversity (Schmitt

and Carter 2004:2). They differ in length and functitrey may be totally fixed in form or may include
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GENRFO6ES Wwatz0aQ Ayda2 6KAOK OSNIIAY

62 NRa Oly o0

institutionalisdion, fixedness and nenompositionality (Howarth 1998 Moon 1997:44; Schmitt and

Carter 2004:2)Howarth (199&:27) believedi KI T Wi KS y2GA2Yy
into account differences between phraseological types and to cengidw they are
andnony G A @S A LIS { SN&

to delexical MWUSs.

2F LIKNFasSz2t 23

produced by native

I y¢ Rometihdy witcN dhis skugy sét3NaRt B diwith rRgare

Drawing on Russian lexicography in particular, Howarth (@988tablished a set of features a basis for

the categorisation of word combinations. For Howarth (1898is vital that researchers use the criteria he

lists (as indicated below in kig 4.1) to distinguish between categories of combinati
0KS GSNE ToN®MW R SNy W

on, avoiding the use of

Word combinations
functional expressions composite units
non- idiomatic grammatical lexical
idiomatic composites composites
non- idiomatic non-idiomatic  idiomatic
idiomatic

Figure4.1: Phraseological categori€slowarth 199&:27)

| 261 NI KQa
KAY GKI @

FAZNLKSNJ OF iS3I2NAal GA2Yy 2F
GKAA obBeyREONWAABRAYLD &i (¥R

O2YLRaAlS dzy)
O2y G Aydzdzy RS

criteria as restricted collocability, semantic specialization, and idiomaticity, each of whiiNi R 0 f S Q

(Howarth 199&:28).

Later, Wray chose as her definition for these combinations a term which she believes does not have

LINB A 2 dza
Iy R
1AYRQ® [{KS RSTAYSE

Yo | ¢(dammuBEiS @queéneeformubidkol &

KSNJ SN GKdzayY
A sequence, continuous or discontinuous, of words or other elements, which i
prefabricated: that is, stored and retrieved whole from memory at timee of use, ra

subject to generation or analysis by tlguage grammar (Wray 2002:9).

WL aa20Al A2y a

2F d4dz

a K I 6 dedquénEendicdtds thét there isnore than one discernible internal unit, of whatever

s, or appears to be,

ther than being
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Like Wray (20002002), Schmitt and Carter (2004:4) also settle on the tlBrmulaic sequencelecause

this describes the two aspects of the phenomaribey wish to emphasise: (a) these sequences are not just

any sequence of words but phrases; and (b) they are lexical items just as words are, with the same

properties thatwords would have They list characteristics of these formulaic sequences rathan th

identifying specific criteria which define them, as they are so diverse. These include:

f WC2NXdzZ I AO aSljdsSy0Sa [LIISFNI G2 0SS aidi2NBR Ay (K
inan allory 2 i KA y 3 (Sthiniyf §h8 Clditer 2004:4).
These sequences fall on a continuum, with idioms at the most opaque end and transparent
sequences at the other. This may affect the ease with which they are |édrigt.is similar to what
Howarth (1998a, b) found when he categorised verb and noun collocatibtmshree main levels of
restrictedness (free collocations, restricted collocations and idioms). These categories are illustrated
AY 126FNIKQa aOKSYS> |a NBLINRPRAdZOSR 0St26Y

Free Restricted Figurative idioms | Pure idioms
combinations collocations
Lexicalcomposites | Blow a trumpet | Blow a fuse Blow your own Blow the gaff
Verb + noun trumpet
Grammatical Under the table | Under attack Under the Under the
composites microscope weather
Preposition + noun

Table4.1: Howarth¥ @998:28) collocational continuum

Schmitt and Carter (2004;8) also observe that these sequences may allow some flexibility in their
composition

f WC2NXdzZ AO &aSldzSyo0Sa OlFly KIFI@S aSYlFyiagAaO LINRPa2Re(
Thoselearners who are proficient in the language will understand thikey will know that cetain
g2NRaE 200dzNJ GeLAOLffte Ay | LI NIAOdzZ I NI aid NHzOU dz
[h/ 1 ¢Lhbk¢La9Q O6{OKYAGG FyR /I NI SNJawaenserolvthed ®@ ¢ F
WalftASyOSQs |a DNI YyISN o migkgs oWO AyehSiy GAAERSY | I yAR) &1
42YS SELINBaAaaA2yaQ oYl &l dzoalA HnnaYmMO®

f WC2NXdzZ I AO &SIljdzSy0Sa | NB 2 7F {Sshynittand Gaer 20@4:9)LJF NJi A O d
These include functions such as speech gaipologising, requesting, etc. Formulaic sequences are
LI NI A Odzf F NI @ dzaS¥dzZA Ay YIFAYOGlFrAyAy3a a20Alfc AyaSs
10). This criterion also distinguishes theirdeflni2 y FTNRY | 24 NIKQA y20A2y 2
not involve communicative functiorin fact, Howarth suggested two fundamental phraseological

categories, functional expressions, which play a role in discourse, such as gambits and catchphrases
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(similari 2 { OKYA G & oh yRn 6 I Wil SISIROK | 0GaQur FyR 0O2YLR.

which have a syntactic function (described in the table above). Both these types can be idiomatic or

non-idiomatic (Howarth 199&27).

Biber argues that there ar&? (i 6 2 dzy RSNI @ Ay 3  A-yaAddigxigal doldcations yWersiiNIzO §
multi-g 2 NR F2NXdzZ  AO &aSljdzSy0SaQ ovHnndYHTTOUI YR Wig?
RSAONALIGAZ2Y 2F F2N¥dzZ I AO f |y FwardbBnuldioseqeficad, dnd fiked WO 2
O2yAydz2dza aSljdzSyOSa OSNBdza F2NXdz F AO FTNIF YSaAa O66AQ
radical corpugdriven approach to investigate the ways in which Kigdguency sequences of words pattern
intermsof FAESR |yR GFINAIFIofS at2048Q o6uHnndpYHTTOS RAFTFSN
which included a corpuR NA @Sy St SYSyid Ay GX$GS AHRCR QNBA SI0NINE SH
collocational frameworks they searched for. Inste&iber identified the patterns that occurred most
commonly in his corpus, determining the different ways in which those patterns were variable or fixed, and

contrasting the overall patterns used in speech and writing (Biber 2009:291).

Biber (2009) analysed twoorpora, a corpus of American English conversation comprisiigmillion

words, and one of academic prose, containing million words. Considering only foword sequences, he

found that some of these sequences were fairly formulaic (suabnathe otherhand) while others were

more variable, such aare likely to be(Biber 2009:292). His analysis revealed unexpected trends: the
preference in conversation for continuous fixed sequences as opposed to the preference in writing for
formulaic frames with inthly/ I £ @I NAI 6t S &aft20a 6. A0SNI HnndYonno ®
NE &SI NDODK &zl &t 9i 2B 16aliigBiMNJto the conclusion that formulaic language is
extremely important in both conversational and written academic discoud$é,dzi A G A& NBI .
RATFSNBY (G ¢ I Biker2009:308,dnkking theQyFairhad @ spéech fundamentally different from

the grammar of writing.

. A0SNJ O0HnNnDYHT pword FenDldad sediendey (indBrpalzting both function ammhtent
G2NRA0VQ NI 0 KSNNRG KISEAOY @z (Ot t 20 GA2ya 602YoAyl GA
definition of a collocation is somewhat narrower than the one | use), supporting the implication that there
are two strands to the study of formulaieord combinations, and that the use of such combinations differs

in speech and writing. In the light of this, | focug#3on collocations. This is the area into which my own

study best fits, as | investigate the use of MWUs in academic writing, astiwaok in this area has been

done with written data. However, references are made to studies dealing with spoken language and multi
word formulaic sequences where necessary. For this reason, too, the next major g&dtidyis devoted

to defining the ndion of collocation and to research relating to these combinati@efore this, however,
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difficulties learners experience when they encounter MWUs and formulaic language in general are

discussed.

4.2.3 Challengegosed byformulaic languageo learners of English

Whatever we choose to call these word combinations, it is clear from the studies mentioned above and
elsewhere in this thesis that, far from consisting of an infinite humber of creative utterances, a native
aLISI 1 SNDa & Lidtpstys madé Rp opa\skyrifidastyiumber of prefabricated, multiword items.
2NF¥@ OSHAnHYMOUY F2N) Ayaildl yLGNI | ;S oSS Aag/a i K1 3idzl BN
belong with other words at the most basic level, what Sinclair (1981 NBFSNAR (2 I a W
Many researchers (e.german and Warren 2000Sinclair 1991 Wray 2002 believe that neither an
FyrtedAaolrt y2NJ I K2fAadAO LINROS&aa t2yS OFy Wl 002
speaker and lister’dJ I YR G KS ARA2YIFGAO OK2AOS 2F 2yS 3IANIYYLl
Y Ay LI NI 002dzyd F2N) g6KI G tlegftSe IyR dadai&N o wmd
aLISI 1T SNRE dziiSNI yOSa I NBS®2 (iaKdziW INF fY&Y I |G A D& Y IQf fl yIRNRY
well-formed sentences are native A { ST GG KIFG A&z WNBIFIRAf& | OOSLIilofsS
F2N¥a 2F SELINB&aAA2YQS yR Al Aa (GKS&S ¢ KHar@dod y I (A
(2002:140) agrees that speakegsand of course learners of the languageuse both what he calls
WEhdzi 2 YFGAT SRQE LINBFIONAROIGSR SELINBaaizyazr | a ¢St
WARA2YQ YR W2LISy Otkaydee3N2.0012 Y{LRGKS yABRNINBGAY oA Y | (A 2
related to style¢ the appropriateness and/or naturalness of selection and2c® O dzZNNBy OS 2 F
(Kaszubski 2000:2). This is a vital aspect of academic success; university studentularpanit be able

to master the appropriate academic style and register.

Formulaicity in language, particularly in speech, is ubiquitous because it makes processing much easier and
quicker. The alpervasive nature of formulaicity that corpus studies haeeealed reflects the processing
LINARYOALX S 2F YShOdryIPYBIC NF eSFHYRNIESNY Aya HannYmMmO ®

f SEAOFE LIKNI&asSaQ GKIG FHttz26a dza G2 0SS FtdzSyd obl
fluent because we can convey more information, speed up processing of input, gain the centre of attention

in a conversation more easily, and cope better with our stemn memory limitations. Wray (2002:18)

sums it up as follows: the analytic system allowgausreate new expressions and to interpret new input

we receive. The holistic system reduces the processing effiout this is much more than simply a system

to retrieve idioms.

Among second language learners, formulaic sequences are relied onlyindisl a quick way to
communicate, particularly in speech (Schmitt and Carter 2004:11; Wray 2002:ix). This may aid integration in
I LISSNJ IANBdzL) YR fSIFR Ay (dzNYy G2 AyONBFraSR I y3dz
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doubt that the aubmatic use of formulaic sequences allows chunking, freeing up memory and processing
NB a 2 dzND S a Q, ciied deAStisiNJand @ater 2004:1Ellis 1996 cited in Schmitt and Carter
2004:12). These resources can then be used to cope with conceptgatisth meaning. Wray (2002:ix)
adzLIL2NLIa GKAAY y2aAy3 GKFG ylraA@gsS aLlSETSNER GSyYR
LINEOS&aAy3I | yRk2N O2YYdzyAOFGAZ2yQd Ly GKS SINFeé
learners rely a great @ on formulaic language but, paradoxically, formulaic language seems to be the
biggest obstacle to achieving natiike fluency for intermediate and advanced L2 learné¢ré S Ol dz&A S G |
learner lacks the necessary sensitivity and experience that will lsadihher unerringly away from all the

AN YYIFGAOLE gl é&a 2F SELINBAAAYI | LI NIAOEKISNIWYREK
ARA2YIFGAO g &8Qx @OSNE 2FiSys: Ay@2f@Sa +y az2! o

Many authors report on the challenges MWUs may present to succdasfyllage learning, particularly at
advanced levels whe students are expected to adhere to the constraints of academic genres. Nesselhauf
(2003, 2004, 2005), Granger (1998b), Howarth (1998b), Fan (2009), Farghal and Obieda®l/286)and
Stapleton(2007, Stubbs (2001), Altenberg and Granger (2001) and Laufer and Waldman (2011) have all
shown the difficulties learners experience with collocations. For instance, Shirato and StapRAa@09)
F2dzyR Ay (GKSANI addzRe { Kdtian rewsalédlonfySadirSitedouse] of higigueddy S NB& Q
words and a lack of multiword clusters, making their speech sound blunt and pedantic (200THdyD)
suggest that multivord clusters are neglected in Japanese teaching to the detriment of the leatrikes.

Shin and Nation (2@), they stress the importance of higlequency collocations.

These difficulties are compounded by the-adrvasive nature and the variety of these combinations. For

AyaillyoSz 1 &8tlFyR 6Hnny0 O2 ¢pedfiddRd Rreddnknatéd inCp&rticlilar A y W
RAAOALE AySa |IyR RA&A02dz2NES&a YR GKSAN] dzaS |yR Yyl
LI NOAOALI GA2YyQ AY GKSAS gNARGAY3T YR aLISSOK 0O2YYdzy

these dusters of words might result in a lack of fluency andvelike idiom. He puts it thus:

X JFAYAy3a O2yiNBEf 2F | yS¢ €l y3dza IS 2NJ NEIAAGSNI NS

certain sequences of words over others that might seem dyuymissible (Hyland 2008:5).

The sections above have provided some background to research on types of formulaic language and
MWUs. The importance of these units to learners of the language and the challenges this presents was also
touched on. This latter aspect is covered in greatetad below, where relevant research studies are
discussed (84.3.2)n the following sections the discussion focuses on collocation where definitions of this

type of word combination are discussed, and ESL issues related to collocations are considered.
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4.3 COLLOCATION

In this section collocation in general is consideraldng withhow various scholars have explained and
defined this type of word combination. The reason for this focus on collocations is that the delexical MWUs
investigated in this study fibest within the termcollocation Schmitt (2000:76) believes that one of the

major insights to have been gained from the study of corpora concerns collocations, which have been
investigated almost exclusively through corpus evidence (Schmitt 2000:68)ly Siatp collocation is the
tendency of two or more words to €@ OO dzNJ Ay RA&02dz2NES® { Ay Of I AND& 60
choice principle and the idiom principle is relevant here $£€.1 abovg The operchoice principle is the

notion that larguage is creative, and in most instances a wide variety of words could be inserted into a
IAPGSY WwWat20Qd 1 2SHSNE O2YLX SYSYyG I NE (2 GKA& TFNB
systematicity that restricts vocabulary choice in discoursdrgtt, 2000:7). Much of this systematicity is

strictly linguisticg there are regularities in how words @mcur with each other; collocation is one term

that covers this notion.

4.3.1 Defining collocation

As Bahns (1993) points out, collocation is expressierently by various scholars: he makes a distinction,
6806SSy IANIYYIFIGAOFE yR fSEAOFE O2ft20FdA2yas &aAY
b) (see§4.2.2). As Bahns (1993) defines them, grammatical collocations comprise noun/adyectiv+
preposition or a grammatical structure such as an infinitive or a cldysadcidentto be afraid thaj, while

lexical collocations are combinations of noun/adjective/verb/adverb sucimflist a wound withdraw an

offer (Bahns 1993:57)

nNnaFTFrANI & SIFENIeée &adddzRes Ya2StftYSNI omMmppmYMmMHO y20Sa
combinations of words that customarily -@mcur. The occurrence of one of the words in such a
combination can be said to predict the occurrence of the oth&ro Q® [ A 1S YIyeé 20$KSNJ N
he believes that categorisation is difficult and that boundaries between any categories we devise will
ySOSaalNAfe 20SNIFLI G GAYSaod 1S LINPOARSA | RSGLFA
200dzNNBYyOS 2F 2yS ¢g2NR FfY2ad dzySljdzhi @2 Ol f 3, LINBRA
such asarms akimbofrom afaty | y RT 2B EBNAA ASR LIKNI aSaQ 06KSNB 2yS
of words, such ady and by/by and large moot point/ moot questio). He believes that idioms belong

chiefly to this latter category and suggests examples suchase a weak/soft spot forget off on the
right/wrong foot (1991:113), noting however that in his definition a sequence representing a grammatical

LI GGSNY A& WIRYAGUGSR Fa + 02tt20FGA2y 2yfteé AT Al
lexically selected (1991:118). Kjellmer uses theterm @allol A 2y (12 NBFSNJ (G2 Wwa i NHzO(
AY ARSYGAOFE FT2NX¥Q O6mMppmMYmMmMcOD LY KAA &addGddzRRez KS

02tt20FiA2YyaQ omppmYmmc U SEGNI Ol D60 cAldeRtidvhal fypeSle . N2 & y
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F2dzy R GKIFIG WS@PSYy GKS g2NRa 200dz2NNAy3dI o06SiG6SSy (K2
YR 2NRSNJ FNBE tA1Ste (G2 0S O2yRAGAZ2YSR Ay @I NEAYS3
collocations are not always a clearly diguishable categorg Kjellmer, like Howarth (1998a,) land
{OKYAGOHO FYR /FNIGSNI ownnanos Grtla 2F |+ woz2tt 201 GA2
assubject toandall kinds ofatoneend)} YR G GKS 20 KSNJ Sty ROAKESI MBWD Sém
such aspossiblecriteria and linguistic situation where free choice, or open choice (Sinclair 1991), and a

more productive element operate.

Renouf and Sinclair (1991) also explored collocations, but of a type that differs frdnf KjeS NQ & 6 M ¢
RSTFAYAGA2Y | 020S® ¢KSANI F20dza ¢l a 2y WFNIYSE2N] a
LRAAGA2YSR G | 2yS g2NR NBY2@S FTNRBY SIFOK 20KSND
F2NJ GKSAN Fad vy @RAK ) dn tHe &&d vihich comes between them. Examples of the
frameworks they investigated areia? + of (a kind gfan + ? + of (an act ofye + ? + to (be able toand

too + ? + to (too late to)

Renouf and Sinclair (1991) based their invesiigaof these frameworks on a ormillion word corpus of

spoken British English and a-afllion word corpus of written British English, both sections of the
Birmingham Corpus of English Tgrt of the COBUILD corpuBhey believe that their findings eved

GKFEG wisz2 GSNEBE 02YY2y AN YYLFGAOFE g2NRas 2yS Sil
(1991:143). Their findings revealed that these frameworks were statistically important in their corpora
Evidence of this statistical significanée3 a > G KSe& 0St AS@3SYyAWI UKE QWK MK M
0KSAN) atdzReé NB@SIESRx: 2y | @SNIX3aSs WI @GSNE KAIK N
FNI YSg2N] 021SyaQ o6mppmYmMonoE AYRAOI diveyid therK I G
O2tft20FiSaQomppmYmMond FyR (GKIG WGKS OK2A0S 27F g2
St SySyida 2F (GKS FTNIYS62NIQ oOmMdbdPMYMnood Ly GKAE &
research which supports the notianK I & A0 A& y2N¥YIFf F2N) € y3dz 3S dza s
GAYSET IyR (G2 0fSyR a4dzOK aStSOGAz2ya gAlGK SIOK 203KS

As Schmitt and Carter (2004) note, multiword formulaic sequences are not necessarily continadus fix
sequences of words. Rather, as Renouf and Sinclair (1991:129) showed in their study of collocational
frameworks, they may be made up of different pairings of Higlquency grammatical words, suchas ?

+ of be + ? + tdas ina lot of, be allowed t), and the word that comes between them, which they refer to

as the collocate; the two grammatical words in these examples are also in a relationship with one another,
but this would more usually be regarded as colligation. There may also be discontifiramesvorks
comprising fixed slots filled by a single function word together with variable slots filled by many different
content words, suclas a/n + ? + of + thiBiber 2009:296291).
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In his study, Howarth (1988 b) also distinguishes lexical colloceits from grammatical collocations.
Lexical collocations consist of two opelass words such as V + N or Adj + N, while grammatical
collocations are combinations of N/V/Adj + closed class word such as a preposition. Schmitt (2000:77),
much like Howarth (1998a, b), also suggests differetégories of collocation and identifies two basic
kinds: (1) grammatical/syntactic collocations and (2) semantic/lexical collocations. In the first type, a
R2ZYAYLFYyld @¢2NR WFAGA (23SGKSND 1»I8) dglammatiGNebmpasitgd A O
These are typically a verb, noun or adjective followed by a preposijtairide by access toln the second
GeLlsS o6tA1S 126FNIKQa tSEAOLFE 02ttt 20! (lithedall Borkesi 62 0
verb + noun gpend money adjetive + noun ¢heerful expressigncombine, with both words in the
combination contributing to meaning. However, Schmitt notes (2000:78), like Renouf and Sinclair (1991),
that it has become increasingly clear that there are also collocations made upngfssbfi words. Nattinger

and DeCarrico (1992), for instance, believe that one needs to look more than five words away from the core

word to find every collocational relationship.

Schmitt (2000:89) observes that although it is not clear how collocatioralledge is acquired, it seems

to be relatively difficult to achieve, and collocational ability is often one of the aspects of speech or writing
that distinguishes native speakers from roative speakers. This has been borne out in other studies such
as hose by Bahns (1993), Granger (1998b) and Nesselhauf (2003, 2004 HH0&ith, too, believes that

collocations

are not optional stylistic adornments on the surface of text; they are essential for effective
communication, and their use by nerative witers is a clear sign that these learners have made an

essential adjustment to the academic culture they argering(Howarth 199®:186).

This is further motivation for the focus on these combinations in my study.

In an investigation ofollocational use by NNSs and N$swarth (1998) took his NS data from sections of

the LOB, while his NNS data comprised 10 essay assignments by postgraduates completing an MA in
applied linguisticsHe subsequentlgompared the use of lexical collocat® comprising transitive verb +

object noun combinations in formal written English. He chose these specific combinbtgasise he

viewed them as important as far as the propositional content of an academic argument is concerned.
Wa dzOK 2 F { grBcedBral &dcdbyladyiioh a@&lemic disciplines can be found in such predicate
structures agnake a claimreacha conclusionadopt an approachset out criteri®2 Howarth 199&:34),

many of which are delexical MWUs like the ones analysed in the present stadswrth believes that the
YIaGSNE 2F O2YoAyldAz2ya adzOK a GKSasS OFly o6S | &aa
proficiency across the boundary between watiand nomy I G A @S O 2(Mawidth I90&a B

something which mypwn study hopes to illustrate.
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Howarth (199&:169170) categorised collocations into five levels, from least to most restricted. The levels

which pertain to the MWUSs discussed in my stude:

1 Level 2, where some substitution of both verb and noun is allowed, that is, a small group of nouns
can be used with the verb as it is used in the particular sense and there is a small nhumber of
synonymous verbs, e.mtroducetable/ bring forwarda bill/an amendmentHowarth1998>:169);

1 Level 3, where some substitution of the verb is allowed but the choice of noun is completely
restricted, that is, only the specific noun can be used with the verb in the given sense, and there is a
small group of sysnymous verbs, e.gay/take heedHowarth199&:170); and

1 Level 4, where the choice of the verb is completely restricted but some substitution in choice of noun
is allowed, that is, a small group of nouns can be used with the verb in the particulartséribere

are no synonymous verbs, egivethe appearancémpressionHowarth199&»:170).

Level 1 covers free combinations while at Level 5 the choice of both verb and noun is completely restricted;

such combinations areonventionally termeddioms.

As is the case in most research in this area, Nesselhauf (2003, 2004, 2005) also grappled with issues of
RSTFAYAGAZ2Y® {KS SELIXIAya (GKIFIG wO2tt20FGA2yQ -A4& dz
oFraSR aSyaSQ 6 Hn s doYndieate @ partidujar c@mbikafidiJof dvardsRather than words

which ceoccur in a particular span (cf A Yy Ot  ANJ mpdpm0O® bSaasSt KIdzF dzasSa
defining criterion for collocationgX] namely arbitrary restriction on substitutahil(i(2008:224,225). She

thus makes her distinction between free combinations (Cowie 18igddin Nesselhauf 2003:225; Howarth
MpPPy 0T GKSNB LIR2aaArAoftsS adomadAilddziazy NBftASa 2y was
substitutionisa 2 YS G Kl G WF NDAGNI NEQ OHANOYHH NasselhatPRaZ225K S NJ Y
is at the core of her definition of collocations and, like Howarth (8083 before her, she has developed a

system of restriction applietb verb-object noun corbinations The sense of the verb (or noun) is regarded

as restricted if one of the following applies: (1) the sense of the verb (or noun) is so specific as to allow
combination with only a small set of nouns (or verbs), or (2) the verb (or noun) cannagdakin the

particular sense with all nouns (or verbs) that are syntactically and semantically possible (Nesselhauf
2003:225). She provides as an example the combinatad a newspaperwhere substitutions such as

drink anewspaperor read waterare una© S LJi I 6t S a4 GKS @SN WNBIRQ NB
LINELISNII 8 Q 2F WO2ydl AdiRkNB || ANNBASY YRUAFdZAST® & KAWES)
In a combination such agach a decisigrhowever,decisioncan be replaced by sevérather nouns with

0KS YSIyAy3 Wi LitoMlsio®adgoal budnbtainzQ sWIa da@KYy StgaK | G | NB A 0 NI
0KS | N3shaaf®us:225).
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On the basis of her definition of restriction, Nesselhauf defines three classes otwmiznation:

1 Free combinationg; in which both verb and noun can be freely combined as their senses are
unrestricted (vant a caj;

1 Collocations; it KS y2dzyQa aSyasS Aa dzyNSBAaUNAROGSRI odzi y?2
is used, the verb cabe combined with certain nouns onlake a picturéphotographbut not take a
movid film);

1 Idiomsc¢ the sense of both noun and verb is restricted. Substitution is impossible or extremely limited

(sweeten the piJl(Nesselhauf 2003:226).

bSaasSt RA3)dd&fifition asiinformed my own definition of the combinatiohave focused on in this
study.

In the following section, studies on issues related to collocation in the context of ESL are explored.

4.3.2 ESL issues related to collocation

Scholarsnentioned above, such as Howarth (1998a, b) and Nesselhauf (2003,200®}, have pointed to

the difficulties learners have in mastering these restricted or sesiiricted combinations ocollocations,

such as those considered in this study. Teachess fahd them difficult to explain because they are not all

f SIENYyG Fa WAy Tt S1998038)Sas ididthreof rodeQesticte@ abllodddipis would be. But

I f iK2dzZ3K GKSe& INB y2i lftglea WTdz e eford orin@lpdrtbfa SR
GKS 40201 2F O2YLX SESa (KIFG KSf L) (2 HYWakh]199838LIA SOS
l'a bSaasStKIdzZF ownnod Ffaz2 RSY2yadNlrGSaz |fdK2dAaK
WI ND A 0 NI NR f A 0T 0D | 63:RZ) dblowkltHK(1988d d)yand Nesselhauf (2003) believe that
difficulty in selecting appropriate eoccurring items is part of the much more general phenomenon of
arbitrary lexical and/or grammaticatstriction.Collocates, or the wals with which a particular word keeps
company, are oftemot arbitrary at all but are in fact what Howarth (1998a, b) refers to as part of
WNBAGNROGSRQ Qayfakeshéethiidizeyhe appeardnOgtimprressipin his study, Howarth
(19984, b) observed that the largest group of errors made by NNS writers in his data fell into the category
2T WNBadNR OGS Punddt the propartiod if &he dNS tofpus of the two categories of
restricted collocations anddioms which could be regarded as conventional was 38%. This finding is an
indication of the collocational density and the degree of stylistic conventionalitynfaortant aspect at
university level of academic writing and also allows comparison witlalgses of other registers. The NNS
writers, on the other hand, produced a much lower density of conventional combinations (25%), which
suggests either a generally lower level of knowledge of collocations, or a lack of awareness of how to use

them appropridely, or both, a finding confirmed by Granger (199@#gwarth 1998:34¢36).
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It seems that learnerglo not always understand the notion of restrictianthe fact that, although a
sentence might be grammatically correct, a native speaker would nevet gérii nowledgeof arbitrary

restriction on collocation is requir€do conform to the expectations of the academic community and to
comply with the conventions of academic style (Howarth 19962, Nesselhauf 2003, 2005). Learners

need to understand th & NBAGNAROGSR O02tt20FrGA2ya YI1S dzZLJ | &7
production in both speech and writing. 2 6 I NI K Yl 1S4 NBFSNBYyOS Ay GKAA

f SEFNYSNBR KI @GS 'y Wdzy RSNRS @S (QBGtay& 1983 his & @n agpact f 2 OF
GKAOK L Ay@SadAadalrasS Ay Yeé 2gy aitdzRés Ay 2NRSN G2
conforming to stylistic conventionality in their writinghis is an area in which teachers themselves require

guidance and | hope the study will shed further light on this aspect of language learning.

Ly FY2GKSNJ aididzRe F20dzaAy3d 2y AaadzSa 2F F2Nxdz I A0
word combinations was part of the International Corpus ediiner English (ICLE) project, the aim of which

was to gather and computerise a corpus of EFL writing from learners of various rmtigee
backgrounds (Grangek998b:146). Employing K i & KS GSN¥a W/ 2y GN}adGAgdS L
Granger compaed a corpus of native English writing and a similar corpus of writing by advewed
Frenchspeaking learners of English taken from the ICLE. Her hypothesis was that learners would make less
use of prefabs, or conventionalised language, in their wgitiman their NS counterparts, given that the use

2F a4dzOK € y3dzr IS A& WdzyASOENRENT 8DNNPASHIL SB DY &Y i@ ¢
GKFG €SFENYSNBR g2dZ R YIF1S INBFGSNI dzaS 2F GKS w2LISy

In this invesigation, Granger (19980b54) makes a distinction between two types of word combination,
FT2NNdzZE ' § 2NJ waSyiSyOdS odzif RENEQS gKAOK KIF@S | Y2
syntactic function. This again supports the notion that there @we fundamental types of MWU or
prefabricated expression, namely, those with a pragmatic fungoich aggood morningas | was saying

YR ¢gKAOK FNBE dzZaSR LI NIAOdzE F NI & Ay &aLkRi1Sy fI y3dz :
HnnHuB8 F2NXdz F AO aS1dzSy08as F2NJ SEIl YLI So[98b:isR (K2 &

examplesblissfullyhappy and highly sigrficant), what Howarth (1996, 1998a, b) would call collocations.
Granger (1998b:148 0 SELX FAy&a GKS € 4GGSN a SEIYLXSa 2F |
word is found together with an item other than its synonyms because of restriction oeus#iger than of

syntax or conceptual meaning.

L gAff F20dza KSNBE 2y DNIy3ISNRE Ay@SadAidalrarzy 27

GellsS 2F a2!a L Ay@SadaAaarasS Ay citdddniGrangerilegR@i1ad4?) KS  dz3
RSTAYAGAZ2Y 2F O2tt20lGA2yY WiKS fAy3IdzA&aiA0 LKSyz2Y
2F Yy20KSNJ AGSY NIGKSNJ GKIy AGa aaeyzyeévaéd oSOl dz
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O2y OSLIidzk £ YSI yAYy JorwhdtiHowdrh (19984, b) ar@l Nesshduf{2DE3 x2004, 2005)
g2dz R F NBdzS I NB WINDBAGNI NEQO®

Granger (1998b) selected one category of intensifying adverbs: amplifiers which dpdrmad function as

modifiers perfectly normal, closelylinked, deeplyin love), because these involve semantic, lexical and
stylistic restrictions and range from restricted collocabijtyitterly coldq to more open collocabilitg as in
completely different/new/fredGranger 1998b:147). Her analysis of the two corpora reveald Wa G| G A & (
GSNE &AAIYATFAOLY(d dzyRSNMHzaS 2F +FYLXEAFTASNARA Ay (GKS
(1998hb:147). But learners overusedmpletelyand totally in a way which suggested that they may have
NB3IF NRSR (i KS &0SS (@MNKE SNE vBHydEvny 0 o06KFEG 11 daSt 3INEF
0SFNRQO Ay |ff a2 Mhlywas tndeduBed.oTheyfactitiaRthe avardomfetelafd

totally K @S RANBOUG GNIyatlidiAaAz2ya Ay CNBIOBKIS0; 2iBahns S NE
MppoYpdhd YIe faz2z KFE@S 002dzyyiSR T2N) KAa 2 @SNz
(2003) findings of the influence of congruity between L1 and L2.

2 KSy DNIYy3IASNI OF 4§S3I2NR &SR | YLIssing thé NghestSdegiek, Ssbkh 4sa W
absolutely, entirely, totally 2 NJ | & Wo022aiSNEQ 0 SE LINSplystiongs highly),K A 3 K
she found an underuse of boosters by NNSs significant enough to explain the general underuse of
amplifiersremarked on above (1998b:149). Boosters made uptiwals of the amplifiers in the NS corpus,
compared to only a third in the NNS corpus. Granger found that boosters which were used exclusively by
NSs fell into two categories: stereotyped combinatioasutely aware keenly felf painfully cleay and

creative combinations such agdicrously ineffectivandruthlessly callougGranger 1998b:150). Both types

were significantly underused by NNSs; thus she found that although NNSs were using collocations, the
were underusing nativé A 1S O02f f 20 A2y &a-02 YRA ADRASDI Thid mdlyod f 6 2
due to an undeveloped sense of salience for what constitutes a significant collocation (Granger 1998b:152;
Howarth 1998). This interpretation is sumggted by the finding of her investigation of senterbeilders in

0KS addzRe (KL (a 240nKRX YST yiUSKaSE T2INBIASIYNY SNE Q LINR RdzO( A 2

w

lackz2 ¥ LINBFlFo6asx AU Oly Fftaz2 o06S RdzS 2 Iy SEOS&aargs

Nesselhauf (2003), like Granger (1998b), found that congruity between L1 and L2 exerted an influence on
the use of collocations; she instegated the usef verb-object nouncollocations ¢ee 84.3.}), such asake

a picture draw up a list by advanced Germaspeaking learners of English, and the difficulties they
experienced. She supports the contention that collocations are important to second language learners as
they enhance not only accuracy (particularly important for students whd tassucceed academically in

the second language) but also fluen@oers EykmansKappel, Stengers aridemechelee2006; Gledhill
2000,cited in Laufer and Wdman 2011:648Nattinger and De Carrico 19%ubbs 2001Wray 2002. She
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took her data, 32 esys written by Germaspeaking students of English in their third or fourth year of
university, from the German sutorpus of ICLE. Her method was to manually extract all examples of verb
noun combinations from the data, to classify these according todégree of restriction and to evaluate

the acceptability of these combinations in English (Nesselhauf 2003:227).

bSaasStKIdzZFQa ownnov FAYRAy3Ia NB@GSItESR GKIG S@Sy
collocation, most errors being the wromfoice of verb, which she says is not surprising as in her definition

of collocations the sense of the verb is restricted. But while the degree of restrictedness certainly
O2y UNROGdzi Sa (2 GKS €SI NYSNR& | 0Af A lhenafive sppake, BezOS O
first language exerts a much greater influence on the acceptability of the word combinations a learner
producesc if the combination is directly translatable from English into, in this case German, the learner is
much more likely @ produce an acceptable combination of words (Nesselhauf 2003). She thus suggests

that certain criteria be considered when deciding which collocations should be taught:

1 They should be acceptable to native speakers.
1 They should be frequent in any matdnighich a student might be expected to encounter.
1 Non-congruent combinations and those combinations which are less restrictive should receive

particular attention.

Another interesting detail which the study revealed was that, contrary to common belief, restrictedness
was less important thamMNesselhauthad expected, but verbs in less restricted combinations presented
learners with considerable challenggsyrticularlythose which were not congruent with their first language
(Nesselhauf 2003), such as in the case of the incomeadte homeworKcorrectdo homeworl, which was

influenced by the German expressiblausaufgaben machgiiNesselhauf 2003:235)

bSaasSt ROPIzFirditgs support what Bahns (1993:56) found, namely, that learners encounter
difficulties in learning the collocational properties of new vocabulary, especially where there is no direct
translational equivalent in their mother tongue. It is thesel@cdtional errors in particular which mark a

f SINYySNDa &LISSOK 2NJ gNRGAY3I & F2NBAIYyD® C2NI Ayadl
I dzi K2 NB F2dzyR GKI G DSNXYIFyYy | ROFIYOSR 9C[ aGdzRRSyidaQ
knowledge of vocabulary in general. Bahns (1993) believes that collocational errors, which impede the

f SENYyAY3I 2F GNHzZ & ARA2YFGAO 9y3IfArakKs | NxAasS yvzal
(Bahns 1993:61; see also Nesselhauf 200342@005), and can be traced back to the influence of
a0dzRRSyiGaQ [m® LG A& Ffaz LINRo6lofS (KIFG GKS SELIR A d:

to texts in the target language do not develop their vocabulary through reading. This aspact of
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particular importance to my own study, where many students come from {maatr environments and

may lack a reading habit (s&&.2).

l'a AY bSaaStKIdzZFQa owHnno0 addzReéezr GKS O2NLJR2 NI dza S
corpora seh as the BNC or LOCNESS. But many of the studies mentioned in this thesis (Fan 2009;
Flowerdew 20Q@; Nesselhauf 2005) have been done recently using smaller, teacher/researcher collected

f SFENYSNI O2N1LIR NI I gAGK AYy(iSNBadAy3d NBadzZ Gador¢ KSAS

overuse of both spoken and written vocabulary, and can aseal how far NNSs deviate from NS norms.

One such study was conducted by Fan (2009) in an attempt to form a clearer understanding of the
competence in L2 collocational use of ESL secondary school leavers in Hong Kong. Fan (2009:112) defines
collocationsk & W ibdcBrene2of two or more words within a short space of each other in a sentence
O2yGSElGSE Ay@2t oAy3d fSEAOFE 2NJ ANF YYIFGAOIE $2NRaQC
FAEAGE YR (NI yaLl NByOeé :143). FandglievédHhatlbyuRingYWwhak sfid oAl & 0 C
Wi 2238S RSTAYAGA2YQ aKS g2dd R 6S F6fS (2 F2NX¥ | R

learners and some of the problems they encounter.

Chy t221SR |l GKS f Shagfitnyiagk using B8 2f NLIGENI2TNYd ry O8S Bl
from a specially arranged essay competition at a school in England ldN&eorpus compiled from essays

written under examination conditions by 60 Cantonegeeaking Hong Kong students (2009:1133n

identified all lexical words (i.e. nouns, adjectives, verbs and adverbs), before considering how these were
used together or how they collocated with grammatical words, starting from the assumption that L2

f SFENYySNARQ O2ftf 20 (A Royhlthat ofdzitite sgeakdef. Ran coBcenidted snIadhiggé

that was overused, underused or not used at all by these learners when compared to the British learners
(Fan 2009:113). Findings revealed that, in general, the two groups used nouns and adjextiees
frequently than verbs and intensifiers. Range of use of nouns, adjectives, verbs and intensifiers was on the
whole higher in the British corpusonly three intensifiers (types) were found in the Hong Kong corpus,
compared to the wide variety of tyen the British corpus (Fan 2009:115). Hong Kong ESL learners tended

to use more general and simple words instead of specific ones and seemed to have a preference for the
amplifier (intensifier)very (see Granger 1998b for simildindings), where the Biish learners used the
downtonerquited CIl y Q& TFAYRAYy3Ia &dza3aSaiaSR GKFG GKS 1 2y13
GKSANI . NAGAAK O2dzy G SNLJI NI A I yNB alikNAGO GISKRIA NI OO 2yt HnC
lack of knowledge ofhie vocabulary and grammar of English. They useeer collocations than the NS
students, and tended to overuse a smaller group of collocating words. She also found that the Hong Kong

f SEFNYSNEQ [mM KFER | RSUNRYSy Gl OSFSF S/IOKIA y25ya St K SSANNJ/¢

knowledge of English grammar and vocabulary restricted their use of collocations (Fan 2009:118). This
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highlights theimportance of vocabulary knowledge in collocational asé is particularly pertinent to the
present study wich explores, among other aspects, the link between vocabulary size or breadth

(productive knowledge in this case) and use of MWUSs, an aspect of depth of vocabulary knowledge.

This section has described various studies of collocation, using data frdnNIBst and NNSs, and the light

they have cast on the difficulties learners have with these combinations. The findings of these studies
underline the fact that prefabs, particularly collocations, should play a greater role in both ESL and EFL
learningandte OKAYy 3 (KIFy (GKS& KI @S KAGKSNI2X FyR (GKS& RS
often severely limited. This is a point that informs the present studyhe ability to use the right
combination of words is something which naative speaker®f a language frequently find difficult, for

many reasons but particularly because these combinations are often based on arbitrary or idiomatic rules.
However, in order to design effective pedagogical tools, we need more empirical data on prefabricated
land dzt 38X Ay Of dzZRAYy3 G(KS (eSS 2F a2!a SELX 2NBR Ay
dzaS 2 F LINBTI 0 359. Hopefly e deht stuplgwillipidwide this type of evidence.

In the following section, the process of definittye particular type of MWU analysed in this study is

discussed.

4.4 DELEXIcCAVWUS

This section of the chapter deals with the specific type of collocation or MWU that is the focus of this
thesis. One of the challenges in this study was arriving at a definigf this very specific type of
combination; in the formulation of my definition, | was guided particularly by the work of Algeo (1995),
Biber et al. (1999), Stubbs (2001), Langer (2004) and Nesselhauf (2003, 2004, 2005).

4.4.1 Defining delexical MWUs
In herstudy, Nesselhauf (2004, 2005) refers to these combinatiotg@&si NS G OKSR @SNb 02y a

(2005:211), that is, combinations of a delexical verb and eventive noun sunfales a decisianShe
0StASPSAa GKIFG WogKI G A& s ti&da hobn iskderigatizinallyiréated 6 a @Y 0 A y
that is roughly synonymous with the whole combination: the meaningnake an arrangementfor

example, largely corresponds to the meaningloNNJ {Né&s&eMauf 2005:20). As the verb carries very

itit & YSFyYyAy3IS 2NJ Aa aSYFyGAOlfte SyLies At Oy 08
WEAIKGIQ OSND o0bSaaStKlIdzZF HnanpYumod {KS NBYIFNj] & i
constructions] only include combinations @fe of the verbsnake, take, giveandhavewith an indefinite

article and an eventive noun that is identical in form to the verb with which the whole construction is
NRdZAKf & ddy2yevY2dzaQ obSaasSt Kl dzF Hnnpdelexica MWUSAA & A

)¢
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GKA&A adaddzRéx YR 2yS gKAOK !''§3S2 oOompppo Ffaz2 dzas
LINERAOFGS&4Q FyR R2Sa y2i dzas$S GKS GSNXY WRStSEAOI
combinations havdseen the subject of great deal of research, their relation to collocations is not often
discussed, another reason for investigating them in my study. However, Nesselhauf makes it clear by her
definition that, although some of these combinations may fall within her defintiorestricted collocation,

others may not. In many cases in her corpus these combinations are regarded as deviations, used where
singleword verbs would have been more appropriate; she found that in many instances the learners in her
study used these SV&K SNBE Wl y dadzyaiNBGOKSREZ APSd | RSNAGI
idiomatic. She provides as an examgl®e me relaxationinstead of the more appropriateelax me
(Nesselhauf 2005:112).

The MWUs investigated in this study are combimagi featuring one of three higliequency verbsHAVE

MAKEand TAKEdza SR RSt SEA O f f dbjec®A DK f BHE2 VAPOIYPTADESL 2N W
1973:35). Stein (1991:5) describes the eventive object (the noun in the combination, that is) as
WasSYlLyaAaolrtte |y SEGSyaazy 2F GKS GOSN X «@HKIF G8
SELX I Ayad WRSOSNDBIt y2dzyQ | & aiskh® lexical i ofithe phiadeO Rhis O 2 Y
word has the formal attributes of a noJX] and has been referred to as a deverbal (or as a-derovation

y 2 dzyfheseabe combinations such dsve a lookmake a claim, take a walkn these combinations, the

verb is used delexicallyhat is, it carries little semantic content of its own while the naainries the weight

of the meaning. In examples such as the ones abtha meaning appears to be mostly carried by the

noun, and many such phrases mean the samalmost the same as corresponding singierd verbs. For

instance, the examples above could be replaced by the véobk, claim and walk. Such delexical
combinations are very common in speech and writing. Stubbs (20€3332nade a search for the lemma

TAKEN a corpus of over two million words and while he found 400 examples, this lemma was used in its

f AGSNIf asSyasS 2F WINIaLl gAlGK GKS KIYRQ Ay 2yfe | ¢
was that by far the most common use of the W@rAKBvas in delexical combinations suchtake a deep

breath, take a photograph, take a decisig8tubbs 2001:32). He emphasises that delexicalisation is
common in English, and quotes Sinclair (1989td in Stubbs 2001:33), who claims that the meanaig

words when they are chosen together is different from their independent meaning; they are at least partly

delexicalised.

Algeo (1995), in his detailed study of this aspect of phraseology, agrees with Stein (1991) and others
researching in this fieldtF & GKSNB Aa |a &Sd Wwy2 3ISySNrtfte | OOSI
WHiKS AN YYFGAONt kt SEADS t [(199B3DAN QMHA (Gl2tyt & daOK Hya WSE
GKA& A& WI yobjectReandtidtian AinOwhiéhShéeBrb (e.g.do, give have make or take) is

semantically general and the object is semantically specific (sudorasrsault nod, rest, promise or
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walkd Q 0! f 3SR A mphpp¥HKSaAS O2yailiNHzOGA2ya KIFI@S |faz2z 0SS
(Live 1973:32)Heriphrastic verbal constructio@Wierzbicka 1982)¥hrasal verb typeQ(Stein 1991),
YAGNBGIOKSR @SNb 02y &0iMWexo0qh vy a3 RO bySaadal I 02KNIdgF HSIND  (
2004).

[ Fy3aSN) 6unnnYo0d RSTFAySa RStSEAOFE O2YoAylGAz2ya |
6SIF1kNBRdzOSR @OSNbhas 6KSNB (KS y2dzy OFGS3aI2NAT Sa a
predicative noun (called an eventive noun in thegent study) a®ne which signifiesan action or state.

WKS y2dzy KlFa |y FNBdzYSyd adNHzG0dzNBZ A dSdqlanfedt & dzo
20046 ¢ KS aSYlFyGAoOa oYSEFyAy3au 2F (KS & dzLIEd2mMeitc S ND
FSFGdzZNBa GKIFG NS NBf SOl yiiangar2004@)SINGEs paperNArfger distzsses I a 3
the difficulty of finding these constructions by tagging, a point which | take as added support for taking an

essentially corpusirivenapproach to these combinations myself.

In the opinion of Biber et al. (1993hesecombinations are restricted MWUs which occur habitually (see

[ FdZFSNJ FYR 2FfRYFY WHammMYcnyO0 YR RBYNBEAIGADEE & QI
and Waren 2000; Langer 2004:6). The combinati&ilser et al. (1999)efer to, like those investigated in

this study, differ thus from free combinations, where individual words can easily be replaced by other,
grammatically appropriate words; although moallow for some replacements, these restrictions are
sometimes seemingly arbitranBiber et al. (1999:1026@xplain the phenomenon thushave take and

make, F2NJ Ayaidl yOSs O02Yo0AyS gAGK WI F2ftt2¢Ay3a y2dzy L
YNY | OfAYyS 2F ARA2YLFGAOAGEQ 0656 S Shaved bakiNakeiai A 2 y &
killing, take timeZ ' YR (K2 &S gKAOK WNBI(l AQAs ine Bavedad BiBa oydsel Y A y 3
made asandwich you can take a snack your pocke@ ® Ly (KS YA RaktivBly idiodBtiQl K2 2
phrasesfuch asave a chancanake a statementake a walklp. 1027) Biber et al. (1999:1027) also note

that although theWWore meaningof the individual words is retained, all these types of expression do tend

to take on a more idiomatic meaning. These scholars, like Stubbs (2001), also note that most of these

expressions can be replaced by a single verb.

This last aspect is particulgrcritical to my own study, in that these combinations are regardedoas
(Algeo 1995) delexical MWUs only when the siiwgbed verb and the noun are identical, both in form and
in meaning, e.ghave a sleep- sleep make a mess mess take a walk=walk. If the form of the noun is
different in any wayfor instancebecause it is plural, or because it is a derivation formed by affixatioim
the passive voice, or if another singl@rd verb is required to provide the same meaning as the NV
combinaion, the combination is classed in my study as a pseudo delexical MWU (Algepfa@xpmple,

have the disgracanake lovetake a decisionSimilarly, if a definite article is used instead of the indefinite
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article, or no article, as itmave control,either becausethat is the grammatically acceptable usage or
because it has been used in error instead of the indefinite article, the combination is classed as a pseudo
delexical MWU in my analysis because it is in most cases impossible to judge whitliesitmply a slip of

the pen or the way in which the student habitually uses the combination. As far as errors as opposed to
mistakes are concerned, | investigated the corpus and extracted all delexical combinations. Thus, if such an
MWU was not a corealexical MWU it was in almost all other cases a pseudo delexical MWU; but whether
this came about through a mistake or through misunderstanding the rules of the combination (an error) or
by the restrictions of usage was not always clear. For this reagidmibt take the analysis any further than
simply distinguishing core from pseudo delexical MWUs. As far as restriction of these MWUs is concerned,
| 2 ¢ | NIDIEDI&X1F0)category of restricted collocations (Levels 2 to 4) applies tse §4.2.2

According to this definition, then, these MWUs are collocations made up of monotrahSitare patterns
OOSND b y2dzy vt gKAOK 200dzNJ 2y 126 NIKQa Ompdpylt I 0
somewhere between free combinations and idioms. 8oof the expressions, such &ske care are

regarded by Biber et al. (1999) as pure idioms, others simply as idiomatic. These combinations are more
transparent than idioms, but this does not mean that they are always compositional (Erman and Warren
2000:51). The fact that they are not always compositional is what makes them so difficult for learners to

master.

The following two sections focus on studies of MWUs featuring-figffuency verbs and the challenges

these pose for learners.

4.4.2 Studies investigang high-frequency verbnoun combinations

This section deals with studies which have investigated MWUs comprising combinations-iségigincy

verbs and nouns. As already indicated in Chapter 3, two seemingly contradictory observations have
emerged abotthight NBlj dzSy 08 @SNbayY (KSaS @OSNba GSyYRamiz o685
early, widely usable, and above all sdfedausehey do not show up as errors) are hugely overused, even
among learners sufficiently advanced to have been weandd ofi KSYQ 61 aaSf aANBY wmod
findings, see Altenberg and Granger 2001; Kaszubski 2000; and Ringbom 1998). However, learners also
experience particular difficulty with these words, especially when they are used in multiword combinations
that are restricted or semiestricted(see 8448 ® Ly KA a Wdzy RSNHza S Ke LR GKSaA
learners avoid these higlequency verbs, especially where they are part of idiomatic phrases, making use
AYaGSIFR 27F Wt NBS NIichhksBaillagghdgelsbutlysiltegsaN 6@ INRIANFSK 0 {
1991:79).

" Amonotransitive vertiakes one object.

85



Chapter 4
' Fa&aStaANByQa aiddzRé omdpdnYHNnHO F2dzyRI O2-ffeguehcNE (2
words such aglet6 g K i aKS OlFffa WO2NBQ 42 NaagandKeblBdatingh y  F I

widely) were significantlyovemused, resulting in mismatches and dissonances which are primarily
collocational. Often these utterances are not wrong or inappropriate in meaning but in usage. She explains
GKA& a Wky »bSiNappiopriate sintply thréughidishiarmony with the words around it
gAGK2dz 0SAYy3a RSGOALYyG Ay YSIEyAy3a 2N adetsSQ 611 aas

.FASR 2y . AaldzZla oOmppHO FAYRAY3IA GKIG [w fSIENYSNE
objects, H 34 St ANBY ombpdnYHppO LRAAGSR GKFG AF £ SFNYSN
tendency will be to use a core item. Using a task she designed herself, Hasselgren investigated the use of
transitive core verbs by advanced learners of Bhglind native speakers. She provided subjects with the

direct objectstreatment, identity, reputation and sympathyand asked them to complete the sentence by

filling in a verb. On examination of the verbs the respondents provided, she defined the follasvoure

words: give, get, take, have, know, keep, t@fild make She found that although both groups preferrtm

usethese core words rather than momative-like collocations, such asdminister treatment for example,

learners used them significantlyare than native speakers, underlining once again the overuse of familiar
items by learners (Hasselgren 1994:2856). She also found that the types of wrong word choices learners
made tended to lead to wrongness of collocation or style rather than of mega(i994:256); learners

seemed to have little intuition when it came to native speaker patterns. This, Hasselgren (1224256

felt, provides a convincing argument for teaching language in chunks rather than focusing on words as
isolated items. This alseupports the argument for encouraging more extensive reading which would
provide learners with greater exposure to written language, a point which is expressed elsewhere in this
thesis and one which is particularly relevant to learners in South Afriea.Ndsselhauf (2004, 2005) and
Granger (1998b), Hasselgren found that the overuse of wrong core words and synonyms was clearly
AYyFTfdzSYOSR o6& (GKS [mM® | 26SOSNE | aaStaAINBYy F2dzyR
environment of divergencein other words, both the wrong synonym and the correct alternative are
translations of theL1a 2 dzZNDS A GSYQ oOmMdppnYHpnOd ¢KSAS FAYRAYyI:
teachers are more aware of some lexical problems than others. It may also explatheyhare less aware

of the problems caused by the wrong selection of synonyms or by errors in association (19928249

What Hasselgren concludes, and what | hope my study will show too, is that words do not have to be
WgNRYy3IQ (2 085 pRdeTumidionAiy dr undandika. diich \Bofds are what Hasselgren calls

Wi SEAOI f SRR éwoddSthaNdte(lamdian edauisé theravabe direct translations in the L1, or
because they have been learnt early on in the process of langieageing and learners cling to them
0S0OlFdzaS GKS&@ IINB aStR2Y YINJ SR WgNRYy3IQOD
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Ringbom (1998) used seven western European learner corpora from the ICLE database and found that most
of the top 100 most frequent words were function words with grammatical meariigyfindings revealed

that learners tend to overuse auxiliary verbs suctbashave do and can NSs used fewer of these high
frequency verbs but their usage also revealed a different distribution of these wordsNid&s Only four

verbs (ake use believeandfeel) had a frequency of 10 or more per @00 words in the NS corpus, with
makethe most frequent of these. NNSs also made great usaake,but they tended to use verbs such as

think and get even more than other higifrequency verbs, and theuse of highHrequency verbs in general

was on the whole much higher than that of the NSs (1998:43). The overuse of thgetevas particularly
SOARSYUGU Ay UGUKS L/[9 O2NlJza FyR dzyRSNI AySR (KSas

inclined to use words in contexts where NSs would not choose them (see Hasselgren 1994).

Ringbom (1998:50), like Fan (2009), remarks on the limited vocabulary of advanced learners: although
frequency lists revealed that a few common words were underused bpdesra lot more were overused,

NEII NRf Sdaa 2F (GKS fSINYSNEQ [mMd ¢KAA 2FSNHZAS Aa 2
4 Rdz € X adSNB2GeLIAOIT I yR @I 3dzSimativel fgaturesiof B IELEQ A @
corpusab Wt Saad RdzS (2 SNNBNB (KFy (2 |y AyadzZFFAOASyld
2F (GKS NBaz2daNOSa F@FAtlFoftS Ay 9yIftAAKQ OmMphy YpmMO @

' F3a8f ANByQa omMopdno FYR wAy3Io2YQAa 6 mdrdiyhas bedmg RA y 3 2
clear that it is not always the meaning of a word that is problematic for learners, but rather how this word

is used, particularly those simple, hifflequency words that arso taken for grantedby both learners and

GSF OKSNE® ¢ KA & Obsifn, apbkendr viritheh, Sdyirdl Ndidi@amaSctandNeBking in fluency.

lf 6SYoSNB YR DNIYYISNDRA O0HANAMO Kashubsk &2800)Mee/aRd Ghén2 3 S
(2009), Liu and Shaw (2001), Nesselh@2dD8,2004, 2005) and Wang and Shaw (20@Bpw that this

difficulty is a universal one, although error types do seem to be partly L1 spécffiidi K2 dzZ3 K GKS&as$s
verbs (Kaszubski 200Baquot 201D appear to be monosemic, in actual fact they are polysemic because
WHKSANI YSI YAy I yIHTNBEL SR H0OdING RO2ANISE i dzl T cikedlid BINB y G A
and Shaw 2001:173; Altenberg and Granger 2001). These words also attract more collocates because of

their polysemy (Kaszubski 2000:15).

By taking a contrastive corpus analysip@@ach to the investigation of the use of the womtbkein two

main corporag the CSLE (Chinespeaking Learners of English) and the NSE (Native Speakers of English)

corporac Liu and Shaw (2001740 A RSYGAFASR (KS WA RA 2 adagedmMdn afdrQ 2 ¥
to suggest strategies for vocabulary teaching. They support the analysis of these words in a study such as

the one described in this thesis because they are not usually the focus of ESL/EFL vocabulary instruction.
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They found that learnes of English useshake(and its various inflections and derived word forms) far more
frequently than native speakers, regardless of the category of text considered (Liu and Shaw 2001:176).
These scholars question whether this overuse is unique to Chieas®ers or a feature of all NNS learners
writing at this level.This is an aspect which the present study will also address: will the writers in the
student corpus show the same tendency to overuse iighuency, more familiar lexical items to convey

their meaning?

Liu and Shaw (2001) do not specify a delexical verb category when lookingkatc they distinguish

several categories according to the grammatical properties of the word, but they call this particular usage
wO2 YL SE & Smdid+h + prdg),Nlich &dake use gfmake fun of make a mockery ofwhich

they include with their definition of phrasal verbs (which they describenakefollowed by an obligatory

particle, an adverb, a preposition or both, suchnaske out make off with[Liu and Shaw 2001:177]). The

present study takes something from Liu and Shaw (2001), but develops the category of delexical
combinations further and focuses on that. But these scholars repeat the point made by so many
researchers mentioned ithis thesis: trat verbslike make take and havetend to ccoccur with other words

G2 F2N¥Y LINBTFIFIONAROFIGSR O2Yo0AyldAzyar (W8 andshan?2y Sy
2001:183%p ¢KS& o0StAS@PS GKIG GKAA Aa || WadNBy3IdK gKAOI
Shaw 2001:183). Thus they would regard the MWUs in this study as restricted owresémsted
combinations; there is a degree of freedom in what wordsyniae combined, such amake a
decisiommistakd speech but there is a restriction on the number of items that can be combined with these
verbs (2001:184). It is thus idiomatic and acceptable to native speakers toadaya decisionr a choice

or a selecion, but notmakean optionor make a determinationLiu and Shaw (2001) found that the senses

of makewere more specific and more varied in idioms and phrasal verbs than in freer combinations. They
Ffa2 YIE1S Fy AYLRNIFYyG 2ensesfiNaleididi’ gorelbkrdolimeanikd thel Of 2 2
more objects it can combine with, and the more metaphorical, the more fixed it is the less freedom it
Fff26a4Q O6[ Adz | Yy R stydKthug dealswitn iiynirgquence vodaButary biit also provides

insights into delexical verbs, which the studies discussed in the next section have taken further.

In a comparison of the collocational errors of Swedish and Chinese university students learning English,
Wang and Shaw (2008) notethat advanced learnersjn particular, experienced difficulties with

02ttt 20F0A2ya F2NN¥SR GAGK ¢ KIEOOA f RSB RRYF YNIOG DSND & §
WAY3o2Y omMphpy v K2 f221SR lgét. 2RI& vOSRA  §TRNIf KNBGX
Ring 2YQa omdppyyv &addzRASaE NB@SFESR | t+F01 2F O02ftft?2

language backgrounds when using this verb.
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It is clear from this section that certain hifffequency verbs can be a source of difficulty for learners. As
Partinge y omMdpdhy v Lldzia AdY WeKIG Aa F2N¥IFffe LI2aairof S
YR A& y2i 3F320SNYSR o6& O2y(iSEi(: 6KAtS 4sKIG Aa ¥FS§
contextrelated, that is, they are knowledge systemisich permit language users to make certain decisions
o2dzi fFy3dzad 3S dzaS RSLISYRAYy3A 2y GKS aAilbdz GdAz2y GK:
(Partington1998:18). In other words, while grammar governs what could occur in language, thiz will

limited by what is psychologically feasible, sociolinguistically appropriate and actually frequent, but also

typical, among speakers of the language (Stubbs 2001:61).

In the following section, empirical studies which have focused specifically oniailesses of high

frequency verbs are discussed, as it is this type of MWU which is the focus of this study.

4.4.3 Highfrequency verbs used delexically

Stubbs(2001)believes that such MWUs as those investigated in this study, though they may not be idioms,
are idiomatic, in that they are used in a particular way, sometimes arbitrarily, by native speakers. That is,
they are what he calls transparent (see Erman and Warren 2000:54): they are more transparent than
idioms, but this does not mean that they are ala@ompositionalg they are not difficult for learners to
decode (read and understand) but they cause difficulties when it comes to encodingctbhecause the
learner simply has to know the conventional way of saying these things (Fan 2009:111; Faidbbieatat

1995; Martinez and Schmitt 201Resselhauf 2003:224

CKIFIG GKS 02YY2y @SNbaA FSI GdANBRY 3§ @ KSESYy @S NBE I \WB
Stubbs 1991Yan 200Bin learner language, both written and spoken (Laufer and Wald?844 ; Howarth

19983 b; Lennon 199pis well documented. For instance, using a computerised corpus of EFL writing made
up of two samples from the ICLE database, one of writing by advanced fseeaking learners of English

and the second, of a comparabsize, made up of writing by Swedish learners, Altenberg and Granger
(2001) focused on the grammatical and lexical patterning of the neakeA y A G dzZRSYy 14 Q & NR (A
particularly interested in whether learners overused or underused -fighuency erbs likemake They

also wished to investigate whether higlequency verbs were particularlikely to cause errogsand the

part played by L1 transfer in the misuse of these verbs (Altenberg and Granger 2001:178). They note the
following characteristic®f highfrequency verbs which might make them problematic for learners: they
express basic meanings; they have equivalents in most languages; they are highly polysemic because they
tend to be used delexically (an important point in the light of the préssndy); but they also have

languagespecific, specialised meanings, especially in collocational and idiomatic uses.
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Altenberg and Granger (2001) found that the Swedish and French learners underused thaakerin

delexical structures, while convergedverusing the same verb when it was used causativelyt@ergake
somebody believe somethingrhey examined collocates ofnake that occurred at least twice in the
corpora; one of the main differences between the NS corpus and the two learner corparanwhe
TNBldSyOe 2F WaLISSOKQ 2 NJ avamgrhent) daim Qdi, Ystignmett) case 2 v Q
Almost a third of NS tokens belonged to this category of speech nouns, while only 9 to 13% of learner
instances did. The learner cama also coF A NY¥ SR { Ay Of I ANR& Wdzy RSNUzAS K
revealing that learners may simultaneously overuse a -fighuency verb and underuse its delexical

structures

NNSs also misused these delexical structures. This was in fact the categorgcthaitad for the majority

of learner errors withmake in the corpus, some of which could be explained in terms of interlingual
interference. Thee errorsalso illustrated the difficult choice betweemake and do facing EFL learners.

Results of this studyhew that, even at an advanced level of proficiency, EFL learners have great difficulty
with highfrequency verbs such asake6 ! £t G SY 6 SNH YR DNI YISNI HAaamMYMy g0 ¢
findings are particularly relevant to the present study, as thapport the very premise of the choice of

MWUs for investigation in this study.

More recently, Laufer and Waldman (2011) also noted the importance of these delexicalised verbs and
their collocations in their study of vemoun collocations in the writingf three groups of Hebrewspeaking

second language learners at different proficiency levetey found that the NNSs used fewer collocations
overall, using significantly fewer of these combinations than Mfes, revealing that collocation poses
difficulties even for advanced learners (2011:6685).As in Altenberd Y R DNJ YISND& O H AN ML
and Waldman (2011:664) found thatompared to native speakers, learners tended wademuse
O2tt20FdA2ya O2yidl AyAy 3 ¢ ke haefiiakdor tNGSEF WitNJpadiidilar | & W
amplifiers yery, completely, highly, strongly

[ FdzZFSNJ F YR 2 fRYFY OHnmMmMO aGNBaa GKS AYLRNIFyYyOS
component of secondanguage (L2) lexical competence in addition t&th {1 y2 ¢f SR3IS 2F aAi
(Laufer and Waldman 2011:648), and they underline the now commonly accejgedhat knowledge of

MWUs improves both the quality and the fluency of language, both spoken and written. They mention
studies which have found that learners who have control of the idiomatic dimension of language sound
both proficient and fluent; these corsictions are an aid to fluency and idiomaticity. Such control also sets
advanced learners apart from intermediate ones (Thornbury 26id@d in Laufer and Waldman 2011:648).

Gledhill (2000citedA Yy [ FdzZFSNJ ' yR 21t RYFY Hawmibl¥ omaywiterdoShe A SPS :
FTtdSyd eAGK2dzi | GK2NRdAK (y26f SRIS 2F (GKS LKNI &
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Laufer and Waldman (2011) note, like Howarth (1®98hat this has much to do with the fact that the
procedural vocabula® of academic disciplines consists in large part of predicate structures sunhlkasa
claim, reach a conclusiqradopt an approactand set out criteria Such structures are often made up of
highfrequency verbs and eventive nouns. If learners are unawarethese conventions, the
comprehensibility of their speech or writing may be affected: they may not be able to exphedghey

know about a subject, either precisely or concisely.

Laufer and Waldman (2011:651) observe that several corpus studies hagtigared MWUs comprising
collocations of higHrequency verbs and nouns through a comparison of learner data with native speaker
corpora (Bahns and Eldaw 199Farghal and Obiedat 1995jasselgren 1994 For instance, Kaszubski
(2000), looking at the higfrequency verbs often used in delexical structures (in this basdiave, make,

take, do, ge} and their various combinations in corpora of Polish, Spanish and French learners of English,

found that delexical collocations were underused.

As noted aboveNesselhauf2003,2004, 2005) separates collocations from stretched verb constructions
(SVC), while | do ngg4.4.1).She notes that SVCs, or delexical MWUs, have been found to be particularly
difficult for language learners (2005:211), mentioning Alengoand Granger (2001) asstudywhich has
revealed this finding. In her study, she found that these combinations made up over 20% of all the
collocations she identified in her German learner corpus (Nesselhauf 2005:211). Studentsvsedake

do, give and take most often (in that order), with a few occurrences fafd, come tq live, put and pay.

Almost a quarter of these SVCs were judged as unacceptable. When those which were questionable were
added, 43% of all SVCs were deviant. She found that stsdeere more inclined to makerrors in
combinations where the verb takes a relatively wide range of nouns, than where the number of nouns a
verb can take is more restrictggvhat she terms RC1 restricted collocatiprssich agpay attention take a

picture (Nesselhauf 2003:233). This may be because R@O2 YO AY I A2y & | NB WY2NB
LINEP RdzOSR |4 6K2fSaQ ¢oKSNBlIaA GKS fSaa NBaGNRAROGSR
thus more potential errors (2003:233).

Thisfindingsuggestshati KS € S NYySNE Ay bS&aaStKIdzZFQa addzRé OHAJ
did not find these combinations as difficult as collocations which were not §\Wbsl she mentions

| 26 NIKQa omMdphy o0 &l dzRe s, BUCA WitK liglht vePbs, aspexially thod withhigiR A y 3
frequency light verbs, such dige a life live, give solutions to & 2 f @iGeStherh sé$pect respect

were not in the main produced incorrectly when they were used by learqdnst because learers used

these structures often and because they often contain Higlquency verbsthey got them wrong in the

UPNR OSRdzNF £ 1y26f SRIS Aa W Y2 RickhiRsSaSd S2Hidt@0a), md@duralSdedbalanvouldy  + O G 7
be that which expresses thew toaspect of particular disciplines
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W oaz2fdziS aSyaSQ Irdhéraver®fhirladgiment is thap bécawsa léatners tend to use

these combinations frequently, themistakes in using these higlequency verbs are seen often, leading

to the judgement that learners find them difficult.

In a study of spoken English, Shirato and Stapleton (2007) compared a small corpus of spoken language
from adult Japanese NNSs Bhglish with an established NS corpus (conversational components of the
BNC). The authors found that Japanese NNSs differed particularly in their underuse of, among other
features, delexical verbs. Although much of the emphasis in corpus linguisticsettvamteen on written

texts, Shirato and Stapleton (2007) showed that NNSs used delexical verbs relatively infrequently in their
speech when compared to NSs, seerhimgluctant to use expressions suchget doneand get lockedn,

for example, and unawarthat such delexical words may be more appropriate in spoken language than
more formal singlétem verbs (Shirato and Stapleton 2007:407). These findings are supportive of those of
Altenberg and Granger (200&hd Laufer and Waldman (2014)d show that gen advanced EFL learners

can have great difficulty withigh-frequency verbs such dmave, makendtake.

Similarly, in their study Lee and Chen (2009) also took a muttiptgarison approach to an investigation

of words and phrases which were overuseshd underused by learners. They compilétiree
complementary types of corpo€¥2009:151). The first corpus, the Chinese Academic Written English
(CAWE), consisted of dissertations by Chinese undergraduates majoring in English linguistics or applied
linguistics. In addition, they used the Expert Journal Articles (EXJA) corpus, made up of articles from various
linguistics and applied linguistics journals. Their third corpus was a section of the British Academic Written
English (BAWE) corpus, comprisinghhégoring student essays written by native English speakers, which
they called the sulworpus BAWH. This last corpus was used to validate results from the comparisons
0SG6SSy GKS /129 FyR 9-W O2N1}2NI T {d¢&&ademidlexizgo TSt
grammatical features, a kind of haifay house between EFL learner texts and published journal articles

GNRGGSY 068 SELISNIAZ YR GKSNBFT2NB a2YSGKAYy3I 27F

PaAy3 | 1Ses2NR |y topdsR BRA &FR YS (ukez2RRIE2YI& QE [ SS |
frequency information to identify salient patterns for further investigation. This technique allowed them to
identify both positive keywords, those that were overused when compared to the reference capds
yS3AFGAGS 1Se@¢2NRa 2N GK2asS GKIFEIG 6SNB aA3IyAFTFAOFyif
most of the overused words and phrases were cleskds or function words such aan, the, some and

very highfrequency common words sucls enake, besides, get, helghey observe that these words are

y2i F20dzaSR 2y Ay 9!1tX gKSNBE GKS adiNBaa (GdSyRa (2
List (Coxhead 2000). They then conducted qualitative investigations of concordancesllagdtions of

the key items, focusing on five key items and their associated clusters. Like Altenberg and Granger (2001),
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Lee and Chen (2009) found that the higbguency vertmakewas used much more frequently by Chinese

f SENYSNE Ay BKGEIO8KBO ZRBNWRIESEAOITQ O2yaidNHzOGAzZY
corpora. However, many of these expressions were in actual fact unidiomatic enatimelike; these

scholars observed that the function words and@d® f f SR Wa A YIUINS @ A & MR 2 OOWzNINE R
LIN2OEfSYFGAO LI GGSNYya NIGKSNI GKFYy o6SAy3 NYyR2Yf @
makewas often used by learners as a substitute for other causative verbs in usages whicinmaterra

or Y4nformal or olloquiakb H nndpYmMpc v ®d® ! £ a2 y20A0SIo6ftS Ay addzRSyid
| KSYy ounndpYmpyo OFff Wytylistt shRallociohal \ghiclzthoagh doKactudhy 3 Y |
wrong, were awkward and unidiomatic. They cite the exangbimake a conclusionyhich was used by the

NNSs; the NSssed conclusionwith other verbs such adraw, reachand arrive (2009:155). What they

noted particularly was that Chinese learners need training indhbtle facetQ2Le® and CheB009:159)of

meaning of many of the academic expressions that they had been taught to use in their writing.

This study by Lee and Chen (2009) supports the value of using learner corpora to identify difficulties in
academic writing and attempting to rectify ther@hinese learners, like many South African learners, have

little exposure to expert writing other thaim their textbooks. Much of the time teachers of English in these
contexts are not mother tongue speakers of the language and often lack the native 8iBske A y ( dzA
Fo2dzi Wadzodf ST LINI IYFGAO yR adGefAadAald AaadsSaqQ of
study, however, is the finding that many of the patterns they identified as problematic contained common
high-frequency words and funan words that occur frequently in collocational patterns which we would

do well to teach our students. In other words, academic vocabulary alone should not be the entire focus of

our instruction.

This section has provided a brief overview of some studikieh have reflected the difficulties learners
experience with the reception and use of MWUs containing delexical verbs. It therefore seems reasonable
to examine the behaviour of this type of collocation in both expert and novice writing, and in thioway
identify some of the difficulties that student writers may experience in the use and identification of these
constructions. This should, it is hoped, lead to greater insight into the problems among South African
university students in particular and maagsist in developing strategies to assist learners in general in

recognising and using these combinations.

4.5 CONCLUSION

In this chapter | have discussed formulaic language in general and delexical MWUs in particular. The
findings of these studies make itear that these word combinations pose challenges for learners. These

units of language, in their many guises, are regarded as an essential component of lexical competence,
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together with the knowledge of individual words (Laufer and Waldman 2011:648),aanghrticularly

crucial for second language learners to master. Their use improves the fluency and quality of both spoken
and written language (Fan 2009; Nesselhauf 2004; Pawley and SyderSt8&80 and Stapleton 2007;

Wray 2002. Howarth (199&:34) belevesthat phraseological competence is vital to successful style; clarity,
precision and a lack of ambiguity are crucial to academic register, for instance. A student must develop an
awareness of the arbitrary restrictions that exist on collocation (Httwa®9&:162), particularly when

writing in an academic context. Learners need to understand that such restricted collocations make up a
AAAYATFAOLI YOG LINL 2F | G@LAOKHE yIFGAG@S aLISE{SNRa al
non-nativewriter and speaker is knowing which range of collocational options are restricted and which are
FNBES 01 26FNIK mMphyl YocOY WiKAAa Ayg@d2ft@Sa RAAGAYIdzA
what is collocational and thus highlyLJS O A FaktlD1Q98&:42R2 &

The current study fits into this area of linguistic study, in that it investigates the production by a group of
student writers, both NSs and NNSs, of delexical verb + noun collocations, and their ability to distinguish
0SG6SSy (K8Q WadR I &S wO2ftt20FiA2ylfQY GKIFIG Aaz 0
restrictions that idiomatic English places on collocatjoirs an effort to establish whether the
restrictedness or semestrictedness of these MWUs and their roomposiional nature makes for greater
difficulties for students with less adequate vocabularies. This is an aspect of vocabulary studies which has
been addressed relatively infrequently by researchers and | hope that my study will add value to the body

of knowledge on MWUSs, particularly in the context of student academic writihgpe in this study to shed

more light on the difficulties experienced by the students in my sample in the use of MWUSs, and in this way

to add to what researchers in the field have revealedwlihis linguistic phenomenan
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/| KILIGSNI p
aSUK2R2t 238

5.1 INTRODUCTION

The focus of this chapter is the description of the methods and processes followed in this study. The
chapter isorganised according to the three phases of the study; these are briefly dedddbether with

the research questions driving each phaskereafter, the research design is explained, followed by issues
of validity and reliability, that is, issues related to methodological rigour. The three phases of the study are
then described in etail. Because Phases 1 andirBolve similarquantitative methodologies they are
describedfirst (85.7 and 85.8)followed byPhase2 (85.9) whichinvolves both quantitative andualitative
approachesFinally, justification for the techniques usecdtlis study is provided and ethical considerations

are discussed.

5.2 RESEARCH QUESTIONS RNASES

As indicated in Chapter £1.5), this study was designed to provide answers to six main research questions,

each aligned with a research phase:

Research Question (Phase }

What is the size ahe productive vocabulary of undergraduate students?

Research Question 1 was broken down into four-qubstions:

Research Question 1.1: What is the size othe productive vocabulary of students at each level of the
VLT, within and across two courses?

Research Question 1.2: Are there significantdifferences in the size ofthe productive vocabulary of
male and female students?

Research Question 1.3: Are there significant differences in the size ofthe productive vocabulary of
students from different age groups?

Research Question 1.4: Are there significantdifferences in the size ofthe productive vocabulary of

students from different language backgrounds?
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Research Question Phase )
What is the relationship betweethe sizeof the 4 1 dZRSY 14 Q LINBR RdzOGA @S @2 Ol 6 d:

performane?

Research Question @hase 2
How does the distribution of the functions of the three selected verbs compareirwdand across the

Expert and Student corpora?

Research Question 3.1: How does the distribution of the functions of the threelectedverbsin the
Expert Literature corpusompare with the distributionin the Expert Law
corpus?

Research Question 2. How does the distribution of the functions of the three selected vearbthe
Student Literature corpusompare with the distributiorin the Student Law
corpus?

Research Question 3a2 How does the distribution of the functions of the three selected varbthe
Expert Literature corpuscompare with the distributionin the Student
Literature corpus?

Research Question 388 How does the distribution of the functions of the three selected varbthe

Expert Law corpusompare with the distributionn the Stident Law corpus?

The second part of the analysisvolveda closer focus on thtMWUs containinghe selecteddelexical
verbs,an analysis of these MWUSs for deviance and a focus on the errors within the MWUs that gave rise to

this deviance. Theseoncernsare addressedn Research Question 4

Research Question Phase 2
| 2¢6 R2Sa aidzRS Yy drégeencyaadsleviankd/of saletedivivUs2cdmpare with the use of

these MWUSs by expert vidgrs within and across courses?

This question was spiito three subquestions:

Research Question 4.1: How does the usefrequency of MWUSs in theStudent Literature corpus
compare with their use in the Expert Literature corpus?

Research Question 4.2: How does the usefrequency of MWUSs in theStudentLaw corpus compare
with their use in the Expert Law corpus?

Research Question 4.3: How does the usdrequencyand deviancg of MWUs in theStudentLiterature

corpus compare with their use in ttf&tudentLaw corpus?
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¢ K B LYS NI Qis naredl dhls@cause even though it is made up of writing by academics from several
language backgrounds, this writing was put through stringent editing, peer review and critical reading
stages before being published and can therefore be regarded as expert. Thus, itudlyighe actual
language background of the individual authors is irrelevant; the writing in the Expert corpus is regarded as a
model of the sort of academic writing to which undergradegtt this level should aspirBecause there

were no deviations in # Expert corpus, deviations were only compared across the two Student corpora.

The MWUSs referred to in this study are described in greater detail later in this chaptér(83-hestudy

attempts to highlight areas of difficulty in this samplestident writing, and the types of deviation and

SNNR N 6 KAOK OKIFNIOGSNRAS adzOK ¢ Nifleiitify Niie@ncédv@weezO (i A 2
student and expert writing. The differencéis MWUsbetween the texts written by students studying
Literature and those in the Law course were also investigated; the Expert and Student corpora were both

split into two subcorpora, one of Literature texts drone of Law, for this purpose.

In the last phase, Phase 3, two research questions were addressed:

Reseach Question §Phase 3
2 KIFG A& GKS NBfFdA2yaKAL 0SGoSSy GKS aAxl S 27F ai«

selected MWUSs, within and across courses?

Research Question @*hase 3
2 KFG A& GKS NBfF(GA2yaKA Lielect®diMANLS ghd their deRd8ryidipariormagse R dzO

within and across courses?

53 RESEARCH DESIGN

Research can be quantitative or qualitativer acombination of the two In quantitative research, data
collection results in mostly numerical data which are analysed using statistical methods; in qualitative
research, on the other hand, the data are usually /momerical and are analysed by netatistical
methods. This mighnclude the analysis of transcriptions of interview responses, for example. A third type
of study may be mixed, employing both methods; mixed method research will combine aspects of
guantitative and qualitative research in the data collection process @he analysis ofhe data (Dornyei

2007:24).

Quantitative and qualitative studies differ in another fundamental way. Quantitative studies, though they

may include inductive, exploratory research and descriptive statistics as this study has done, tend to
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deductive in natureand hypothesis driven, in that the researcher will develop a hypothesis based on
known theory about the relationship between two or more variables. The empirical investigation then
attempts to support or disconfirm this hypothesi@ualitative research, on the other hand, is essentially

inductive, in that theory is derived from the results of the study. It is thus exploratory and data driven.

Research aims and questions determine tlesearch desigand soquantitative and qualitatve studieswill

naturally differ in the way in which the aim of the study is specified and the way in which this is broken
down into specific research questions. Quantitative research often explores relationships between
variables and questions are thuysegific andrequire specific methodological procedures (Dornyei 2007:74).

vdzk t AGFGAGS NBASEFNOK addzRASazr 2y (GKS 20KSNJ KFyRX
nature, meaning that research questions tend to be less specific than thosgaintitgtive studies, and
gualitative research often sets out to explore a particular phenomenon or idea in order to gain a better

understanding of it and even to develop a new theory.

This study is predominantly quantitative in design and method, althdhghe is a strong element of
gualitative corpus linguisticmethodology in Phase 2. Phase 1 is quantitative in that it includes the
YSIadz2NBYSyd 27F aiddzRSysizé @nd Lol BIRtidrehipAtidsShasdectors sudif als NB
academic courses, gendage andanguage backgroun@nd totheir academic performance, measured by

their examination scores. Phageis also quantitative in that it investigates the relationship betwém®an

studentg NA G SNEQ LINRPRdzOGA2Yy 2F a? ! e, hsyhiRasurek Syitied VLINGhdR dzO (i

their academic performancesmeasured byheir examination scores.

Phase 2 is corptdriven although it does include an element of corjiu$ 8 SR YSGK2R2f 238
definitions and explanations, §2.4.8)¥f SEA QL t 02t t20FGA2ya 2F | GFNBS
through corpus analysis [corpuakiven], but a preliminary stage exists where the linguist chooses
interesting words [corpu® A SR8 Q 0. A0SNJ HAANPYHTCcOD® ¢KS O2NLR2 NI
the concordance lines is inductive rather than deductive: the focus is on the patterns and <ltisier

emerge from a concordance of the corpora, although the particular constructs are identified at the outset,
namely, the higHrequency verbsHAVE MAKEand TAKE, and the multiword combinations featuring

these verbs used delexically. In this studye highfrequency verbs that occurred most commonly in both
corpora were, in frequency ordeHAVE DOMAKE, TAKE, GEand GIVE Although frequency foDQ was

high, | chose to includelAKEand TAKEnstead ofDQ becauseMAKEand TAKEare more productive of the

type of MWU in which | was interested (cf Biber et al. 1988)three of the verbs chosen for the study are

also highly polysemous (see §1.3.2).

% From this point on, the capitalised formdAVE MAKEand TAKE indicate the word or lemma, while the words in lower case,
such ashave has had, indicate those specific wotbrms of the lemma.
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Such combinations make up propositional statements in academic wadtidgl assmed, prompted by

findings by scholars such as Altenberg and Granger (2B@ljarth (1998a, b)Nesselhauf (2003, 2004,

2005), Langer (2004) and Kaszubski (2000) among others, that because of their high frequency of
occurrence in general and their docunted problematic nature for learners they would be worth
exploring more thoroughlyBiber (2009) observes that there are no hard and fast rules and it is quite
acceptable to integrate corpdsased and corpudrivenapproachesn this manner. What he callshybrid

approach is generally regarded as acceptabike Biber (2009), | do not consider that one approach is
AdzLISNRA2NJ 2 | y23KSNIT L 0StAS@S GKIFG GKS FI1O04G GKIFG
different perspectives on language i NHzOG dzZNB | yR dzaSQ 6. AO0SNJ HANPYHT (

require has strengthened this study.

The analysis in Phase 2 required quantitative methods although much of this sleag®esolved qualitative
analysis The generation of wordlists for @orpus reveals how many times each word occurs in that corpus

¢ but the analysis of a concordance for a particular word reveals not only how many times that word is
used in the corpus, but its context each time it is ysatbwing for a qualitative invéigation of each use of

the word. In this study | searched the concordance lines manually for patterns and specific combinations,
analysing each occurrence and placing it in a particular category. It is possible to use an automatic tagger to
search a corps, depending on the categories one is interested in, but in this case there was no tagger
available which would have been able to isolate alldbeurrences of the threeerbs | was investigating in

the detail I requiredl focused on fine functional distinctions that apply to the theesectedverbs such as

the identification of delexical uses of these verbsd the tagsets | am aware @fsuch as the Penn
Treebank® ¢ simply do not subcategorise so finely. | thus hadamion but to do all categorisation
manually.The identification and description of deviant MWUs was a qualitative proatithsiugh these
OFGS3I2NRASa 6SNB>X 2F O2dzNESZI INI YYI GAOIMNUHCE. IRSEFAY ST

and Chen 209:151) were qualitatively investigated and analysed:

Although corpus linguistics is often seen as a quantitative form of analysis, in fact human input is
required at almost every stage, from corpus building (deciding what should go in the corpus) ts corp
analysis (what research questions should be asked, what should be looked for, what analytical

procedures should be carried out, how results can be interpreted) (Baker 2010:109).

Once all the selected MWUs had been identified they were quantified amadysed statisticallyBaker
notesi KI & WAY dzaAy3 fINBS |Y2dzyda 2F ylLadaNIftfte 200
NEfAFOAEAGE YR @It ARAGE G2 tAYyIdzZAadAO NBASIE NOKQ

guantitativeresearch.

2 Available online athttp://www.cis.upenn.edu/~treebank/home.htmiAccessed 4 February 2014].
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In a nutshell, then, Phase 2 of this study investigates written language, combines methods of frequency
counts, concordancegkeywords and collocation searches ($89.1.5 below)and approaches the data in

an exploratory way, togethewith two important aspects which were more qualitativérstly, the
categorisation of thedifferent functions of each of the target verbs and, secondly, the identification of
deviant uses of the selected MWUs and the errors giving rise to this deviAftbeugh there was no
explicitly stated hypothesis, my informal hypothesis at the outset was that there would be differences
between expert and student MWUSs, and between use by students in the Literature and Law courses; this

wasbased both on intuition ash on the experience of working with these and similar students.

CAylLftftes tKFrasS o Aa ljdadyadAdlraAdsS Ay GKIG Ad Ay@S:
of MWUs and their productive vocabulary size, as measured by the VLT, andctsndc performance,

as measured by their examination scores.

Phase 1 involved the collection of both numerical and biographical data from students who made up the
sampleb data which wasessential to the aim of comparing different grods®cabulary knowedge in
terms of a number of variabldswhile Phase 2 is firmly grounded in the field of corpus linguistics |agie

phase (Phase 3) brings together the data from the first two phases in various analyses.

5.4 METHODOLOGICAL RIGOUR
a8 51 NyeSA S6HnanntYnyov 20aSNWSazr WGKS o0l ard RSTAYAL
FYR GKSNBF2NBE 2yS (KAy3 NBaSIENOK OFyy2i I FTF2NR A
rigour can be enhanced by ensuringlt &t 2y SQa addzRe O2y F2N¥xa (2 (GKS
gt ARAGEET | f0K2dZ3K RSTAYAY3I addzOK WNARAI2dzNR A& + K
(DOrnyei2007:4849). rnyei (2007:50) divides the discussion of these qualitieria into three parts:
reliability, measurement validity and research validity. Put very simply, reliability is the extent to which the
instruments and procedures that are used deliver the same results in the same population in different
circumstancesornyei 2007:50 Rasinger 2010:35Measurement validity encompasses the concepts of
the more traditional conceptualisation of validity, that is, criterion validity (the correlation of the particular
test used with another, similar test), content validigxpert judgement about test content) and construct
gt ARAGE O0GKS SEGSYyd G2 6KAOK G(Sad NBad#Af Ga | NB C
belongs) (Doérnyei 2007:51).

Research validity goes beyond measurement validity inthatitis®dajcE R 6 A G K G KS WYSIF yAy
interpretations placed on the findings of a study by the researcher (known as internal validity), and how far

these interpretations can be generalised to different situations (externaitg (Dornyei 2007:52).
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Relability and validity are important constructs in traditional quantitative and qualitative research,
although they are assured in different ways according to the type of study being conducted. The sections

which follow explain how these criteria were matPhases 1 and(&5.4.1) and in Phase 2 (85.4.2).

5.4.1 Reliability and validity(Phases 1 and)3

t KFaS m 2F (GKA& addzRe YI R Socazmsly Levals Tedt QaAEWIVersioR) b | G A
to measure vocabulary size, and was quantitativel@sign.Laufer and Nation (1999:445) conclude that

GKAa GSad Aa || WNBtAlFIoftSY @FrtAR FyR LINIOGAOIE Y
investigate other aspects of vocabulary knowledge [than simply meaning and strength of vocabulary
1y2¢6f SRAS6 |IyR (Kdza 221 Y2NB STFFSOuA@Ste |G oNB
one ofcontrolled productive ability have distinguished what it tests from what the corpus analysis reveals

2T aldzRSYydaQ ¢ 2 NR his ¥seadebt SfRatbTarysiBeT db INdddithads, af ow inany

words students know how to use in particular, controlled circumstancesinMestigationof the depth of

their word knowledge with regard to a specific set of higdguency verbs used texically in MWUs comes

in Phase 2.

The VLT has been in the public domain for many years, and is freely available to researchers on the internet
and in publications, with the result that its reliability and validity are generally accepted. Laufer and Nati
(1999) report on a study they conducted to validate this test. They tested whether the VLT would
RAAGAYAdzh aK WIHY2y3d RAFFSNBy(d tS@Sta 2F I y3dzZ 3S |
LINEFAOASYOBQ OMpdpdpYoy thetest WaS & Nalid\Nieasdzé 6f vocabaysgowth G K |
0SSOl dzaS NBadzZ 6a NBEFtSOGSR WiKS 3INIRdzZht YIFadSNE 27
AYONBIFaSaQ o6[FdzZFSNI I yR bl (iHezrnfire teshdeiymAviarlissubjects hadS N &

an internal consistency of .86 using the Ku&chardson formula KR21 (Laufer and Nation 1999:39).

These researchers also compiladother three parallel versions of the test, which they checked for
equivalence by establishing whether thevould correlate highly with one another when administered to

the same group of learners (Laufer and Nation 1999:41). Correlations between the four versions were
generally moderate to high and were significant. These tests also led to equivalent dec@iom
regarding the individual test takers. The authors found that any of the four versions of the test could be
used for diagnostic tests, but for the purposes of festest situations they recommend two new parallel
versions compiled from pairs of tesat each level which were not significantly differdraufer and Nation

(1999:44) report the reliability of parallel version C only, namely, 0.91 on KR21.

As noted above, Laufer and Nation (1999:44) found that this version of the VLT was a reliablandal

practical measure of vocabulary growth. It can be printed on only three pages, which makes it economical
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to administer, and it can also be computeriséd addition, it has distory of use in many research studies.

Asit is a modified cloze test, mNJ Ay3 Oly o6S FFIANI & 202SO0GABSd C2N.
O2yGSEGQ O6[FdzFSNI FYR bl A2y mdddYoT0 Ad LINEPOJARSRC
prevent test takers from inserting a word which may be semantically apjatgpbut not from the same
frequency level. Laufer and Nation (1999:37) used the minimum number of letters required to
WRA Al YO A 3 dged Appeiidies 0dzS Q

An independent marker marked the tests; where words could be comprehended esmlling mitakes

were not marked as incorrect and grammatical mistakes were also ignored where the meaning was not
obscured Each learner was awarded six scores, one for each level of the test and the total for the whole
GSadod ¢KS NBf Al 0A faplinp a téseobthefvari@nteShgtiveerothedePsgbiies, i0 h&raain

study was 0.934 (percentages)/0.816 (raw scores), which reflects a high level of consistency.

In Phase 3 of this studgfter the VLT tests had been administered and the examination sottaéned

the link betweenbreadth of vocabulary knowledge, as tested by the Vhmd the use of MWUs by
students, was investigated by extracting a sample of texts from the studert@yora. Using examination
scores as the organising variabtee ten studentswhose scores fell closest to the ®550" and 7%"
percentile groupsespectivelyin both the Literature and Law groups were sele¢tedulting in a sample of

60 students in all. This is a form of rprobability sampling (Brnyei 2007:98) know as quota sampling, in
which the size of the sufroups within a particular sampling frame is defined, and the sample is then
selected from the group of subjects available; thus | had sixgsoips in total, with ten participants in
each: thesewere students who achieved scores that were closest to the respective perceiftiere was

thus a limited group from which these particulgarticipants could be chosen.

5.4.2 Rigour in corpus linguistics [Phase 2]

Various criteria are used to establish methodological rigour in the field of corpus linguistics. As Kennedy
OMphpy Ycnlv y20Sazr WAaadzsSa Ay O2NlJz RSaA3dIy FyR 02
and reliability of research based on a pamiar corpus, including whether that corpus can serve the
LJdzN1J2 & S& F2 NJ ¢ K McERery/and Wasbri(1996y22) Suyh R GoRodnsisting of a sample that

A& WYFEAYFfte NBLNBaSyidldA@S 2F (KS isalsdih dedtnicdzy R S N
FT2NXIG a2 GKEG AG Oy 068 NBFR o6& | 02YLWziSNI | yR
G NASG& 6KAOK AlG NBLNBASY(aQ 0aO9ySNE YR 2Afaz
methodological concepts whichelp to ensure validity and reliability in corpus linguistics are discussed in

more detail.
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5.4.2.1 Representivity and balance

Gilquin and Gries (2009:6) observe that what is important to the validity of a corpus study is that the corpus
is representative and bahced, containing data for each part of the variety/register/genre it is supposed to

represent. TogninBonelli (2001:57) sums it up thus:

There seems to be general agreement among scholars who choose to work on a corpus that this
should be representative of a certain population and that the statements derived from the analysis of

the corpus will be largely applicable to a larger sampleflanguage as a whole.

In other words, the results obtained from the analysis of @edent corpus in this study should be
applicable to students of English at any South African university; the texts making up this corpus can be
regarded as representativof the courses and population under study, comprising as they do writing by
students studying English at a South African university through the medium of English. These students
come from a range of language backgrounds including nativenatime and éreign language speakers of
English. Although this university and others like it in South Africa use English as the medium of instruction
in the main, this is not the language spoken by the majority of students in theitoddgy conversation

and privatelives.

The Expert corpus, on the other hand, comprises writing by expert writers of Eqglish both native and
non-native speakers writing that is typical of study material at any Englmkdium university in South
Africa. The writing in this corpus regarded as a model of the sort of academic writing that undergraduates

at this level would wish to emulate

Gilquin and Gries (2009) also believe that it is important that a corpus is balanced in that the parts of the
corpus are proportional in size the parts of the variety/register/genre the corpus represents, and that it
O2y il Aya GSEG& (GKIG KIF@S 0SSy LINE RdzO®dcorpoya intthe Wy | G
present study can be regarded as fairly typical in that they are reptatem of the genre (student
academic writing in two specific areas of English and expert academic writing from the same two fields),
and the Student corpus comprises language produced in a natural communicative setting, although this
writing was producedinder timed conditions. Gilquin and Gries (2009:7) observe in this regard that writing
examination essays under time constraints is natural in the university classroom context. The corpora are
balanced in that they broadly represent one registexcademianriting (although student academic writing

and lecturer academic writing are somewhat different in systematic wagad both are split into two sub
corpora according to the courses of English Literature and English Communication fdihkeae.courses

were chosen firstly because they represented two different academic genres within the discipline of English

studies and | wished to investigate couwse genrerelated differences in student writing. Secondly, as |
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work in the department where both theseoarses were housed | had easy access to both students and
course material. Thirdly, | was teaching or had taught all three modules and | was thus familiar with the
content and the approach to teaching both cours€&ke choice of these two variants of acate English is

well supported by increasing recognition that the disciplinary variations in academic genres can provide
researchers with useful insights (Lee and Chen 2009:150), and Hyland (2008) and Hyland and Tse (2007)
have suggested that focusing onesific texts from a specific genre can be more rewarding pedagogically

than analysing general academic English.

5.4.2.2  Situational and linguistic criteria

TogniniBonelli (2001:6§61) notes that situational criteria (register and genre) and linguistic critehia (t
selected linguistic features of the texts making up the corpus) are not independent of each other, and that
one of the main uses of a corpus is to investigate relationships between them. She follows Biber (1994,
cited in TogniniBonelli 2001:61) in suggting that the best route to take is to base the initial selection of
texts on situational parameters these can be identified in advance while linguistic types cannot. In the
present study, | was confined to the writing of those students who had coexpliste VLT, although | based

the initial selection of students on the courses in which theye enrolled for the reasons outlined above

(see 85.4.2.1)Register was also predetermined by the fduattthe corpora comprised academic writing.

The same critéa applied to the compilation of the Expert corpus in that | used all the available writing
pertaining to the two courses in question. In this way the situational and linguistic criteria were as

rigorously adhered to as was possible in the circumstarstesnagthening the validity of the study.

5.4.2.3  Size of the corpus

One of the most controversial issues related to the validity of corpus analysis is the size of the sample of
language in a corpudhis issue has more to do withe theoretical stand on the nature of language than

with computer storag&TogniniBonelli 2001:62)Stubbs (1993 1) believesthat the unit of study must be

whole texts;4ew linguistic features of a text are distributed evenly througt@8inclair (191:19) supports

thiscWlI O2NlJdzda YIRS dzLd 2F gK2fS R20dzySyda axdlecohlSy 1 :;
2F aK2NI al YL SaQo

The corpora in this study were situationally defined and, as such, | had to work with the dataAlshihd.
SOzRSyd O2NLJdza Aa + £ SFNYSN O2Nliza G(KS GSEdGa | NB
they were written by students under examination conditions with definite teoestraints.Despite the fact

that texts ranged in length from as few a30lwords to as many as over 2000, | anticipated that this corpus
g2dd R NBGSIt AyiSNBadAy3a a ¢Sttt | a dHedExpdtedps, yi A

on the other hand, consists of texts which vary in length from a few hundred tosisveral thousand.
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l'a G2 GKS I RSldzZ 08 2F GKSasS O2N1ERN} Ay LINRPGARAY3
corpus is more or less adequate according to the extent to which [it] matches the purposes to which it is
LJdziE@ctly howbig a corpus needs to be in order to do tissstill the subject of some debatgarious
researchers have made claims about how large corpora should be to provide significant results. Kjellmer
(1991:115), for instance, suggests that a corpus should e &t &G | YAttt A2y 62NRA
O2yaARSNIOES LINI 2F (KS OBArEema @FO3ciletkiMierdn&dst 1998y117)0 dzNINE
in his study revealethat even 20 million words was not enough to provide sufficient examples for rdsearc

into particular collocations.

Although some of the best known and best documented studies in the area of corrgmsisted corpus

analysis, or concordancing, in language teaching and learning have been done using huge corpora, for
example by Sincla&nd his colleagues on the COBUILD Project (Sinclair 8321.2.2)many researchers

have worked with small, setfompiledcorporaof L2 or learnegvriting which have yielded very interesting
findings. These include Granger (1998b), Laufer and Waldmdri)(Za learner corpus of abou200000

words), Lee and Chen (2009) (CAWE: 98I¥ words; BAWAE: 177153 words; EXJA388490 words),
Nesselhauf (2005) (data from sebrpus of ICLE [German]: 32 essays, average length 500 words), Pienaar
and De Klerk (2m) (ISAE corpus: 800 words) VanRooy(2006:46) (three comparable corpora from ICLE
NELINBaASYyliAy3d WAYYSNDS WwW2dziSND FyR WSELJI yRAYy3IQ @I N
all of which were about 200 000 words in lengdmd Van Roognd Terblanche (ZIB) (two corpora of just

over 200000 words each: TLEC: 519 essays, average length 400 words; LOCNESS: 166 essays, averag
length 1200 words)These research studies would seem to justify the use of the relatively small corpora in

the present study;as far as size of the corpora used in studies is concerned, then, there seems to be no
KFEFNR FyR FlFad NHzZ S 'a tASYylFFNI FyR 55 sitd &NJan 6 H N
optimum corpus size determined by the research d®eand pragmatic considerations such as the

g AflroAfAGE 2F NBa2dz2NOSaQo

This section has provided an explanation of the steps taken in this study to ensure the discipline of the
SYljdzZANE YR GKS WES3IAGAYIFOBQ 27F U KeétionF Xligtesas yh@a 0O ¢

procedures followed in the study, starting with the pilot study.

55 PILOT STUDY
Dory@ SA ounntTYTtpu fA1Sya I LAf2G addzReée (42 | RNBaa
AYAGNHzYSyida FyR LINPOSRdAzZNB&a Ay 2NRSNJ G2 SyadaNB GK
. 801 dza S ljdzk yGiA Gl (AL OKBHBNINA OWNINRAISANI AGKS2F (KS

assessments or questionnaires, piloting is essential to ensure that all variables have been adequately
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covered by the questions {Inyei 2007:75). Qualitative studies do not require that samet ebpiloting,
but techniques to analyse the data, for instance, can be trialled before the main study begins. A pilot study

can iron out problems at the outsend obviate later difficulties.

In this case, the pilot study was conducted in 2008. The maipose of this pilot was to test the viability of
the data collection method and the instrument to be used in Phase 1. Collecting the data was a complex
and potentially expensive issue and in order to secure funfliom the 5 S| y Q& NI #o8theNOK F

process it was essential to tesioitit initially on a small scale.

Participants

| targeted students enrolled in two firgtear English Literature modules and an English for Law module who
were attending lectures at the main campus in Pretofids was one session of lectures that were offered
once a semester at the main centres in South Africa (Pretoria, Polokwane, Durban and Cape Town) and
attendance was voluntaryrhis groupcanbe regarded as constituting a representative sample of students
enrolled in these courses.used convenience sampling tese students were available together in one
place and willing to complete the test. The sample comprised 132 ENNEAGlisti Communication for

Law) students, 37 ENN101Er{glish Studies: Approachihiterature and Writingand 85 ENN102Eiglish
Studies: Explorations in Reading and Meanstgdents (a total of 122 literature students in all, as these

two groups were later combinddsee 85.4.2.1).

Vocabulary test and questionnaires

Thetestlusedwas SNBA2Y H 2F bl A2y Qa3 OomMpyoI mdpdasittests?2 Ol 0 dz
five levels of vocabularmamelythe 2000, 300G, 5000, and 10000-word levels and academic vocabulary

and has been used as a predictor oddemic success (measured in this study by examination results). This
version of the VLT tests receptif@ passivejvord knowledge by requiring students to choose a word from

a list of possibilities in order to complete a given sentence. In other wardests whether students
recognise the word and understand its meaning well enough to select it for use in a particular context. It

does not, however, test whether students can produce the word in the correct context.

At the same time, | asked students tomplete a questionnaire eliciting biographical data such as
information on the coursén which they wereenrolled Further informatioron their gender, age, language

background and ethnicitywas obtained from their registration records

Procedures
Thetest was administered in September 2008. In accordance with ethical procedures, students attending

the lectures were given a letter explaining the nature of the study and providing evidence that the
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researcher had permission from the university to condiigsee AppendixB). They were also given the
option not to take part. Those students who were willing (almost all the students present) completed the

test and the questionnairestudentstook between 10 and 8 minutes to complete the test.

Coding

I marked the tests myself and captured the data using SE®® SPSS Statistics version 19), a program
which allows the average researcher to engage in statistical analysis quite easily, using a personal
computer.Once the enebf-year examination results haslS Sy NBXt S aSRX GKS&aS addzR:

also captured. As 51 of the original group did not write the exam, the final sample comprised 203 students.

Results

Table5.INB Tt SOG&a (KS aiGdzRSy (aQ NB.:AdAfanibe serife gankr8itrendit | Y R
these results is that the students were performing very well at all levels, except at tB@0l@ord level.

Even students at the #5percentileof the VLT resultiad achieved mastery of the first two levels (i.e. 85%

and above) and were close to this at Level 4. This suggested that the test had not discriminated well
0SG6SSy &aididzRSyia FyR KFR LINRBRdzOSR | T ANIbdlaryW¥Ff I
knowledge was on average very good, which was certainly not reflected in their examination results. These
results coulcalsobe regarded as being rather skewailhjce more motivated students are more inclined to

attend extra lectures when these aoffered.

Level 1 Level 2 Level 3 Level 4 UWL Level 5 Total Exam
2000 3000 5000 10 000
N =203
Mean 92.71 90.44 78.05 81.76 43.09 76.94 52.53
Sd 13.968 15.742 20.286 23.327 29.021 16.530 12.68
M

25" percentile 90.00 88.89 66.67 73.33 23.33 70.07 45.00
50" percentile 96.67 96.30 83.33 90.00 36.67 78.23 53.00
75" percentile 100.00 100.00 96.67 96.67 60.00 87.76 62.00

Table5.t Af 20 &G dzR@Y a S Reteptv@éeabBlary Lavgls TedLTE IBY, DA0) and examination
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Themeanscoreson the whole vocabulary test and the examS NB G KSy OF f Odzt 6 SR |

O

course of studyThesescores are reflected in Tabbe2:

Lit Vocab Law Vocab Lit Exam Law Exam
N=92 N=111 N=92 N=111
Vocab mean 82.74 72.13 Exam mean 51.33 53.53
sd 14.198 16.837 sd 12.448 12.845
M D
25" percentile 74.49 67.35 25" percentile 45.00 50.00
50" percentile 82.99 74.15 50" percentile 50.50 54.00
75" percentile 95.07 82.99 75" percentile 59.00 63.00

Table5.2Y t Af 20 addzReY aRedeplivaocaBuN Bevess Testt(\FLT) 1988, @880)examination

percourse

As is clear from Tablg.2 above,the Literature students performed better than the Lastudentson the
VLTUAAY 3 GKS tSIENB2Y O2NNBtlFGA2Yy (GSOKYyAldz$SZ (KSNB

examination scores and academic vocabulary score®(325p < 0.0005).

The lack of discrimination in the test of receptive vocabulasyreflected in both Tablés1and5.2above,

f SR (2 (G(KS RSOAaAz2zy (2 NBLXFOS AlG 6AGK Iy WHOGAOD
and revised in 1997) in the maitudy (see 85.6)As my assessment of vocabulary depth was based on
written production, it was also more appropriate to use the productive version of the test for my
vocabulary breadth measures. Thaster version of the VLT tests the same five levelsamfabulary (2009

3000, 5000word levels, academic vocabulary and the 0DDword level) but requires students to
complete words rather than simply to identify them; that is, it is a modified cloze ltesihducted this test

among 16 Literature studentst the Cape Town lectures in April the following semester. The results of this

test are reflected inable 5.3 below.

N 2000 3000 5000 10000 Exam
word word word UWL word Total % %
Mean 16 97.43 84.72 71.88 74.65 50.69 75.72 55.67
Std. Dev 4.79 16.79 30.62 21.37 34.06 20.35 13.94
Min-max 88¢100 50¢100 6¢100 38¢100 0c100 39¢97.70 28¢75
Percentiles
25th 95.58 79.16 46.87 52.77 11.11 56.89 45
50th 100 88.88 84.37 58.33 83.33 57
75th 100 98.61 98.43 94.44 77.77 93.38 68

Tableb5.3: Pilot studyusingActiveversion ofVocabulary Levels Tedflean scores on levels test and examination
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Given the small numbers in each group, a#tdh NJ YSGNA O O2 NNBf | G A 28p&armarJS | NI
rho correlations revealed a very significant strong correlation between scores at the UWL level and the
total vocabulary score{= .85,p < 0.01)and between UWL scores and exam scoirgs (88,p < 0.01).This
suggested that there was a strong relgfid KAL) 0SG ¢SSy addzRSyidaQ LINERdAzO(
general and in terms of knowledge of academic words, and academic perforntailmeving these results,

| went ahead with tle data collectiorfor the main study in 2010, using tlaetive version d the VLT.

5.6 MAIN STUDY

The main study comprised three phagsse 85.2with Phase 1 being conducted during the first semester
of 2010. The methodological aspects of the study that apply to all three phases are discussed first; the

three phases are then discussed one by ,dneeparate sections

5.6.1 Participants

All 4500 studats enrolled for these modules were sent the active version of the VLThargliestionnaire

by post at the beginning of the first semester in 2010. The 346 students (161 enrolled in the Literature
modules and 185 in the Law module) who made up the irstiahple were identified by the fact that they
completed and returned the test and questionnaire (an 8% return rate). Of these 346 students, a total of
298 wrote the examination at the end of the semester. The scripts of these 298 students were identified
and their examination essays were transcribed electronically and saved as Word docufkentas the

case in the pilot study, the methodsed wasconveniencesampling the sample was made up of those
students who chose to return the questionnaires and temtsl who then sat for the final examination in
their respective modules. Although a common challenge in postal questionadirgnistration this last

point suggests a limgtion to thisstudy. the sample was in effect sedklected, implying in this casleat it

was probably those students who were on average above the norm in their group in terms of commitment
to their studies and motivation, possibly also in terms of performance, who were more likely to complete
and return the testThis is an issuthat needs to be borne in mind when assessing the internal validity of
the study, and alsahe generalisability of its findingsvhich relates to external validityn addition, the test

was completed at home without any invigilatiowhich may have skewed naiés. However,the fact that

many students performed poorly in the vocabulary test in the main study, despite the fact that they were
y2i &adzZISNIBAASR ¢KSYy gNARGAYy3I AL adaA3ISada GKFG GF
knowledge fairly realigcally. Scores weralso all consistently lower than the pilot study receptive results,
which is probably to be expected because of greater difficulty in the activeTh#.is discussed in more

detail in Chapter 7 (see &.
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Of the initial sample 0846 studentsalmost threefifths (57.9%)ndicated in their questionnaires that their

home language was not English. Of this98%,41.1% were mothetongue speakers of an African language.

A quarter (25%%) of those who indicated that their home languagas Englislwere, according to their

university registration informationplack students This may be evidence of what Coet2aéan Rooy
OHNAMHYYyyYyU0 NBFSNE (G2 Fa WgARSYAy3d {1 y3IdzZ IS NBELISNI 2
In her stuly, CoetzeeVan Rooy2012) investigated the language repertoires of students at a South African
university, in an attempt tacastmore light on the varying views on the perceived shift of speakers of
African languages towards English. Her findings redead&tensive multilingualism amongst her
participants Perhaps the most pertinent finding of her study to mine is her finding that many students
reported their home language as an African language, but their strongest language as English. Although she
notesthat this could be seen as evidence of a potential language shift to English among these patrticipants,

all her other findingseem to suggestthdatA & SO@ARSY OS NI GKSNJ 2F | WFE 2 dzN.
(CoetzeeVan Rooy 2012:112). That ist the students ihera (i dzR& X G KS K2YS f | y3dz 3!
R2Yl Ay 2 T (Clek&Vam RovyA2012: Dl 2vhile English was used for reading and writing.

In a later study, Coetzeéan Rooy (201l4dinterviewed some of the studenteho had takenpart in the

language repertoire studyCpetzeeVan RooR012A Yy 2 NRSNJ (2 ( NB ordigarymaipbldf K S NJ S
adlkofsS | FNROI y(01¥:121)i SHe AfguBddzthdt Atiod€ Qinterviewed generally viewed
multilingualism as veryprobable confirming Coetzeg | Yy w2 2 & Qa imgressiomthaY these 0
a0dzRSyita FdzyOliA2ySR Ay | WYdzZ GAf Ay3dzZ £ €Fy3da 3S
home language with their sense of their own identity, but also provided support fondkien that in order

to fit into South African urban society one has to be multilingual; they expressed an awareness of the
importance of English, while at the same time maintaining their home language (2014:129). The interviews
confirmed the finding fromi KS |jdzSaG A2y Yyl ANB RI (il (CBetzeeMan RBddzy O A
2014:133)between those languageakat are usedsocially and those used at school or university, although

some participants did express an awareness of the strangeness of the &dh#dy were not equally

proficient in reading and writing in both English and their home language.

These studies byoetzeevan Rooy (20122014 have NS @S| f SR a2YSGKAyYy3 27F (K¢
phenomenon of multilingualism in South Africaogtzeevan Rooy2012:113).This issue has already been

discussed in some detail in Chapter 1 (see 81.2).

A 2 4 A x

{0dzRSyi(ia Ay GKA& &FYLXS 6SNB SELISOGSR G2 TFILff A
(according to the research done in the National Benchrifast Project [2009]), having had at least nine

2L Pproficient:Performance in domain areas suggests that academic performance will not be adversely affectattted,
students should be placed on regufaogrammes of studyintermediate: Challenges in domain areas identified such that it is
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years, from Grade 4 to 12, with English as LoLT (language of learning and teaching). Students ranged from
first-year students to those who had registered for the first time as many as thirty years befeie aghs

ranged from 18 to 68, with 20% under the age of 20 at the time of the study. Almost half of the sample
(485%) was under 40 years of age. It is thus clear that the student body from which the sample was drawn
was more mature and more diverse ineathan would probably be the case at a residential university.
Registration information listecht ethnic groupof the majority (570%)asWo f || QYRTeWF KA 1SQ |y
GKS NBYFAYRSNI wO2f 2dzZNBRQ 2NJ W! &ALl yQform & Befler iNB bfa 2 v 7
the varieties of English spoken by these students. Women outnumbered men, with the former making up

almost threefifths of the sample (53%).

The student population at this university is multicultural and multilingual, but the medium of instruction is
English and, in order to pass their degree, students must be able to read and write in English at a fairly
advancedevel. This sample, though siheelative to the enrolment numbers at the university (approaching
400000), can be reliably regarded as representative of students registered in the Human Sciences at any
{2dziK ! TNAOIY dzyAGSNEAGE@® LG Ay Of dABbhar 1994ickes in F dzf €
TogniniBonelli 200159), representing speakers of all 11 languages which have official status in South
Africa, and foreign languages besides. The sample is taken from a specific population (students in the
College ofHumanSciencs) but the sample can be said to include the full range of variability within that
small target population. As this is an open and distandeaening institution, many students are adults

who have come late to higher education, but there are many, tom afe straight out of high school thi

very little life experience.

As noted above, in the end only 298 of these students wrote the examination; for some reason or another,
48 (138%) of the original group did not sit for their final examination. Tihal sample in this study was

thus made up of 298 students, 139 enrolled in the Literature nfegland 159 in the Law course.

5.7 PHASEL: VOCABULARY SIZE ANDABREMIC PERFORMANCE

Phase Iwas driven by the first two main research questions (see §5.2), measld (G KS aAl § 27
productive vocabulanjin relation to course, gender, age and language backgroand, exploring the

relationship between vocabulary size and academic performance.

predicted that academic progress will be affected¥ | RY A {i (i &dBcEtioralindeBsShoiildib@ metin a way deemed
appropriate by the institution (g. extended or augmented programmes, special skills provigalional Benchmark Test Project
2009).
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5.7.1 Research instruments

In order to collect data for quantitative analysas,questionnaireand a vocabularytest instrumentwere
usedinthisphasd. 1 dzZRSy 44 Q SEI YAYIlI GA2y NB&adzZ 6a 6SNB daASR |

Questionnaire

The questionnaire was designed eticit biographical data onlysée Appendix) ¢ student numberand

course code anthnguage backgrounfhat is, home languageStudents were also asked to indicate when

they had started and ended the test. This detail was included to elicit informdtorpurposes of
compaia 2y 2F aAGdzZRSyiaQ a0O2NBa FyR NIGS 2F O2YLX SGAz2y
test at one sitting. In the event, this information was discarded as too few students completed this part of

the questionnaire

FurtK S NJ A y F 2 géhdlerfage2ayfd ethnity was taken from theinformation provided by each
alGdzRSylG 2y NBIAAGNI GA2Y FyR I OfeQiaieSiR is Gfuired byytieA JA R
state to provide statisticon ethnicity and, for the pupose of this studyjnformation on this and on
language background wascluded to allow for the identification of any particular idiosyncrasies in student
writing which might be the result of L1 transfer or of the variety of English spoken. The inclusion of
language backgroundlso meant that NSs and NNSs of English coalldiéntified in the sample, as Unisa

has a heterogeneous student body with speakers oflallofficial languages as well as many foreign
languages. This study compares student writers with expert writers and, although the L1 speakers of
English in thestudenta I YL S ¢6SNB y2G Wi SFENYSNEQ Ay GKS aSyac
writers of English in the academic idiom. It should be noted that this study is not primarily concerned with
0KS AyFtdzSyOS 27F aidzRSy { altough thi§ il be Ghe foduy @ dzfudh&r o6 | O
study.

[ FdzZFSNJ FYR bl A2y Qa Oomppp0 +20Fo6dzf F NBE [ S@Sta ¢Sai
{0dzRSy 1aQ LINPRdzOGUA DS @20l odzAf  NB gl a YSIFadaNER o0& Y
test, an ative versiornof the VLToriginallydevised by Nation (1983) and used ltaufer and Nation (1995)

(see Appendi®y). This VLT is freely available to researchers and both the passive and active versions have
been used or adapted in many studi@nong others Laufer and Paribakht 89®aufer and Nation 1999;
LenkeSzymanska 2000yhis instrument tests five levels of vocabulary, that is, the 208@06 and 5000

word levels, the UWL and the D00word level. Suchvord-completion exercises as this test contains are
associated withte ability to use vocabulary productively (Laufer and Nation 1999). | accordingly used the
test in this study to create a profile of stufdi 8 Q LINR RdzOGA @S 62NR 1y2¢6f SRAS®
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Endof-semester examination marks

In order to establish whether there was a relationship between vocabuliaeand academic performance,
that is, whether high scores on the VLT would be linked todmigltamination scores, and vice versa,
a0dzRSy G aQ VY lohsknestek gkamingti®in the/HRglish and Law courses they were enrolled in

were collected. This was the same semester as that in which they had completed the VLT.

5.7.2 Procedures

At the beginning of the first semester of 2010 (which ran from January to June), having receivéssijoerm
from the university to conduct the studysde AppendixB), | sent out the questionnaire and the test,
together with a covering letter explaining the project, to all 430@dentsregistered for the three modules,
English Literature studies (ENN10EDd ENN1O2E) and English Communication for Law Students
(ENN106J). The covering lettekplained the project to students and requested that they fill in the
guestionnaire and complete theocabularytest, without using a dictionar{see AppendixA). They vere

asked to send both questionnaire amtbcabularytest back to the university in the stamped addressed
envelope provided once they had completed them. Those students who returned these documents also
gave their permission for their results and examinatiscripts to be used in the studfompleted

guestionnaires were returned to the university by 346 students.

5.7.3 Scoring and analysis

Ly GKA& TFANBROG LKIA&AS 2F GKS adGdzRReéex addRSyidaQ NBaLR
scored and analysed. The information gathered from the questionnaires was saved in SPSS and all
computations were made using this program. The kaphical data were used to create a profile of the

sample according toourse of studygender, ageand language background

Once captured in SPSS, the test scores were computed using descriptive and inferential statistics. ANOVAs
(to test for significantdifferences) and correlations (to test for relationships) between vocabulary results
IyR aGdzRSyGaQ SEFYAylLGA2Y &02NB&a 6SNB LISNF2NN¥SRO
productmoment parametric test of correlation, a measure of associatiotwben two continuous

G NAIFofSaz 6KSNB GKS RIFGL Aa yY2NX¥YILfte RA &G NA 6 dzl
nonparametric test of correlationysedwhen the group sizes were small and assumptions about normal

distribution could thus not be met.

Multiple regression analysis wadso performed to identifywhich levels of the VLT would best predict

academic performancgeusing the Entéf method (Brace et al. 2003:214Multiple regression is an

ZThewoy i SND YSGK2R SYGSNBE Fff @I NIhewo fiSaLIoMyais viSs KIjRdzI2iyA 2y Syl
are good predictors imt the final equation 6
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extension of simple linear regression andaistatistical technique that allows a researcher to predict a
ddz062S0GQa a02NB 2y 2yS @GINAFIo6fS 2y GKS oFrara 27
GLINBERAOUZ2NI Ol NAIof Saé¢ NBTSNE (2 (K2aSeson anthed £ S a
B NRAFof ST NBEFSNNBR (Bracé elal. 200FB210n 0Nk \ilofdslhudtiple refjredsibr 6 f S ¢
Ffft2¢6a dza G2 ARSYGAFTe | aSd 2F LINBRAOG2NI OF NRI 6f S
likely score on & NR& G S NRA ABfaceZet Al RA0D2ALAS Q

5.8 PHASE?2: COMPARISON OF STUDEWD EXPERT WRITERSE OBELECTED
VERBS ANMWUS WITHIN AND ACROSSADEMIC GENRES

Phase 2 was driven liwo research questionghe first related tothe distribution of the fumtions of the

three selected verbs in the Expert and Staotleorpora, and the second to the use of selected MWUSs in the
two corpora gee 85.2)This second phase of the study comprised the delimitation of the MWUs under
study, and the compilation and analysis of the corpora. In this section, the compilation of the corpora is

discussed, followed by the formulation of the analytical feamork used to aalyse the MWUS.

The collection of the corpus data was informed by the theoretical thinking current in corpus linguistics and
in the area of research dealing with MWUs. The analysis efitha subsequently revealed the relevant
linguistic characteristicef the writing making up the Student corpus, and how these compared with the

Expert corpus.

In an attempt to fulfil the methodological requirements suggested by Todgonklli (2001), Nation (2001)
and Gilquin and Gries (2009), this study has set @atrlyl the research questior{isee 85.2)collected two
corpora,a reference corpusf expert writingand a primary research corpus of student writijsge 858.1
below), which are in electronic format and machine readable, representative of the genre under
investigation, and collected in a natural, communicative setting. A reputable and proven computer
software programWordSmith Tools &fsion 5 (Scott 2008) was used to organise aralyame the data (see
§58.1.5).

5.8.1 Compiling the corpora

¢CKS O2N1LRN} Ay@SadAdalriaSR Ay (GKAa addzReé FNB oKI
specific type of language, namely, essays written by students under examination conditions on the one
hand, and study material written by expertclerers on the other, consequently involving inevitable

restrictions on size and genre. As this study compares the use of combinations of words in English, no other
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language is included. The Student corpus consists of student academic writing in, Bmgdistof it by NNS

students. This is a diverse group, however, with wide variations in terms of age, language and educational
background. Such a corpus should reveal correct usage, as well as common errors, areas of difficulty, and
W2 g&hdllunderuse oflexis or grammar when compared to an equivalent corpus of native speaker
fFy3dzF385Q 6. 1SN vamnYmMnnox Ay GKA& OFa&asS GKS 9EL

obtained from the study material used in these Literature and Law cosse&\ppendixC).

5.8.1.1  The Student corpus

The Student corpus was split into two sadrpora, Student Lit, which contained examination writing from
students enrolled in the two Literature modules, and Student Law, containing examination writing by

students enrolledn the Englis Communication for Law course.

Although | took cognisance of points made by various experts in this field in the corpus compilation process
(see 85.4.2)circumstances dictated that | deviate on several fronts from the recommendations of
researchers such as Biber and Togoinelli. As a teacher at a distance education institution, the only
opportunity | had to elicit authentic writing from the study population was during examination time. This is

the only time that students are seated in anue writing their own, authentic responses to a question or
guestionsc albeit in different venues all over the world. Examinations are also the only time that students
write under controlled conditions, with no access to reference material, the intasnether possible input

such as tutor instruction. All other work they submit during the semester is completed beyond the confines

of the university or its satellites and as such cannot be guaranteed as authentic. Because of this, | was
boundtousetheesl 8a4 6NAGGSY Ay &i0GdRSydiaqQ SEIFYAylLdAazy a0
Oy K28SOSNE 65 NBII NRSR mbkas tHese 2ovphia &iifeditici SEG A QP ¢ K

In this study, the Student corpus is made upadbtal of 206173 words from 298 essays (139 Literature
and 159 Lawvritten under examination conditions by a group of undergraduates. The rationale behind
the compilation of this corpus was that the study focuses on a very specific group of participants (the
sample dawn from the wider target populatiorsee 85.6.2)When split into corpora according to genre,

the StudentLit corpus comprised42 655 words and theStudentLaw, 63518. As there were no length
stipulations for texts other than the requirements of the exiaation, that is, between 350 and 450 words

per essay, and the time constraints of the examination, two hours in this case, texts varied quite
dramatically in length among students and across courses) 350 to over 2000 words in thstudentLit
corpusand from 131 to over 800 words in ttf&udentLaw corpus. Literature students wrote an average of
1026 words in their exam scripts, while Law students averag@8words However, as the focus of the

study is on the group of students rather than the indil, this was deemed acceptable.
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The kinds of texts selected were controlled by the examination requirements in the modules congerned
academic argumentative or discussitype essays on either a legal type of question in the Law module
(Immigration hascontributed to a rise in international crinog Corruption is mainly practised by the rimh
Laws are punitive and not correctjver a question on a prescribed novel, poem or extract from a reader in
the Literature coursesge AppendiD for examples othe examination papers)lhe two sukcorpora are

not identical in siz€ this was an unavoidable and unforeseen result of the fact that the students in the Law

course wrote much shorter essays in their examiord than had been anticipated.

The Literature examination papers required students to answer two questions in total. There were five
guestions in the paper for ENN101D: poetry (comprehengipe questions set on a poem);
comprehension questions on a passage from a novel; and an ess&fian on each of three novels,
Nervous ConditionsHeart of Darknessand The Madonna of ExcelsiorEven though there were two
guestions featuring comprehensidggpe guestions, students were nonetheless required to write extended
texts in answer to thesquestions. The question paper for ENN102E followed the same format, except that
there were only four questions to choose from, there being no comprehertgjps question: poetry,
Disgrace The Great Gatsbgnd The Merchanbf Venicewere examined| used d answers in the scripts,

whether they were answers to essay or comprehension questions.

The question paper for the Law students comprised muligiieice questions set on a legal case, and an
argumentative essay. Only the essays were used for the sorphere were three essay questions to
choose from and students were required to write at ledS0words.A possible limitation here is that more
marks, and potentially more time, were allocated to essays in the Literature examination papers; in the Law
exam, the essay counted only half the marks towards the total, and the first section, the muhipilee

test, possibly took more than half of the allocated time to answWéiis could also be an explanation for the

brevity of the texts.

5.8.1.2  The Expert corpus

The Expert corpus, used as the reference corpuass compiled from the study material and tutorial letters

sent to students enrolled for the Literature and Law courses during the semester of study. This was made
up of 25 texts in all, 21 Literature texand four Law texts, with a total of 1960 words(see AppendixC

for a list of texts) This material included study guides for all three modules, tutorial letters containing
general information, specific information and instructional material on presdriberks and course
content, as well as supplementary teaching material in the form of feedback letters on assignments, extra
notes on prescribed works and so on. The fact that there were so many more Literature than Law texts
reflects differences in the sbof teaching conducted in the two courses; students in the Literature courses
were required toread more and had more options to choose from in their assignments. As a result, they

received more feedback letters. Students in these courses were also tieenpportunity to attend
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lectures once a semester in the main centres in the country. Notes from these lectures were then sent to all
students registered for the course to accommodate those who had been unable to attend the lectures. The

Law students wee not given this opportunity.

This writing, that is, this feedback to students from lecturers, is regarded as authentic and representative of
expert academic writing, having been composed by several academics, experts in the fields of English
Literature o English Communication for Law, and having undergone stringent ed&®y, review and

critical reading The writing making up this corpus was written between 2004 and 2010 and was thus
considered appropriate. | was part of the team responsible for sofrtbese texts but as all of them were
written before | started this study this had no influence on the outconfres.purposes of comparison, this
corpus was split into two according to course, resulting in Expertléit 33 and ExpertLaw (47 829

words) subcorpora.

Table5.4reflects the composition of the corpora:

No of Tokens Mean Types
Texts Tokens per
text

Expert Corpus 25 192060 7682 11595
StudentCorpus 298 206173 691 9682
Expert Lit 21 144231 6868 10094
Expert Law 4 47829 11957 4867
Student Lit 139 142655 1026 7475
Student Law 159 63518 399 5255

Table5.4: Composition of the corpora

5.8.1.3  Characteristics of the corpora

As far as the situational criteria of register and genre are concersesl §5.4.2.2 abovelhe texts making

up the corpora in this study can be regarded as representative of an academic register and as belonging to
the genre of written academic language. As such, the text type (that is, the linguistic perspective) should be
formal and impersoniain the main rather than colloquial and interactive. In other words, as the Student
corpus was derived from writing of an academic and formal genre produced under examination conditions,
it was expected not to feature many elements of spoken languagé, asicontractionscolloquialisms or
personal pronounsRennebakef011). As the study guides are designed to be interactive, in the sense that
they engage students in activities and attempt to fulfil the role a lecturer would play in a conventional
university lecture,the Expert corpus couldas a resultbe expected to contain, in addition to formal

academic writing, more instructional language and the use of more personal pronouns.
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As to being representative, texts making up the Student corpus had td be] Sy FTNRBY (KS
SEFYAYylLiA2Yy &aONRLIIaz & SELXIFIAYSR 620Se L O2dz R

make do with whatever they wrote (see §5.4.2.3)

5.8.1.4  Preparation of the corpora

All the examination scripts were photocopied and typed. The electronic copies were checked against the
photocopies of the originals to ensure that the typing was absolutely accurate. In the process, each essay
was coded with the student number and coursele, as indicated on the questionnaire by students, and a
code for the essay question or questions answered by the student. An example of the coding is
<12345678 ENN101D_P_NC>, whe2845678is the student numberENN101Che course code an®

and NCindicate the type of question, such &for Poetryand NCfor NervousConditions These are two of

the five prescribedextsin this module on which students were examinesgd 858.1.1 above)Theangle
bracketswere used to separate tis coding from the tek asWordSmith Tool§WST) can be set to ignore

the contents of these bracket3his means that these codes did not show up in the results of the analysis
but could be used by the researcher to identify certain groups or individual texts within the corpus
lf K2dAK aiGdzZRSyGaQ ydzyoSNE 6SNBE ySOSNI ft Ayl SR {2
AyOf dzRS (KS&aS ydzroSNAR Ay 2NRSN) (42 OFfOdAZ S GKS
indicated by their vocabulary size, their exaation scores and their use of delexical MWUs in Phages 3

no comparable analysis was needed fiwe Expert corpusno coding was appliedo it (and WST

automatically keeps texts separate)

5.8.1.5 Analysis of corpus data

Five steps were followed in the analysfsthe corpora, usingVST(version 5). These are discussed in detail

below. WSTisaa dzZA 1S 2F O2YLJzi SNJ LINPANI Ya 6{O02G40 wnnyov &
OHNAMYNYyOd ¢KAA A& |y | LILINELINRLI GSningyhe prag@di itwas A G C
devised with ease and convenience in mind for the ordinary researcher, language teacher or student to use
2y F A0FYyRFNR LISNAR2YIFf O2YLMziSNY {0200 FAYSR (2 VY
as opposed to spedifOQ OHANAMYnyOd Ly 2NRSNI (2 O2YLXe& 6A0K
program could be run using standard equipment and standard texts and that an affordable amount of
O2YLJzi SNJ YSY2NE YR 2AYyR2¢g4a ¢2dzZ Rbedabletd &g ditudlps o 2
lye GSEG 2NJ O2NlJddza Ay Y2NB 2N fSaa lye fly3adzd 3saq
G2 0S8 Ftyy20l SR 2NJ WYI N} SR dzLJQs | f K2dzaK Al 61 & |

separate markedip text from the text proper.
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Following Wang and Shaw (2008), the steps in the process were as follows

Step 1¢ generation of wordlists

Wordlists were generated for both corpocan their entirety and also as swtorporag using theWordList
application of WST. This allows the researcher to create lists of words ordered by frequency and
alphabetically, both for the whole corpus and for the individual texts it comprisethe present study,
although individual word frequency was of less ief&r than multiword items, it was important to
determine whether the identified verbs in questigl AVEMAKEand TAKE;, were in fact frequent in these
corpora and this was therefore established at the out8®brdListwas also used to establish the number

of types and token each corpus

Step 2¢ generation of keywords

Keyword lists revealed which words were significantly more frequent (in my study, signifivasset at

p X0.05) and those which were significantly less frequent in the Student corpus compared to the Expert
corpus as a whole, and in the Student suspora when compared to the relevant Expert sadrpora.

There must be two lists available for the Keyword (KApplication to be able to generate a list of

W1 Ses2NRaAQP ¢KS aSO2yR aGSL) ¢la GKdza G2 O2YLI NB
then the Student Lit and Law susorpora with the Expert Lit and Law sobrpora respectively by

generatingkeyword lists.

tKS NBEFSNBEYyOS O2NlJza aK2dzZ R 0SS Wiy | LIINRLNAFGS &t
Wy2RSQ GSEGO A& oNRGGSY 6{ 020304 FyR ¢NRO6OGES HnncYp
fairly large, probalyl containing many thousands, even millions, of words (Scott and Tribble 2006). In the
present study the Expert corpus was used as the reference corpus, because this was the benchmark against
which the Student corpus was investigated. This was consideregbtable by an expert in the field of

statistics and in working with W3T.

Step 3¢ generation of concordance lines

The Concordapplication of WSTwas used in the generation of concordance lines. This tool allows the
researcher to find all references togaven word or phrase within the corpus, and it shows these in standard
concordance lines with the search word centred and a variable number of wpodstext, commonly

referred to by researchers as contexbn either side of itSearches can be refindy searching again on

the first word to the right, or the second to the left and so on, allowing the researcher to form a very good
ARSI 2F K2¢ (GKS 62NR 0SKI@Sa Ay (K SitedrAdsohl0a7:1Ay R Wil

2 personalcorrespondence with Prof. D. Prinsloo, University of Pretoria
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separate concorance was generated for each wefakm of each selected verb e.dnave, has, hadnd so
on(what. A6 SNJ oHnncYon® NBFTSNESEQ 28 GKS &#R§¥Ft SODER2 FN

ThusConcordlINE A RS& AYF2NXNIGA2Y 2y | g2NRQa O02ff 20 GA?2
I WIANI YYFEOGAOFE LINRP&2ReQ 6{O02id wnanmYpnoX 2NJ I de&L

clusters featuring a p#icular word or phrase, suchs

his times. In other words, heasdoubts about the stereotype (Exp Lit)

Step 4¢ investigation of concordance lines

In order to identify all occurrences of these three verbs, concordance lines were generated for eaeh word
form of each verb, e.ghav*, has, had The formshav, mak: andtakF = Ol ft ft SR WgAft R Ol
linguistics, were used instead bave makeandtake, as the use of the asterisk identifies all words starting

with the three letters and allows the researcher to identify forms sashaving K I @ Snyaking taking

and taken The use of such wild cards can, however, generate anomalies and did so in this study. These
Fy2YFtAS&a 6SNB SEOf dzZRSR o6& WOtSIyAyaQ hig$epwasil 0 ¢
completed by using the Concord application of WordSriittols §5.9.1.5).In this respect, the Concord
function was arguably the element of the program most useful to this study in that it allowed me to focus

on how a word or phrase was used oghaved in context, or as FlowerdeW908542) observes\WA y

VI GdzNF £t fe& 200dzNNAy3a GSEGQO

Once the concordance lines had been generated, the manual aspect of the investigationreggested in

this study as a qualitative aspect of the analyEigs was tb first step in the comparison of uses (functions)

of the three verbs in the Expert and Student corpaaa, part of addressinResearch Question 3. The
framework for the categorisation of the uses of each verb is explained in detail in Chafsiee $53.3).

This framework was used to code all the functions or categories of use of these verbs so that comparisons
could be made within and across corpofavery important function in this study was2 y O 2abilig/ @&
provide evidence, such as th@eviousexample, of the delexical use in the corpora of the three verbs

focusing as it does amow a word or phrase is used or behaves in context

WST allows the researcher to insert codes into the concordance, which makes it possible to generate a
graphical piaire of the percentages of the various functions of a word in a corpus, using a program such as
Microsoft Excel tao the calculations and generate the graphs or diagrams. In this step, each occurrence of

each particular wordorm was categorised according to the framork discussetelow (858.3).

Each function of the verb was classified and code@ancordby asgjning it a particular number in the
WaSGQ O02fdzyys 6KSNB (KS O2RAYy3I Aa al OSRY | tt28AY:
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(seeAppendixE). Codes were assigned according to whether the verb was used as an auxilialgxiaala

verb, as a semimodal, as a phrasal verb or the category | was focusing on specifically, in a restricted or
semirestricted combination of delexical verb + noun/noun phrase. These categories are explained in more
detail for each of the three verbs belofsee 858.3.1¢85.8.3.3). These functions were then quantified using
Microsoft Excelnd pie charts were generated to indicate the proportion each function represented of the
total occurrence of each verb. This element of the analysis dealt with the corpora @®pdrag Expert

Lit and Law and Student Lit and Law.

Although this study does not purport to be a study of the entire grammatical workings and patterning of

the three verbs in question, the functions and categories of use of these verbs were classdieér to

isolate the focus of the study the delexical uses of the verlgsfrom the rest. This process, involving the
identification and explanation of eacHunction of each of the three verbs, a search for these in the
concordance of each woribrm, and the coding oeach word accordingly, has provided useful background
AYF2NXYIFOGA2Y 2y &aidzRSyidaQ 20SNIXff dzasS 2F GKSasS @S
aspect which has not been covered by any other researchers | couldafthdugh Biber et al. (1999)

provide information on all uses of these three venphich was invaluable tony study.

Finally, the lines containing core and pseudo delexical verb combinakatsring the three verbs in

guestion were extracted

Step 5¢ analysk of delexical verbs

After the delexical combinations had been identified they were analysed in depth for frequency,
appropriateness and differences across genres. This analysis meant establishing whether each example was
a pseudo or a core delexical comaiion, as well as whber it was deviant in any walf it was deviant, the

errors were categorised and quantified.

Deviant MWUs were then identified and the errors they contained categorised and quan@fnes | had
identified all the errors in thestMWUs, two independent NS judges, colleagues from the Department of
English Studies, both experienced, expert teachers of English language and literature, were asked to
establish the degree of acceptability of combinations. The categories of acceptalatityadapted from

those used by Nesselhauf (2008Jiearly Unacceptablé; Largely Unacceptable (*)or Marginally

Acceptable ?I compared their ratings to my own, and arrived at a final, considered total for each category.
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5.8.2 Classification of delexicdlWUs
Based on studies by Algeo (1995) and Nesselhauf (2003, 2005) in particalbmationswere considered

to be MWUs featuring a core delexical verb + noun/noun complemeheif consisted oHAVE, MAK&r

TAKBccurring

1 with an eventive noun, wheréhe verb carried little lexical weight or was semantically void or empty;

i where the noun carried the bulk of the semantic weight and where there was a verb, id&hitical
form, which could replace the whole combination, el§. (i e a lookwherehave alook could be
replaced with the verlbook; he took a walkwhere walk could be replaced by the verwalked,since
this definition allows foinflectionalchanges in tense and number.

1 where the eventive noun was preceded by an indefinite artialar(). Forexample

study the literature if you do ndtave a lovefor reading per se. Some of you may (ExgLit)
purpose as a whole is tbake a commenbn the problem

An explanation of the classification of verb+noun combinations as delexical MWUs is prov@ieapier 4

(see 84.4.1)Combinations were considered pseudo delexical MWUs when they failed in some way to fulfil

one or more of theequirements for core delexical MWUs:

1 Where the replacement verb was not identical to the noun, but morphologically rekdedhe made
a decisioandhe decidedd [ F YIASNJ HannnYmMTO0OX ¢KI G Bufwhi€hdsusdallyhdp 0
NEFSNNBR (2 Fa WRSNRAGI A2y Qd ¢KA&a Aa (GKS LINROSa
part of speech of the word, suds in the verldecidewhich can be changed to a noutecisionpy the
addition of a suffixion. Incontrast,as noted aboveinflection changes a word grammatically, as in the
inflection of the verb to indicat¢hird-person singular in English (Richaas&l Schmidt 2002JExamples
of this type from the Student corpus included

at we are going to examine. Heakes a very interesting observatio{stud. Li}

T Where therewasWl Ffl g Ay O2NNBALRYRSYyOS 0Si6SSy (GKS S
AAYLE S OSNDBQ 6! f3IS2 w™mddpeginmakevasdeciSidnidectidinodutaio® dza K |
(change of prosodic phonemeahd phonologicalmodification (change of segmental phonemes)y.
make a proétest = protést, take a breatibreathe(Algeo 1995:205ks in the example from the Student
Lit corpusThe poet suggests that Londbas a calming effecon him,or pluralisation, or deviations
where the definite article is used instead of the indefinite article, or where the article is gbsent
where there was no corresponding singlerd verb in everyday use, elgave a gamemake an effort
have an affaif or where there was only an equieak norncognate singlevord verb, e.gtake cover=
hide (Algeo 1995:206

9 RSy GAOFtQ Aa (2 0S5 AYUSNLINBGSR Tt SEAGtR (2 002YY2RIGS yS§O
% The source applies to the concordance line at the end of which it occurs and to any following lines. Where a differens source

used in the same set of examples, a space is inserted and the rule applied accordingly. Corpora are referred to astfxw (Exper

Stud (Student) Lit (i.e. Literature) or Law.

122



Chapter 5

1 Where the eventive noun was morphologically related to a simple verb, but the delexical MWU differed
semantically from that verb, ey’ { S 2 @SK @St 21 fo2A@ige0 1995:A08 asdanithie S
exampleay R ¢ | (i OK T dzf ¢ dtakés icarefo oteonaRiteska¥Sud. Ki§, wherdake carer
care

1 Where the corresponding simple verb was passive rather than activehaug.a fright= be frightened
(Algeo 1995206).

Ly [FY3aSNRa 6Hnnn0 RSTFAYAGA2YS (GKS y2dzy LIKNI &S Ay
vary, and attributes (adjectives, intensifiers) may also be addedatives are allowed; and the phrase may
also contairpossessive pronouns. Suchf £ 2 6 yOSa | NB y2i YIRS Ayofl £t 3852

such MWUs would be classified as pseudo delexicals in my study.

| analysed all combinations carefulyO O2 NRA Yy 3 (2 !dicHsSed Sbhdve, FoNdwivgStie 2hkk
rules for core diexical MWUs and the four rules for pseudo delexical MWUsrder toclassiy them. For
instance if the indefinite article was missing (for whatever reason) before the eventive noun in the target

form, thecombination was classified as a pseudo delexical MWU:

the first eight lines, the poamakes useof similes in orde(Exp Lit)
the beginning and then ends upaking loveto her. He gets a

The second example headso illustrates the semantic differencetiveen the MWU and the simple verb

Once the delexical MWUs had been identified and categorised as core or pseudo with due consideration of

their target forms, these combinations were investigated for possible deviations

The following section discusskew the three verbs were categorised in terms of their functions. This is the

focus of Research Question 3

5.8.3 Analytical framework for analysis diAVE MAKEand TAKE

The frameworks for the analysis and categorisation of the uses of each of the verbs in question are

presented in the following three sections, starting WHiAVE

5.83.1 HAVE

HAVEHs a complex verb and has several functiong tine of the three primary verb8iper et al. 1999) in
English (the others arBEand DO, which means it can act as an auxiliary or a lexical (main) verb. It may
also be used as an operator, a samvdal and, according to the terminology used in my study, as a core or

a pseudo delexicaderb.
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HAVE as auxiliary verb

HAVEis a primary auxiliary: it has inflections like lexical verbs, but these are frequently unstressed as
O2y (NI Ol SR v AdNDrinanpadedisy, HAVEp&Lifies the way in which the lexical verb, or the
whole chuse, is to be interpreted. The auxilidghAVEs used to form theperfect aspectThe perfect aspect
designates events or states taking place during a period leading up to the speatfie (Biber et al.
1999:460):

Perfect aspect present tengpassivé:

the norm. They, the Europeartsave beengiven this fals€Stud Lit)

Perfect aspect past tense

The deceased did not report that iad recoverechis vehicle. (Stud Law)

The most common use éfAVEHnN the corpora in this study was as an auxiliary verb:

o Gatsby. Even though that mhgve beentrue, he neglected (Stud Lit)
away her purity. This may nbave happenedf the apartheid
air, putting things where theftave gonewrong, for it is a
the speaker and the neighbotiave been closedAs indicate
between him and Melanie shoulthve taughthim a lesson but
between Gatsby and Daisy, buavenot yetconfronted. He i

st what these other characteisave said He is definitely p (Exp Lit)

HAVE as operator

In general,operatorsare found in finite clauses only, and are used in special structures, particularly in
independent interrogative clauses and clauses negatedidiy The operator is realised in the following
ways: by the first auxiliary in the verb phragee you joking?7and also by the insertion of the auxiliaaty,

as in these examples withAVE

insight into his own characte@oeshehavel y & N & LIS O%(Stum2itNI { 2 NI & Q&
is suddenly terminated®oesLuriehavethe potential for sustaining

and by the copular verbe and, less commonly, transitivegave The examples below are provided from
Biber et al. (1999:134), as there were none in my corpora:

Haveyou any money?
I havea lot of feelingg right?
I haven'tany money.

¢CKS 2LISNFid2NI OFy Ita2 oS dzaSR (2 WdzyRSNIAYyS GKS
the auxiliarydoA & Ay aSNISRQ13#): A6SNJ Sié I fd mphpdyY
of the allusion to the hero Oedipug®es it haveto do with the manner in which Lurie dvarks (Exp Lit)

an insight into his own characteF®es hehavé y @ NBALISOG F2NJ { 2NI & ¢
is suddenly terminated®oes Lurie havéhe potential for sustaining certain relation
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There were very few examples ldAVEas operator in the corpora.

HAVE as semmodal

HAVEcan be used as semimodal verb, which is a use related to modal auxiliary vedan( could, may,

might, must, shall should, will, wogldModal auxiliary verbs differ from other verbs in that they have no
non-finite forms. These modal auxiliaries express a wide range of meanings, having to do with concepts
such as ability, permission, necessity and obligation. Although they can conveingsethat relate to time
differences (e.gcan vs could), the differences among them relate primarily to modality rather than to
tense. The verbdare (to), need (to), ought t@nd used toare on the borderline between auxiliaries and
lexical verbs andam be regarded amarginal auxiliariesThese vary with respect to-insertion. HAVE,

which isrelated in meaning to modal auxiliaries, occurs as part of a multiword verb laavim to, (had)
better, (have) got taand in this use is called a sembdal (Bber et al. 1999:73). Biber et al. (1999:484)
describethesesem2 R f & | & WFAESR ARA2YIFIGAO SELINBaaiAzya 4A
expressions are commonly contractdd,a dgfter. Expressions withAVEas a semimodal, as irhave

to, express obligation or necessity:

oman is a burden on which sorhave toovercome it and some (Stud Lit)
urs make good friendship. Thgave toclose the gaps and bo
abamukuru is often praised fdraving totake care of both t
bamukuru in telling submissidmve tobe married women whil
ighed again. The two recordifave toagree and if not, it
ect, feel for each other. Theyave tohelp without limits a
d up by what he sees, it woulthve tobe a dull person. The
e neighbours, at one time thdyave tomeet and let each oth

HAVE as lexical verb

HAVEas a transitive lexical verb occurs as commonly as the most frequent lexical verbs in English. Biber et
al. (1999:429) found that acrosbeir four registers of conveation, fiction, academic prose and news
HAVEwvas most common in conversation and least common in academic prose. However, within academic
prose,HAVEvas more common than any of the lexical verbs. The main MéNsEcan be used with various
meanings indicating different logical relations, including physical possession, family connection, food
consumption, states of existence, linking a person to some abstract quality, marking causationisielow

samplefrom the corcordance lines fohav* as a lexical verb in the Student Lit Corpus:

implies that as long as théyave the wall| they will be (Student Lit)
at they all go to the City andave some funThey booked a
ne that these neighbours woultve an ideaon how these ten
not see light. | think if yohave giftfrom God you will n
and absence of light; his eyhave no lightto even create
is not fair as if it does ndtave anythingfair to human e
hat he does makes him freend have a clear conscienc¥es,
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rced to use their own toiletdave their own doorghat the
ffQd ¢KS NA @HINGitd agwn WiIRiGeQNRA 6 SR | &
talks to Agnes. He is saidhave shadowless eyeand cada

HAVE as delexical verb

The mainfocus of this study was those occurcas whereHAVEwas used delexicallgAltenberg and

Granger 2001:174ffwith an eventive nounAlgeo (1995:204; cfQuirk et al. 1985:750gxplains an
WSOSYyiAdSQ 202800 Fa WRSOSNBIE | yR wddlhde ateki® SE L
types of delexical construction identified in this framework, which | have cal€d2 NBQ |y R WL
delexical MWUs respectively, borrawg the terms from Algeo (1995).

HAVE as core delexical verb

Biber et al(1999:1026kxplain that verbsike HAVEMAKEand TAKEare often found in combination with a

y2dzy LIKNI aSs F2N¥AYy3I WNBfLFGAGSEEe ARA2YIGAO SELINBS
be replaced by a singlsord verb with essentially no loss of meaning. In this stuiiy kind of
O2YoAyldA2ya 6KAOK .AO0SNI S Fftd omdbdpddpd NBIFNR |
84.4.1), Ihave coded as core delexical verbs. Below are examples from the Expert Lit and the Student Lit
corpora:

the literature if you do nohave a lovefor reading per se. Some (Exp Lit)
in the examination, tdhave a graspf the basic ideas, and aspects

en kept secret for so long? Has a newfound respecand ap

ourage and love of animals aihés a respector her and her(Stud Lit)
touches the speaker deeply aiés a spiritual impascd W¢ K S

HAVE as pseudo delexical verb

Where theeventive noun oexpanded predicate antihe corresponding simple verére not identicakither
through affixation, modulationand phonological modification or pluralisation(although grammatical
changes to accommodate tense and person are allowadyherethe definite article is used instead of the
indefinite article, or where the article is absent, these are termed psedelexical combinations (after
Algeo 1995)The example below

present life? You may nétave much respector a character (Exp Lit)

explains one of the difficulties of analysis some of these MWUs presehtéslexample contrasts withe
one for the coredelexicals aboven that it doesnot take an article, partly because ofuch which requires

a noncount interpretation. Thusguantification, an aspect othe grammar can determine whether a
structure isregarded apseudodelexcalor not. In the examfes below, the combinations can be replaced

by singleword verbs but these are not identical in form to the eventive noun:
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dd looking guy. He is tall ams a ghostly appearan¢dis (Stud Lit)
at the narrator is speaking ¢fas no comparisorin the natu
and realiseshe effect Uriah haon her father. Uriah Heep
YyOSY (NI GA 2y 26SKS 22 NKR &dPdur aldR y y 2
explains clearly that the mamas no feelingsand is always
tive and thoughtful person whhbas logical thinkingvhen avk
tive if someone ignore him. Hes an aggressive behaviour

5.8.3.2 MAKE

MAKEis a lexical verb only, never acting as an auxiliary and never used intransitively (that is, without an
object). MAKEcan be classified as an activity verb according to its core meaning, which is to create
something, but it may also be causative in meargrg make something happeto make (force) someone

to do somethingAs an activity verb, Biber et al. (1999:367)rfd that it occurred more commonly across

all four registers (and over 1000 times per million words in the academic register) than any other of the
activityverbsci KS f A a0 61 a (2 LEESEQ @\VEndTRKEMAKE FAKEGDQIVEBSUND &

often with the progressive aspect (i.e. more than 10 times per million words) (Biber et al. 1999:471).

In addition to functioning as a lexical veMAKEcan function as a phrasal verb, a prepositional verb and a
phrasal prepositional verldt can also baised delexically as a core or pseudo delexical verb. Biber et al.
(1999:403) observe thatlAKEis used in relatively idiomatic units that function like single verbs, that is,

phrasal verbs, prepositional verbs and phrgsapositional verbs.

MAKE as plasal verb
A phrasal verb is made up of a verb (in this dd#&KB with an adverbial particle, e.grakeup, makeout.
The core meaning of the adverbial particle indicdtesationor direction There were only a few examples

of phrasal verbs in theorpora in this study, including:

Fad AG 61 a T2 NidéRppdapl2ty be kardi@ph(Studdit)
ous rules and regulations thatake upthe apartheid regime.

rds and actions the playwrigimade up that she chose becau (Exp Lit)
something that is, literallimade-up’, which is what ‘fict
that a few fleeting encountersiake upa substantial relation

a because those immigrates ameaking outour country overcr (Stud Law)

MAKE as prepositional verb

Prepositional verbs consist of a verb followed by a preposition, suchnaskefor; madeof, madefrom:

t to rebuild the roof of housenade ofgrass. During winter (Stud Lit)
YSNXP ¢ KSe& R NHzyhide aftdwperried Ths wad NS |
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Philip, my infant tongue coulahake ofboth names nothing lo (Exp Lit)
cut out all the *frills' whichmake foran attractive paragraph

ibery, or where allowances araade forothers based on many (Stud Law’

MAKE as phrasal prepositional verb
Phrasal prepositional verbs contain an adverbial particle as well as a preposition, for exaaigelp for,
and be madeup of. There were only a few occurrences MAKEas a phrasaprepositional verb in these

corpora:

the body of the essay should bbeade up ofa series of linked (Exp Lit)
resent tense, its main verb made up ofa helping verb (‘a

climax. The English sonneiisde up ofan octave and a se(Stud Lit)

he many societies of the worltade up ofthe good and the b (Stud Law)

MAKE as singlavord lexical verb
As noted abovelMAKEcan be classified as an activity verb according to its core meaning, but it may also be
causative in meaningAKEbelongs to the group of activity verbs that occurs with transitive patterns only.
gAGK GKS ail (0 $:akésphaps\ven téoicsinshasé (StydRLit)
is kind and considerate. If eakes a partneior rather whe
02dzNE ¢ @ ¢ KI (0 Yi8ke gobd sarDefiRition: R @A OS
YR 0SSt ASPAyYy 3 maKegdod delditb@ud oF S REF A |
s able to soften her heart andake her believahat he was
edient is, she did not want tmake her father angryShe di
of male dominance (her fathemakes her morequestion the w
bA1AQa I O0 ka2makekher baky®did aBcSpiiahldN S
ple, apeals to our senses andakes us imagin¢hat we are

MAKE as core delexical

Where relatively idiomatic combinations witMAKE could be replaced by a singleord verb with
essentially no loss of meaning, these were classified as core delexical MWUs. TogethdAWiEand
TAKEMAKEA & WLJF NI A Odzf + NI @8 LINRRdzOGA PGS sKSYy O2YoAYyAy3
idomath O SELINB&&A2Y aQ cH028) dHedelexPréssidn farm witatBibef st alH(1999:1026)
NEFSNI G2 a F WOtAYS 2F ARA2YIGAOAGEQD ! (makkgS SyF
killing. At the other end of the cline are e a4 aA 2y a4 GKAOK WNBUIAYy S O2N
made a sandwicl{Biber et al. 1999:1027). Between these extremes, there are a number of expressions
where the meaning of the individual words is to some degree retained but the whole expressican ha

more idiomatic meaningnake a dealmake a statementThese can in many cases be replaced by a single

verb which is identical in form (although allowing for changes necessitated by tense or number) to the

(deverbal) noun in the combination (Biber dt 8999:10261027). In my study, only these combinations
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are categorised as core delexical MWBslow are examples of core delexical combinations WHAKE
from the corpora:
in Africa because they wath make a profit He sees the de (Stud Lav

ermore, the person in (a) mustake an offerto the person |

in their imagination. The poeahakes a contrasbetween the (Stud Lit)
e. There again Tom shouldive made a plario protect Jay. |

ng of your work. It is wises make a listof words youfreq (Exp Lit)

'solves' his sexual problem bbyaking a weekly visito Sora
tet's purpose as a whole is make a commenbn the problem

MAKE as pseudo delexical

MAKEas a pseudo delexical verb is classified according to the same criteria as discussa¥Eabove.

Biber et al. (1999:1027) provide a list of noun phrases which combine MA@KEin their corpus of
conversation or fictionan appointment, arrangements/the bed, a (clean) break, a decision, a/any/no
difference, an/every effort, eyes, a fool of (one)self, fun, a fortune, a bad/good impression, a killing, a living,
love, matters (worse), a mistake, money, a move, a noise, a nuisance, a pest of orssglfa jpoint, a

sound, a speech, a statement, time, work

Noun phrases combining witdAKEN news and academic prose that are listed by Biber et al. (1999:1027)
and which would be classified as pseudo delexicals in this study indotnds, assumptionschoices,
comparisons, demands, headlines, his/her appearance, her/his comeback, her/his debut, history,
judgements, predictions, provision, recommendations, reference, uffalufse are used in the plural form
idiomatically, such amake amends| reqrded these as pseudo delexical combinations. Where the nouns
were derivations or affixed forms and could not be replaced by a simgid verb with the same form
(other than changes necessitated by tense and person) and meaning, these were also clgsseadas

delexical corhinations.

Biber et al. (1999:1028) observe that although it is generally believed that formulaic language occurs
predominantly in conversation, their corpus shedvthat idiomatic phrases includinglAVE MAKEand
TAKEare much more common in written registers, and several such expressions are common only in news
reportage and/or academic prose. They found that, in particular, idiomatic phrasesvittEand TAKE
occurred frequently in written exposition. Pseudo delekicses ofMAKEIn the corpora in my study

included:

ty which has not yet woken. Heakes referenceél 2 (1 KS Wi Y2
nd did have the opportunity tonake independent choiceand
without him. She is willing tmake sacrificesn order to r
en Lurie is crosexamined, henakes some startling statements

he had done and an attempt tmake reparation something he
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ot be a fairchoice to have to makebut it is a choice none
to the autobiographicalio make explicit the linkbetween
text, youself, and the authomake connectiongo yourself,

5.8.3.3 TAKE

TAKBbelongs to the group of activity verbs (iIMAKE and GIVES @SNb & ¢ KA OK WYl Ayf @
SoSyida (GKFd O2dZ R 06S |3aa20AFGSR ¢gAGK OK2A0S: |yR
al. 1999:361)TAKAESs the fifth most common of the 12 lexical verbs which occur over 1000 times per one
million words across A 6 SNJ S I f dQa oanditdsdné ofsiz verbsFir te\groddvAidh @ré S N&
from the activity semantic domain. These verbs are most common in conversation and least common in
academic prose, accounting for only 11%exical verbs in this register (Biber et al. 1999:373). The reason
for this is that academic prose mostly
reports relationships between entitieg both concrete and abstract using simple statements of
existence/relationship or occurrence. Academic prasports relatively few physical, mental, or
communication activitieg and when such activities are reported, they are often attributed to some

inanimate entity as subject of the verb (Biber et al. 1999:372).

In academic prosd AKE like MAKE occurs commnly with an inanimate subject that is in some way
instrumental to the meaning of the verb. In addition, instead of describing an activity or process, the verbs
in these uses tend to describe static situations or relationships, becoming existence veibsthas
following examples:

Wresting] usuallyakesthe following three steps
Social [science], [religion], and the [artslake O 2 Y (i NJ @idzi 6t &1.y1$0D379).

TAKEHs one of those activity verbs which occur with transitive patterns ,@itiiough exceptions do occur
in colloquial speech: e.¢. i & 2 yXQliicaniialsq d8cur as a phrasal verba asepositional verb and as a
phrasal prepositional verbilhe occurrences ofFAKEN the corpora in this study were coded according to

the following functions or classifications:

TAKE as phrasal verb

Phrasal transitive verbs witRAKEncludetake up(occurs over 20 times in fiction and academic prose and

over 40 times per million words in news reportage) (Biber et al. 1988 on(over 20times per one

million words in fiction and academic prose, and over 40 times in neak®;off (over 40 time per million

words in fiction);take over(over 40 times per million words in news) (Biber et al. 1999:41&ke upand

take onare more common in writing than in conversation, which is contrary to the norm for phrasal verbs
(Biber et al. 1999:412)TAKE as one of the most common lexical verbs, is also most productive in
combining with adverbial particles to form phrasal verfisis is becaus§AKEA & Wdzy dzadzl f f € LJz

(Biber et al. 1999:412), meaning that it is able to combine with several adverbial partides: apart,
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back down, in, off, on, out, over, up. In fact TAKHorms seven common phrasal verbs (i.e. o¥en per
million), and nine phrasal verbs withPAKEare listed in theLongman Dictionary of Contemporary English
(LDOCE The following are examples @fAKEunctioning as a phrasal verb, taken from the Student Lit

corpus:

wrong deed was for Antonio ttake away{ K&f 201 Q& 41 & 2
Niki when she tried to screariaking offher underwear and
hat his mental health has alsaken ona dark state of mind
lised person who is seen to @ken overby greed and the p

TAKE as prepositional verb
TAKEan also be a prepositional verb when it takes a prepositional objecta&aNPas, take NFHor, take

NPfrom, take NRo, takeby:

purity. The word Excelsiortaken from Latin word excelsi (Stud Lit)
by her father These injusticéake us toa point where Niki
ndent on Babamukuru because takes her intohis home, pays
e is a metaphor, the river waaken asa human being specif
David could suddenly see whiatkking by forcemeant. Lucy e
guru was a sacrifice women wihake Tambu ader child and t

TAKE as phrasal prepositional verb
TAKElike MAKE occurs as a phrasal prepositional verb, with an adverbial particle as well as a preposition,
e.g.take NPawayfrom, take NRout of:

0§ KSNDa akKl O dakifg Kes mdtherdut affhat ($tad Lip) T

looked down upon and finallggken away fromhim. The weal
ght in shining armour who wilhke her away fromall her mi

TAKE as singierord lexical verb

TAKEccurred in my corporwvith transitive patterns only:

m is fast and the rhyme schengkes a divisiorof two group (Stud Lit)

n life capacity of renewal. Hake a jobat the animal shel

lamed for his actions. He do&ske a degreeof responsibikes
resist temptation and chose tiake their relationshipswith

nhuman, bigoted people who hadken power, wealth, educatio

he is in Cape Town, he is didlking prostitutesthough he

change. She realises she mtadte her own turnand be allo

s his. (Never mind that he waaking several mistressepT

TAKE as core delexical
TAKElikeMAKEandHAVE is what Biber et al. (1999:428) call a semantically light verb, meaning that it can

combine with noun phrases to form a set verbal expression. In the ca3AKE these include clear
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idiomatic expressionsugsh astake time Then there are those expressiothat keep the core meaning of

this word (Biber et al. 1999:102%)ou cantake a snack in your pockeBetween these expressions are the
WNBf FGABSEt & ARAZ2Y takelalvalketeNdd méaings\ofitlee indidd@ek woldsiare to

some extent preserved, but the expression as a whole also assumes a more idiomatic meaning. The
commonest of these combinations in academic writing witAKEare: take place; take part; take
advantage (of); take (thepfm (of)(ibid: 1028) all of which would be classified as pseudo delexical verbs in
my study Bber et al. (1999:1028) found that, contrary to popular perception, these idiomatic phrases are
far more common in written registers than in conversation, amdesal of them occur only in academic

prose and news reportage. Below are examples of core delexical combinations from the corpora:

eedy. Greed is from the devigke a lookof the following (Stud Law)
| problem but worldwide. If wéake a lookaround the world
do believe that if corruptioniake a leadit will takes us
s are presented to the peopl@ake a loolat the top manage

allousness, she feel strong take a stepforward for her(Stud Lit)
through the window while Lucpok a showe. David saw him

TAKE as pseudo delexical

As noted above,yf & a2YS 2F G(KS SELINBaairzya .Ao0SNI Si o
categorised as core delexical verbs in my stadgse which cannot, fathe samereasonsas discussed for
HAVEand MAKEabove belong in the group of pseudo delexical MWUs. Examples of pseudo delexical
MWUs withTAKErom the corpora include:

a/R al RIFY [/ NEy 2téke part Rivz@\@rtugl Resti{Stud It)
example where changes in rhythtakes place The full stop at
he was interested to see Agn&xking the stepbecause after
skyscrapers, that people do ntdke the timeto appreciate t
is love. Because he decidedttake the fallfor the accident

Thesecombinations were then extracted and the errors were categorised and analyhedstudy makes a
RAAGAYOGA2Yy 0SGsSSYy (GKS (GSN¥a WRSOAIFIGA2YQ YR WSN
g & LINBOfSYIGAOZ ¢ KA fiSwhigrSsuNEWEs Qerdddviadiinddollowigg s&lio® K 4 |

provides a detailed explanation of the framework for the analysis and categorisation of these errors.

5.8.4 Classification of errors

Errors in deviant MWUs were classified and are discussed here in wétaileference to examples from

the concordance linesThe classification issha SR t 22aSft & 2y bSaasStKldzFQa Wwe¢
(Nesselhauf 2003:232) but with swahtegorisatios included, andwith the category of adjective (ADJ)
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added. Thusseven main categories of error were identified, namely, those concerning chiefly the verb (V),
the determiner (D), the noun (N), the preposition (P), the adjective (ADJ), those involving structure (S) and
those involving stretched verb constructions (SVI@ese are discussed in more detail below (and the full

list of deviations is provideith AppendixP):

T !'5W I R2S 0 A @ Sdilocatibni-eifdrdfasia theheyad fiteloit SHere the adjective is
not afully appropriatecollocate withliving (ADX;, coll):

1. dwith drugs. Drug dealers amsaking a wealthy livingout o (Stud Law)

1 D ¢ determiner. Deviations in the determiner include errors in the article¢(Brticle), as in (1)
missing article ([g article missing), where the indefinite artickeis missing aftehas(has a lifg; (2)
incorrect article (Dg article incorrect), where the wider context revealed treashould be replaced
by the definite articlehe (has theconnotatior), or (3) present but inappropriate article Particle
inappropriate). In the example below, besides the error in the verb (concord), the article is present
but inappropriate irhave the disgrace

1. They make the city of Londdras lifelike a living being. (Stud Lit)
2. title The Madonna of Excelsibas a connotatiorof the women
3. aStFyASQa T (ina® Mipdispradetohh® wiiol @ & K S

Deviations in the determiner also include errors to do with the pronoug (Bonoun): (1) missing
pronoun, in this case the possessive prondwem (2) incorrect pronoun, present but unacceptable,
in this casehisshould be replaced biyer.

1. alerting Agnes to stand andake voicebe heard. The narr (Stud Lit)
2. a councillor meanwhilshe is makindnisway to the top by

Finally, deviations in the derminer included errors to do with the demonstrative (B
demonstrative): (lincorrect demonstrative, in this case whetgs should be replaced btghese to
agree in number with the pluralotes

1. they come withthis technologyof makingthis notesthis lead to(Stud
Law)

1 N ¢ noun. Errors in the noun concerned number: (1) plural where singular was required and vice
versa, as in the example below wheréstaked K2 dzf R 6 S LJ deNJff2 (i 22 FGANBS 4/
1. gotin this world. Davidhade a lot of mistaken life (Stud Lit)

1 P ¢ preposition (P). Erroralsooccured in prepositions: present though incorrect, as in the examples
below, whereoff should be replaced witbf in (1) andto should befor in (2) These prepositions are
determined by the MWU in edn case and so these examples are identified as errors:

1. at she and her family would deken careoff if she does no (Stud Lit)
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2. oom. He has changed because has sympathyo his daughter.

S¢ structure (S). These were errors of syntax where (1) the structure of the whole expression was
incorrect. Inthis case interpretationis not straightforward. The italicised expression could be
replaced withlf a bribe is what it takes@r If it takes abribe (to somebody)

1. o anything achieve thatf it take to bribesomebodyin order (Stud Law)

SVC(SV@QA G NBEGOKSR OSNb O2yadNHzOiGA2yd® ¢KAA Aad bSaa
to as delexical MWUs. Imy study, these deviations comprise cases where a simple verb would be
more appropriate than an SVC (i.e. MWU):

1. this fellow Uriah. He does nbiave any trusttowardsthis (Stud Lit)

Inthis example a single vertirust would have been preferable to the SY&ve any trust towards

V ¢ verb. Deviations involving the verb included: (1) tense {ghse), in most cases the overuse of
the progressive aspect present tende be having buzzing activitiésstead ofto have; (2) concord
(V ¢ concord), such as subjeeerb agreement; (3) errors in collocation ¢\coll), such asnake

corruption;and(4) errors in choice of verb @Avord).

In example (1pelowthere is an error in the tense of the verb, where the progresasfect present
tense should have been replaced by the present teree

1. lines sestet where the poet Igving a solutiorof his problem (Stud Lit)

Example (2), in addition to other errors, contains an error of concord, whexe should be
replaced byhas
2. and the people was dying. H@ve no hopeof the universe (Stud Lit)

Thenexttype of verb erro(3)wasproblematiccollocationbetween verb and noun in the MWU:
3. 62RIF@ Q& Yy SgaLlhaddhath greavosrirBuidiiSitud 2 af)

In this example, the student has collocatddhs incorrectly with contribution Contribution

collocates withmake(makea contributior).

In Example (4), the choice of verbingorrect (heedshould have been selected rather thaid).
Thismay simply be a spelling error, howevas there is no distinction betweeitong and short
vowels such aBeedandhidin the pronunciation of manBSAE speakers

4. away, advice that he does ntatke hid of. Gatsby could ats(Stud Lit)
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In many cases there was more than one error in the MWU, which sometimes had the cumulative effect of
making interpretation difficult. In all cases, each error was coded and explaiMiere occasionallypne

error caused another, such as in the example

awful. Yes | agree some of themve connectionwith our guys(Stud Law)

wherethere is an error in the determiner (missing indefinite article aftdrave) and an error in the noun
(N ¢ connectiorshould be plural)only one error was countedh thiscase the lack of a determine€hoices
in such cases were sometimes not easy, but here the rationale had to do with the key role that the

determiner plays in the definition of the focal structures of this study, the delexicals

In other cases, such as the example below, errors occurred close to, but outside the MWU. Such errors

were not included in the analysis or discussion:

ntion that their are comingo make better living But not a (Stud. Law)

Inthis example, the possessive pronatieir has been inappropriately used insteadtbéy but as it occurs

outsideto make a better livingf is not included in the error count.

Once all deviations had been classified, frequencies could be computed and compared across corpora (see
85.3).

5.9 PHASE3: THE RELATIONSHIPS\BEEN STUDENRBCABULARY SJZE
PRODUCTION dAWUS AND ACADEMIC PERMANCE

This part of the analysis was completed using SPSSVandiSmith ToolsA smaller group of 60 students
was selected for this part of the study, using a fafmonprobability samplindDérnyei 2007:98), known

as guota samplingsée 85.4.1)In this type of sampling, the size of the sample selected within a particular
sampling framework is predefinetdsing examination scores the organising variahleen students whose
scores fell closest to these percentiles were drawn from each of the 2% and 73" percentiles for both

the Literature and Law group$hetexts of these 60 students were extracted from the Student-saipora

and concordance lines wegenerated for all wordorms of HAVE, MAK&nd TAKEThedelexical MWUs in
these concordance linesvere extracted, deviant MWUswere identified and errors categorisedin
addressing Research Questiorséores on thé&000word level, the UWL and thetal vocabularyscoresof
these 60 students (30 from Literature and 30 from Law) were comptretie number of MWUs and

errors. Correlations were performed in this phase of the analysisaddressing Research Question 6, |
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investigated students MWUs and ers in relation to their academic performancéhe results of these

analyses are presented and discussed in detail in Chapter 6.

5.10 JUSTIFICATION OF TRGBUES

As this chapter has indicated, each phase employed several methods which have been well dodumente
other studies, with good resultée.g. Wangand Shaw 2008). The study makes use of quantification and
statistical analysis in the first and third phases of the analysis, and of quantitative and qualitative analysis of
texts in the second phase, agdwoilowing in the tradition of similar studig@\ltenberg and Granger 2001,
Boers et al. 2006; Cobb 2003; De CGdskanger, Leech and McEnet998; Granger 1998b; Hasselgren
1994 Laufer and Waldman 201Lge and Chen 200Blesselhauf 2003, 2004, 2005

The second phase of the study follows a recognised methodological trend in the field of corpus linguistics
and has a place as a corpiisven study dealing with MWUZ3he use in this study of a smaller corpirs

this case of writing by learners also vell supported by studies as notedbove (§2.3). Scholars such as
Flowedew (2001) Nesselhauf (2005) and Shirato and Stapleton (2007) advocate the use of smaller, often
selfO2 YLIAEf SR £ SFNJYSNI O2NLI2 NI AT f SI NJE MEGuth Rffich ThA O dzf i
recent years there has been an increase in studies of both learner (Van Rooy 2006) aedrnen

varieties of language (De Klerk 2002; Pienaar and De Klerk 2009) and several smaller corpora of language

have been collecteth this regard.

The focus of Phase 2 on word combinations featuring-figtpuency delexical verbs is also well supported

by research studies which reinforce the assumption explored here that these seemingly unimportant words
often form part of problematic and rmurrent word combinations in learner writing (Altenberg and Granger
2001; Laufer and Waldman 2011ee and Chen 2009:154, Nesselhauf 2005; Wang and Shaw Z0i8).
study has included a further dimension to the study of these wotiswever,in its analys and
comparison of the distribution of these words in the Expert and Studenpora and in the Lit and Law
corpora.ln addition to the manual analysis of the concordance lines and the categorisation of é&gprs,
likelihood calculations were the chisfatistical measure used in this part of the analysigedto determine

the difference in frequency of use of MWUs in tiferent corpora.

511 ETHICAL CONSIDERATSON

The ethical considerations ateuched onin Chapter 1As | tested the vocabulary sizéindividuals, here
were ethical considerations regarding anonymity and confidentiality. No names appeared anywhere on the

guestionnaire or test scripts, or on the examination scripts. Students were assured from the outset that no

136



Chapter 5

names would be used, arttiat student numbers would at no point be linked to student names; student
numbers were used only to distinguish one file from another in the Student corpus and to link vocabulary
test scores to examination scores, but these files or scores were notlittkendividual students in the
RAaOdzaaAz2yd ¢KS &0GdRSydaqQ SEFYAYyLFGA2Y FyR [ ¢ &0
proficiency levels of the sample as a whole and, again, individual students were not named anywhere in the
discussion of theesults. Smaller samples of texts were extracted from the corpus in Phase 3, but these
GSNBE fAY1SR YySAGKSNI 2 AYRAGARdMzZrf addzRSydaqQ ylyYS
Students were consulted at the outset, through a letter attachedhte questionnaire and test which was

sent to them by post(see Appendix A)and were asked to give permission for their test scores and
examination results, as well as their examination scripts, to be used in the study. They were assured that
they wouldbe free to withdraw their consent at any time should they so wigine of the students did so,
however. ST2NB (G(KS NBaSINOK g¢gla asSi Ay Y2GA2ys (GKS &i
Committeeand Dean of the College of Humanities at theiversity also gave her permission for thieidy

to proceed seeAppendixB).

As far as the Expert corpus is concerned, | was at one pevetral years agavolved in the tuition of both

the Literature and the Law courses. This meant that | contributedome of the study material and
examination papers at the time. As these texts were all written before the study was conceptualised,
however, and since | no longer teach these courses and do not set any of their examination papers, my
prior involvementhad no influence on the content of either Expert or Student corpus and would not have

resulted in bias

5.12 (GONCLUSION

¢KA& OKILIGSNI KIFa SELXFAYSR (KS YSGK2R2t23A0¢t Wyc
the practicalities and key problesminvolved in gathering and analysing the data in an effort to provide
answers to the research questions. Problems included the difficulties involved in getting tests and
guestionnaires back from a sample of student§, whom the majority study at a distare from the
university campus. This chapter has also provided a description of the sample from which the data were
collected and has explained the methods used to analyse these data. In Phases 1 and 3 this analysis was
guantitative and involved the use &PSS to perform the correlations and other statistical procedisess
Appendix G for a sample of SPSS outdatPhase 2VordSmith Toolsmost particularly theConcordtool,

was used to explore the corpora. Statistical tests such atikelhood calclations were also used in this

phase. This chapter has also laid out the framewaorks for the analysis of the concordance lines for each verb,
and for the classification of the delexical MWUs and the errors which occurred in deviant combinations.

Finally, tle ethical considerations were discussed.
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6.1 INTRODUCTION

This chapter presents the findings of the analysis of the data collected in this study. The findings of each of
the three phasesand for each research question (R&¥ presented and discussed in tufo recap,in

t KFAS mX &l dzRSwgviad eagtirrdusiogdz versidn of the (RR). The relationship
between vocabulary size and course, gender, age and hangrige examination scores was investigated.
Phase 2 of the study comprised an investigatidrthe use of three higfrequency verbs in terms of their
functions by student writers and expert writers, usMérdSmith Tools (WSThe use of these MWUs by
students, and the errors they made in their production, was investigated and compared to their use in the
ExpertcorporaLy t KFa$S o3 (GKS NBfFGA2YyaKALl 0SG6SSy &addzRS
appropriate and idiomatic MWUs containinigetse highfrequency delexical verbs was investigated, as well

la GKS fAy]l 0S06SSy (KS addRRSydaQ dzas 2F (KSasS az

6.2 PHASEL SZzEOF PRODUCTIVBCABULARRQL)ANDITS RELATIONSHIP
TOACADEMIC PERFORMANREK)?2)

Phase 1 iguantitative in designas ¥ S| adz2N3&a GKS aAl § 2F &aGdzRSydiaQ LN
and relates their scores on this test to their examination scofée. first part of the analysis in thihase
addessesi KS &aAl S 27F &G dzBuby krdleddelthB Budzfiah is di®kerdddvintinto four
sub-questions, which are addressed in turn. The second part of this phase addresses the relationship
0SG6SSy G(KS aiAl S 2F &didzRSydaQ LINE R dzGiatst@danagts@l o6 dzf |
this phase was carried out using SR&Sion 19 (see §83.3).

6.2.1 Questionnaire data

The first step in the analysis was to examine the biographical data provided in the questioraradres
obtained from registration recordsin this study | focusedn only a selection of biographical aspects,
namely, course of studygender, ageand home languagethough data orethnicity is sometimes also

referred to.
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6.2.1.1 { { dzR Sofiréefofstudy and gender

Table6.1lindicates the makeaup of the students who returned completed questionnaires, according to their

course of study and gender:

Course of study
Literature Law Total
Male 28 95 123
Female 111 64 175
Total 139 159 298

Table6.:{ 1 dzZRSYy 1aQ 3ISYRSNI I O0O2NRAyYy3 (2 O2dz2NES

This reflects @plit of approximately20:80 between male and female studeritsthe Literature course, and
60:40 in the Law course. This suggests that women may be more likely to favour the arts than men, who

may be more vocationally driven than women students. This is discussed firtger22.

6.2.1.2  Student age

Students varied widely in age: a third of the 284dents who provided their age on the questionnaire
(35.2%) were 25 years of age or younger, an®@¥of the sample was younger thah, 2s shown in Table
6.2below:

Age Course type

Literature Law Total
<20c29 69 69 138
30¢39 36 50 86
40c49 16 17 33
>50 14 13 27
Total 135 149 284

Table6.2 Student age bands

Almost half thestudents in the sample were under the age38f (51.1% of theliterature students and

46.3% of the Law students, that ,ig)ertainly what one would expect from typical university students.
However, these are distance education students and it is perhaps surprising that so many of them were
younger: 10.2% were undehé¢ age of twenty and 25.0% between the ages of 20 and 25. The students in

the 30 to 39 year age group are probably more typical of distance education students, possibly starting
their university studies some years after leaving school. At the other etidoS & O £ ST WY I { dzNE
40 years or oldemade up abut a fifth of the sampl€21.1%), with almost half ahis groupbeing over the

age of 50. The oldest student in the sample was 68 years old and the youngeAnd3t a third of the

sample (30.3%) was aged between 30 and 39 yaagdsalmost 80% of students in both groups were under
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the age of 40 (77.7% in the Literature group andB¥®in the Law group). This is an indication of the degree
to which institutions ach as this cater for individuals who, through various life circumstances, may have
had to defer higher education for some years after leaving school, but for this very reason it is also

somewhat surprising that there was not a larger group of older sttgJ@ver the age of 40.

There is a fairly even spread of students across the age bands in the two courses, exbe@0rto 39
group, where more Law than Literature students were represented. In both genres, there is an alqost 50
50 split between studets under 30 years of age and those above 30 (51.1% and 48.9% respectively in the

Literature course and 46.3% and 53.7% in the Law course).

6.2.1.3  Student home language and ethnic group

South Africa has 11 official languages and it was anticipated that the rggide this sample would be
representative of the national profile which is, according to data from the 201%usraes illustrated in
Table6.3:

Language Percentage of speakers*
Afrikaans 13.5
English 9.6
IsiNdebele 2.1
IsiXhosa 16.0
IsiZulu 22.7
Sepedi 9.1
Sesotho 7.6
Setswana 8.0
SiSwati 2.5
Tshivenda 2.4
Xitsonga 4.5
Other 1.6

* Spoken as a home language

SourceCensus 2011

Table6.3: Percentage of speakers $buth African languages 20

The language profile of students in the present study was as follows (arranged in descending order of

frequency):
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* Spoken as a home language

There was a high percentage of English speakers (39.9%, as opposed to the national average of 8.2%), and

this is to be expected as it is the language of learning and teaching (LoLT) of the majority of schools in the

Language Number of speakers*  Percentage of total
English 119 39.9
Afrikaans 37 12.4
isiZulu 30 10.1
Sepedi 23 7.7
Setswana 21 7.0
isiXhosa 19 6.4
Other 14 4.7
Sesotho 8 2.7
Xitsonga 8 2.7
SiSwati 3 1.0
Tshivenda 3 1.0
isiNdebele 2 0.7

Table6.4: Languages spoken by students in the study

country, and of this university.

Thehome languageccording toethnic groupis reflected in Tablé.5 below. Althoughthis information is

included here merely to allow further insight into the language background of students in the sample, it is a

requirement of the South African governmehfat students state their race on their registratiéorms. The

main purpose behind this requirement is the redress of past inequalities and injustices through affirmative

action. The official groups used by the government are white, black, coloured & As

Language Asian Black Coloured White Total %

English 21 29 7 62 119 41.4
Afrikaans 0 1 7 29 37 12.8
isiZulu 0 30 0 0 30 10.4
Sepedi 0 23 0 0 23 8.0

Setswana 0 21 0 0 21 7.3

isiXhosa 0 19 0 0 19 6.6

Other 0 11 0 3 14 4.8

Sesotho 0 8 0 0 8 2.7

Xitsonga 0 8 0 0 8 2.7

SiSwati 0 3 0 0 3 1.0

Tshivenda 0 3 0 0 3 1.0

isiNdebele 0 2 0 0 2 0.6

Total 21 158 14 94 287

Table6.5: Languages spoken by student sample according to ethnic group
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As notedearlier (85.6.2), there is evidence from research that suggests that black students such as those in
this study,who stated in their questionnaires that their home language was Englishin the main likely

to be multilingual (Coetze¥an Rooy 2012, 2014). Swsthidents would be speakers of an African language

as home language, but would frequently regard English as their strongest language, and the language used
Ay GKS R2YFAY 2F SRdZOFIGA2yT GKS fAadGAy3 wtadtheyld | &
wished to indicate that they regarded this as their strongest language in terms of study at university.
According to Coetzee I Yy w22& OHAMHYMMHUIZ GKA&A A& SOARSYyOS

where the home language is used mdoe social communication and English is the language of education.

Asian students were probably mostly $buth Africarindian descent and thus first language speakers of
English, albeit perhaps the variety of South African Indian English (SAIEjedétiPienaar and De Klerk
[2009 and Mesthrie[1992). A discussion of the characteristics of this variety goes beyond the scope of this
study but Mesthrie (1992) deals with this in some defhiile status of these students as NSs or NNSs is an
aspect wlich is impossible to determine, however, without conducting personal interviews and one which
made identifying L1 and L2 speakers particularly difficult in this contded.L1/L2 language factor is not
the main focus of this study, however, and the samiplerimarily regarded aepresentingnovice writers

of academic English, regardless of language background.

6.2.2 Research Questiot: Size of productiverzocabulary of undergraduatstudents

Having provided some background information on the overall profile of the students by way of descriptive
frequencystatistics, in this sectiomy attention ison the research questions driving PhaseTlie first of
thesewas broken down into four suQuestons (see85.2). In order to answer these, | set out to calculate
the meanscores of students on each level of the vocabulary test and their te¢@n score for the whole

test, according tahe relevantvariables that is, course, gender, age and homeglaage.

Research Question 1.What is the size of the productive vocabulary of students at each level of the VLT,
within and across two courses?
Table 6.6 beloweflects the mean scores (percentages) and percentiles on the VLT according to the two

courses which the students represented, Literature and Lawpswar to Research Question 1.1

142



Chapter 6

Course type Levell% Level2% Level3% Leveld% Level5%  Total %
Literature Mean 91.41 79.50 64.21 66.23 40.41 68.18
Std dev. 19.32 15.85 24.15 19.48 30.45 18.08
25"perc 82.35 72.22 50 50 11.11 52.87
50" perc 94.12 83.33 68.75 66.67 33.33 70.11
75" perc 100 94.44 81.25 83.33 66.67 83.91
Law Mean 86.20 69.78 52.32 58.91 27.36 58.75
Std dev. 12.76 20.48 25.83 20.56 24.35 18.54
25"perc 82.35 55.56 31.25 44.44 5.56 44.83
50" perc 88.24 72.22 50 61.11 22.22 58.62
75" perc 94.12 88.89 75 72.22 44.44 73.56
Total Mean 88.63 74.31 57.86 62.32 33.45 63.15
Stddev. 16.34 19.05 25.71 20.36 28.09 18.89

Table6.6. Scores on VLT according to cofR@1.)

In order to examine thelifferences betweeracademic coursandvocabulary levels, ane-way analysis of
variance(ANOVAwas applied. The resulghowedsignificant differences between course and vocabulary
levels these differencesvere highly significant at Level ZF(y, 29y= 20.545p < 0.0005) Level 5 (1, 296=
16.867,p < 0.0005)Level 3 1, 206= 16.694p < 0.0005) andrery significanat Levels4d and 1 (F 1, 296)=
9.865,p = 0.002 F (1, 205= 7.710,p = 0.006respectively)lt is clear from these scores that the Literature
group outperformed the Law group at every level of the Villiese results alseflect that neither group

had reached mastery level (85%) at anything other thawel 1the 2000word level.The gap between the
G2 3ANRAzZLIAQ Y S I2yhighréyReddy svords ghdon Se@e§3 (5000word level)and 4 (the
University Word List words or academic words) was particularly noteworthy as these are important levels
students need to have mastered hiffequency words and should approachingnastery of the academic

words if they are to cope with the demas@f academiceading and writingdee §35.2).

Research Question 1.Zre there significant differences in the size otthe productive vocabulary of male
and female students?
In orderto addressResearch Question 1.2o0cabulary scores according to gendeere calculatedTable

6.7 reflectsdescriptive results anthe results of the ANOVA for vocabulary differences according to gender:

143



Chapter 6

Gender Levell Level2 Level3 UWL Level5 Total

Male Mean 84.70 66.58 48.42 56.78 24.53 56.05
N =123 | Std cev 13.551 20.628 24.711 20.088 23.612 18.217
Female | Mean 91.39 79.75 64.50 66.22 39.71 68.14
N =175 | Std cev 17.554 15815 24.354 19.686 29.319 17.777
F value

df 1, 296

Sig .000 .000 .000 .002 .000 .000

Table6.7: Scores on VLT according to gen@®®D1.2

These resultindicate that female students outperformed males consistently across all levels of the VLT, in
some cases by more than 10%. ANOVAs revealed that these differences were very signifi€ad0%) at

all levelsWhen means according to course and gender were compared, the results were as follows:

Course type Gender Mean N Sl

Literature Male 64.12 28 19.326
Female 69.20 111 17.694

Law Male 53.67 95 17.272
Female 66.29 64 17.909

Table 6.8: Total vocabulargares according to gendeiithin courses

It is clear from the table above that gender differences have emerged, particularly in the case of the Law
students, where differences between male and female students appear to be greater than in the case of
the Literature students. In order to test forignificant differences, an independenitdst was included
between male and female total vocabulary results within each course. These tests indicated that there
were no significant differences between means in the case of the Literature students; howtheer,
difference between male and female scores in the Law course was signifftcan243,p = 0.000). Thus
these results suggest that reading literature does help male students to build their vocabulary when

compared with their counterparts in the Law gsa. This is an area that could be further researched.

Research Question 1.3: Are there significant differences in the size of the productive vocabulary of
students from different age groups?
In answer to Research Question 1.3, Tabfréflects thevocabulary means according to age bands and

the results of ANOVASs.
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Age Bands Levell% Level2% Level3% UWL% Level5% Total %
2029 Mean 86.83 73.27 53.71 57.97 29.15 60.03
(N=138) Std dev. 13.458 20.597 26.652 20.656 27.124 19.430
30¢39 Mean 87.14 71.38 57.63 62.53 30.88 61.72
(N=86) Stddev. 11.851 18.485 24.823 18.518 25.260 17.563
40c49 Mean 95.01 75.59 62.69 66.67 37.88 67.36
(N=33) Stddev. 34.304 16.950 23.670 20.926  27.585 18.112
%50 Mean 93.03 83.54 71.99 74.28 57.82 76.03
(N=27) Stddev. 6.734 15522 23.345 20.099 31.812 17.792
F value 2.746 3.310 3.279 3.812 5.420 4.403
df 5, 278

Sig .019 .006 .007 .002 .000 .001

Table 6.9: Scores on VLT according to age b@©Qs.3

All age groups achieved mastery atevel 1.There was a gradual and fairly consistent increase in scores
from the youngest age group through to the oldest, with the 50+ group outperforming all the others and
approachingmastery at Level Z3000word level). This trend could be partly thefedft of experience as

well as maturationg the youngest group had simply not had as mesfposure to linguistic inpuas the

older groups. Whatever the reasons for these differences in scores, the ANOVAs showed very significant
differences between scoresf the oldest age group and the rest of the sampleadlttestlevels and test

totals.

Post hoc Schefftests’® revealed that the 50+ age group performed significantly better than several of the
age groups: the 30 to 39 year age group at Levpl=2(.042)and at Level 50(<0.00(); the 20 to 29 year
age group at Level € 0.01), at Level €& 0.002) and at Level p €0.0003; and the 40 to 49 age group

at Level 5p = 0.047) The 50+ group also performed very significantly better than the 20 tpea8 group
(p=0.001) and the 30 to 39 group¥ 0.008) on the Total vocabulary score.

Research Question 1.4Are there significant differencesin the size ofthe productive vocabulary of
students from different language backgrounds?

The last questiono be addressed in ik part of the study investigated theffect of language background
on vocabulary scoresAs this particular sample had only a few representatives of some indigenous

languages, it made more sense for statistical purposes to group #exrding to their language families.

26 An ANOVA test reflects whether there is an overall difference between groups, but post hoc tests show which specific groups
differed. Because post hoc tests are run to confirm where the differences ecchatween groups, they should only be run when
there is an overall significant difference in group means (i.e. a significant -waye ANOVA result).
https:/statistics.laerd.com/statisticabuides/oneway-anovastatisticalquide-4.php There are several types of post hoc teste

Scheffé is used very commonly.
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Two South African languages, Venda and Tsonga, are direct descendents of the NarrovgrBaptu
Ndebele, Xhosa, Zulu and Swate further classified into the Nguni group, asepedi, Sesotho and

Setswana belong tche SotheTswana group of languagdsefvis, Simons and Fenrdg13)

The lastable in this sectionTable6.10) reflects the mean scores on the VLT according to home language,

and the results of onevay ANOVAs:

Language Levell% Level2% Level3% UWL Level5% Total %
groups

Afrikaans  Mean 97.46 83.78 67.06 65.92 39.34 70.49
n=37 Std dev. 31.42 13.05 19.91 18.53 25.30 14.79
English Mean 91.70 80.58 69.43 69.84 48.13 71.77
n=119 Std dev. 10.68 16.84 23.65 18.51 30.10 17.92
Nguni Mean 81.48 66.77 45.83 54.84 19.86 53.62
n=54 Std dev. 13.68 21.49 24.01 19.34 19.53 17.32
Sotho Mean 86.09 67.52 47.72 55.13 20.09 55.13
n=>52 Std dev. 10.74 16.29 23.44 20.43 20.62 15.70
Tsonga Mean 79.14 57.07 33.52 47.47 13.64 46.08
Venda Std dev. 16.29 20.95 24.25 18.65 10.93 16.20
n=11

Other Mean 92.02 81.35 57.14 72.22 28.97 66.26
n=14 Std dev. 8.82 8.04 16.60 12.89 15.59 9.29
F value 3.701 5.880 7.842 5.596 4.893 8.457
df 5, 281

Sig .000 .000 .000 .000 .000 .000

Table6.10: Scores on VLT according to language gr¢Rxl.4

The general trend reflected in Tablel8is that the indigenous language groups did not perform as well as
the other three language groups. All groups except the Tsonga/Venda group had achieved oloserto
achieving, mastery at Level 1. However, the differences in mean scores at the lower frequency and UWL
levels between the English and Afrikaans groups on the one hand, and the other language groups on the

other were more pronounced.

The ANOVAesults revealed very significant differences at all leyeks 0.001): the scores of the Afrikaans,
English and Other groups are markedly higher than the remaining groups, especially on academic
vocabulary (Level 4). Post hoc Scheffé tests on the tatabhulary score revealed very significant
differences between Afrikaans and all three indigenous language groups (NguhD01, Sothg = 0.003,
Tsonga/Venda = 0.003) and between English and these three groups (Ngyar.000, Sothg = 0.000,
Tsongaand Vendap = 0.000). Post hoc Scheffé tests on the scores for the UWL showed very significant
differences between English and Ngymi=(0.000), English and Sothp=0.001) and significant differences
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between English and’'songaVenda p = 0.01§. Possible explanations for these inequalities in vocabulary

knowledge are discussed in more detail in §6.2.4.

6.2.3 Research Question 2: Vocabulary size and academic performance

Once the mean scores and the areas of significant difference had been establistwdirag to the

variables otourse,gender, age and home language, Research Question 2 could be attended to

Research Question 2¥/hat is the relationship betweerthe size2 ¥

their academic performance?

a0dzZRSYyGaQ LINRRdzOU A ¢

Course type Levell% Level2% Level3% Leveld% Level5% Total Exam %
2000 3000 5000 (UWL) 10,000 Vocab
Literature Mean 91.41 79.50 64.21 66.23 40.41 68.18 52.73
Std dev. 19.32 15.85 24.15 19.48 30.45 18.08 12.22
25"perc  82.35 72.22 50 50 11.11 52.87 45
50" perc  94.12 83.33 68.75 66.67 33.33 70.11 53
75" perc 100 94.44 81.25 83.33 66.67 83.91 62
Law Mean 86.20 69.78 52.32 58.91 27.36 58.75 56.38
Std dev. 12.76 20.48 25.83 20.56 24.35 18.54 13.21
25"perc  82.35 55.56 31.25 44.44 5.56 44.83 47
50" perc  88.24 72.22 50 61.11 22.22 58.62 57
75" perc  94.12 88.89 75 72.22 44.44 73.56 66
Total Mean 88.63 74.31 57.86 62.32 33.45 63.15 54.68
Stddev. 16.34 19.05 25.71 20.36 28.09 18.89 12.87

Table6.11: Scores on VLT and Exaation according to coursé€RQ)

Table611 N Tt SO a

alddzRSyltaQ

d2al ¢

@Refiheroadzthe B gréu® 2 NB &

performed particularly strongly in the examination, with the Law students doing marginally better than

those inthe Literaturegroup. The better performance by the Law students could be the result of the fact

that the Law examination paper was made up of a multifileice component, counting 50% towards the

final mark, and an essay, while the Literature papers required two answesgarfded writing. The sample

thus comprised students who had written either one or two essays; | did not separate those who had

written one essay from those who had written two, and | analysed whatever the Literature students had

written, whether essaysroextended answers to shat questions. Unfortunately, | had no access to the

breakdown of marks for the two components of the Law exam paper.

In order to test for a relationship betweesizeof vocabulary ancicademic performance, as reflected in

exam sores, Pearson correlations were performéa the whole group of 298 student®\ correlation

matrix between thevarious word levels as well &stal vocabulary score and the examination scores is
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provided in Tablé.12. Theresultsreveal a robustelationship between overall knowledge of vocabulary
(VocabTotal%) and performance in the examinatigm= .63,p < 0.000) It is interesting to note that
knowledge of words at the 500@ord level and the UWL also showed strong correlations with exam

performance (.62 and .60 respectively).

N =298 Levell Level2 Level3 Level4 Level5 Vocab
2 000 3000 5000 UWL 10 000 Total

Level2 3000 .589**

Level3 5000 A490** .804**

Level4 UWL A27* .766** .802**

Level5 10 000 .396** 712%* .810** .756**

Exam 342 570** .623** .605** .551** .B637**

** Correlation is significant at the 0.01 levett@led)

Table6.12: Correlations between VLT and examination scores

In order to determine which of theseord levels best predicted examination scores, a multiple regression
analysis washen performed on the group as a whol&he relative contribution of each predictor variaple

in this case, the different vocabulary levelsan be assessed in several different ® & @ WLy
GaAiaydzZ GF yS2dzaé¢ YS i KEnermethod)Atiekesdarncher speffied theset &f Kr&dictor
variables that make up the model. The success of this model in predicting the criterion variable is then

I & & S Bi&®& 8.2003:214. Using this method, a significant model emerged: adjusted R13 (E 20,
=4287pfFr ndanAanpOP® ¢KS LINBRAOG2NI O NAI of §&.272N0.046DI RS Y/
YR GKS ! 2p=0652). T dHMPZ

When a multiple regression was doseparately on each of the courses, using the stepftiseethod, a
significant model emerged in each case: for Literature, the adjusted.®14 (F 133= 135.341p < 0.0005)

and for Law the adjusted®’R .498 (E 155= 150.121p < 0.0005). For each grouthe Total Vocabulary score
was a predictor for exam performance, but the vocabulary levels that were predictor variables for the two
courses differed, with Level 3 thstrongest predictor variable for Literature and Level (WWL)the

strongestpredictorvariable for LawThis is reflected in Tablel&:

%" @he beta value is a measure of how strongly each predictor variable influences the criterion variable. The beta is nmeasured i
units of standard deviatiofiX]. The higher the beta value the greater the impact of the predictor variable on the critericatbletpi

(Brace et al. 2003:212)

% gach variable is entered in sequence and its value assessed. If adding the variable contributes to the model themdds retai
but all other variables in the model are thentested to see if they are stitlontributing to the success of the model. If they no
longer contribute significantly they are removekhus, this method should ensure that you end up with the smallest possible set of
LINBRAOG2NI O NR I 6f S(Brack ¢t @1f200REBB Ay &2dzNJ Y2RSE Q
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Predictor variable oSil g ¢ Sig.

Literature Level 3 .355 0.01
Total vocab .386 0.005
Law Level 4 .300 0.027
Total vocab 426 0.002

Table6.13: Predictor variabls stepwise method

These results indicate that Levels 3 (the 50@frd level) and 4 (the UWL) are particularly important when
it comes to explaining the link between academic performance and vocabulary size; it is these levels which

are vital tosuccess imcademicstudy.

6.2.4 Discussion of Phase 1 results

This first phase of the study revealed a demographic picture of the students whose writing made up the
Student corpus. There were more women than men in the group and more women were represented in
the Literature course thamithe Law course. There were more students in total in the Law course (159)
than in the Literature course (139). Just under half of the students in the sample were young people under
the age of 30, a third were over the age of 30, and the remainder fadnly divided between the 40 to 49

year age group and the ové0 group. While a substantial number of students fell into the expected age
group for firstyear university students, this breakdown reflects the fact that this university caters
particularlyfor individuals who, for whatever reasons, may not wish to attend or may not be in a position

to attend a residential universitgr to continue their studies immediately after completing their schoaling

In answer to Research Question liliere was a sigificant differencein performanceon the VLTin terms

of course with the Literature students outperforming the Law students consistently at every level of the
G6Saliod S5AFTFSNBYyOSa o0SG6SSy (KS -viodwdeveHanR tdre JBOL aveS |+ y
particularly worth noting as these are important levdis addition,research (Cooper 200Qaufer 1997;
Nation and Waring 1997:1Paquot 2010Schmitt et al. 2001:56) has revealed tlaatwell agnasteingthe

first 2000 words, students need to have nered at least the 5000vord level to be able to read fiction
and academic texts withase (see §3.5.1The results from this study are consistent with previous studies,
especially with regard to the Literature studentisat is, it is generally acceptdtat if learners are to read
fiction and academic texts with a coverage of 95%, they require mastery of the 2000 dggkncy words

of language (core vocabulargihd a beginning knowledge of words at the 580@6rd leve| as well as some
academic words ah technical terms (Paquot 20101®). If students do nothave this vocabulary
knowledge they are likely to find university study particularly challengifignat students were not
approaching mastery level at the 500@rd level isa particularcausefor concern. One can pick up words

through oral discourse (that is, basic interpersonal communicative skills, or BICS) up to thec23@06vel
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¢ but knowledge of words at the 50000rd level is essential if cognitive academic language proficiency or
CAP skills are to develofsee 81.2) (Cummins 1999)hese are words not typically encountered in
everyday conversatiobut in written texts andthe findings suggest that students who knew these words
had hada fairly extensive exposure to written languaggat is, through reading, and reading for pleasure
beyond the confines of the classroofhe findingsalso suggest that students who did not know many

words at this level would be likely encounter difficultiesn their reading at university.

In answerto Research Question 1.2 and the effect of gender on scores on the VLT, women performed more
strongly on all levels of the VLT and in the examination than their male counterparts. This finding may also
be related to the fact that Literature students outfermed Law students: there were more women
students in the Literature course, and more men in the Law cowigea 60:40 ratio of men to women in

Law When means according to course and gender were compared, although gender differences were
underlined, @rticularly among the Law students, no significant differences were found between means in
the case of the Literature students; however, the difference between male and female means in the Law
course was significant. Thus although differences between raatk female students in the Literature
course were not significant, these results do suggest that reading literature does help male students to
build their vocabulary when compared with their counterparts in the Law course, where differences
between gendersvere significant. It would seem that not only did women students know more words than
men in both courses, but also that reading literature does seem to assist male students in building their

vocabulary knowledge. This is an area that could be furthevarefied.

In South Africa, where there is not a strong culture of reading, it is possible that gender stereotyping also
played a role in these results. There are few reading role models for children in many South African schools,
and it may be that reading is notgarded as particularly important, or as a manly pursuit. These results
may suggest that the study of literature and the reading of fiction are more attractive to women than to

men.

As far as theelationshipbetweenageand scores on the VLT and the examination are concerned, and in
answer to Research Question 1.3]dtclear that maturity has a positiveffect on vocabulary The two

oldest groups achieved mastery (85%) at Levels 1 and 2 {26@D and 3006word levels) anchad a

superior command of academic vocabulary as well as of words at the }@@@devel; those words which

are rare and very often have to do with technical matters and the jargon associated with various
professionsare the types of words not typicail associated with oral discourdé may be thatexposure to

linguistic inputaccrues over the years with a cumulative effest these Y I { dzZNB  ddhgzy8 y G & Q
proficiency, and especially on their vocabulary. It is also possible that thfaties, hang grown up and

attended school before the influence of television and the electronic revolution becanperaksive,
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tended to read more than younger students. The positive effects of extended readingcabulary were

discussed in Chapter 3.

Converselythe particularly low vocabulary scorasLevel 5of the 20 to 29yearolds, and in particular the
under-20s,may be accounted for in termsf their immaturity and the fact that they have simply not had
time to read as much as the other group®hatever the reasons, the ANOVAs showed high significance in

the differences between the scores of age bands at all test levels and in the examination.

The questionnaire resultsevealed that English was the language reported as most spoken as a first
language (differing substantially from the national average), an expected finding as teslamguage of

learning and teaching (LoLaY) the majority of schools in the country and of this universiiyo-thirds of

the sampleconsisted oblack, Asian ocoloured studentsWith regard to the black studentshis may be a

reflection of what Coetze¥'an Rooy (2012, 2014) found in her study, namely that black speakers of African
languages may report their home language as an African language but Englitiegtotearners usually a
non-native variety) as their strongest language, what she explains Wsfalzy Ol A 2 y I § RAAGAY
languages in a multilingual repertoire, between those languages used socially and those used at school or
university (Coetzee 'y w22@& HAMONYMooO0U® LYy aSaG§KNASQa oéuHnwmn
sociolinguistic changes among young midclss South Africans across the ethnic spectrum, how they
KFE@3SY (2 @GFENRBAY3a RSINBSEAIT -HdsKRrindd, Sduimgltied orLdsBtiagi A 3 S
OKIy3aSQ ounmnYoO ® Ly@Sad-pharetics, Mesthrie (26GLOEB)OfGumdAtdat thed LIS O
group most prone to adopting the norms of white South African English (WSAE) were young black women,
with the Coloured group be@nmost resistant to adopting these linguistic traits. Among the Indians, one
IANR dzL) NBaiAag@RBRNWAyddaLd 6 KONRAKAGSE ©@26St aLl OSQ OH7
to some degree. This Mesthrie (2010) believes occurs because ISAEVielmpdd into a sulvariety used

08 G(K2a$S 4gAGK WKAIK fS@Sta 2F 9y3IftAaK YSRAdzY SRdz

end of apartheid, and thus had status within the community.

Black speakers of English, on the other hand, lackegagly reference. Mesthrie (2010:4) argues that this

d20A2t Ay3dzAaiA0 OKFy3aS NBFESOGa | WRSANBS 2F R
reldidy YSyd |yR yS¢g Oflaa FT2NNVIGA2YyQd aSAGKNRS OHAMJ
GKFG wEtlroSta tA1S a.ftF01 {2dziK ! TNAOIY 9y3IfAaKé
FLILINBLINAF GS F2NJ GKS WwySg StAaisSaQ GKFG KS F2dzyR $SY
Fa W. tF 01 aLwlsSt | SNAR:Y@wBvarin Gth ainkost ha\dvetlap @Hith xha Korms &f

0KSANI LINS@A2dza ISYSNIGAZ2Y QO
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In the caseof the effect of home languagen the total vocabulary and examination scoréRQ1.4) the
ANOVAs revealed highly significant differentegween the language groups and their knowledge of
English wordsAfrikaans English andther groups had greater vocabulary knowledgertktze indigenous
language groups. In addition, the indigenous language groups had not yet achieved mastery- of high
frequency vocablary. These results suggest that the three indigenous language groups may be the more
marginalised groups, an issue which is linked to the inequalities and dysfunction within the school system;
ddzOK &addzRSyida YIe y2i 0SS WNlrdadidiEpl@asuketiey mdy Sttend Sy & S
schools with fewer written resourceand may have had less exposure to the printed wamd to a culture

of readingthan the other groupsThe fact that Afrikaans speakers outperformed the English speakers at
Levelsl and 2, even though the differences were not significant, is surprising at an English university but
not easy to explain. As noted in chapter8l.@), the notion of English as home language and as strongest
language has been discussed in some detaCbgtzeeVan Rooy (2011). This may be linked to her claims
that while black students in her study specified English as their dominant language, they tended to inflate
their own proficiency in English; there were 29 Afrikaans students in the study, and@9Ldl students.

This may thus have affected the mean scores. The distinction Cedéme&ooy (2011) discusses could be
fruitfully applied in further research which may reveal interesting insights into this superior performance by
Afrikaans speakers at d¢ise levelsFrom Level 3 onwards the pattern reverts to what one would expect,

with the English speakers outperforming the Afrikaans speakers as well as those of the other groups.

The indigenous language groups also scored lower in the examination than the other language groups. This
mayo S G KS ST 7T SiQu6 Nbdalisystem & édichtion in this country (referredetarlier in

more detail in Chapter 1) where the majoriof children are still schooled at institutions, rural and in
townships, which are poorly managed, lack resources, and have inadequately trained teachers. Such
schools may be characteriség low morale and high absenteeism among stafEED2013). By cotrast,

children attending suburban, materially wedsourced and more efficiently administered schools, both
government and private, with motivated and w#lained teachers, are at an advantage. Children in the
latter system irrespective of their languge backgroundperform better on the national schoddaving
examination and are better prepared, both intellectually and socially, for tertiary educéfiersch 2008;

Howie 2010;Howie et al. 202; Machet and Tiemensma 200Mthombeni 2010;Pretorius and Ribbens
2005:146;Reddyet al. 2012 (see 81.2). This is an issue of some complexity in South African education

today, but not one which this thesis addhses directly.

Thus, the findings of the first part of the analysis in Phase 1 ansvileeeiirst main research question and
establishedvariations ini KS &A1 S 2F | 3ANRdzZ) 2F {2dziK ! FNAOI Yy dzy
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Research Question tvestigated the relationshifbetween 8 A1 S 2 F a0 dzRSYy (& Q LINR |
(measured by theiscores on the VLT) and their academic performaBs@amination scoredor better or

for worse, are what allow students access to university in the first place and then to advance up the ladder
to graduation. In a sense, in this study the examination was the great legadléstudents, regardless of
course or gender, ager language background, fared rather poorly. Somewhat surprisingly, perhaps, the
Law group outperformed theiterature group in mean exam performance, with the ANOVA reflecting a
significant difference in scores. However, this may be the result of theaafithe examination paper; the

Law paper contained a multiplehoice component, which made up 50% of the final mark, and an essay,
while the Literature students had to write more extended texts. This may have placed Literature students
at a disadvantagebeing assessed as they were purely ommare subjective test with no objective
component (multiplechoice test) to possibly boost their scores, and also by having to exiended texts

under pressure.

Results of Pearson correlations revealed a robreftionship between overall knowledge of vocabulary
YR LI SNF2NXYIyYyOS 2y GKS SEFYAYILGA2Yyd C20dzaAy3a 2y
regressions revealed that Levels 3 (500drd level) and 4 (UWL) were the predictor variables for Literature

and Law students respectively. In other words, these levels were markers of academic performance in
these groups: knowledge @fords atthe 5000word level predicted success in the exams for the Literature
students, while the predictor variable for suceeamong the Law students was knowledge of academic
words.TKS Y2NB ¢2NRa 2yS ly2¢a G GKS '2[ fS@Sft>x GKS
in this study, however, not even the 5@€arolds had approximated mastery at the UWL leVélerewere
significant differences between the two course groups at the academic word level (Level 4) and highly
significant differences at the 10 08@@ord level, which suggests that the Literature students would be more
likely to outperform the Law students ecademic readingThese levels are thus significant in explaining

the link between vocabulary knowledge and academic performance, asumghdy the examination

Scores.

The findings of Phase 1 support research by scholars such as Laufer &), andWaring (1997),
Reynolds (2005), Coady al. (1993) and Cooper (1999), all of whom hatessed the importance of size

of vocabulary to reading comprehension and academic performance. The importance of vocabulary to
reading has long been acceptéHlazenlerg and Hulstijn 1996t aufer 1986; Qian 2002; Read 2007);
vocabulary size has been found to predict reading success in second language Stodjes (999Laufer
1992).Unlike most studies that rely on correlations between vocabulary size and academic performance,
however, this study used a more powerful statistical tootleiermine the effect of vocabulary knowledge

on academic performance, namely multiple regressioalysis. Althougliotal vocabulary knowledge was a

significant predictor of academic performance, the resal®revealed a more nuanced vocabulary profile

153



Chapter 6

for the different courses Academic performance is dependent to a great extent on reading skil, an
@20l o6dzf F NB {y2¢tft SRAS Aa Iy AYLI]2 NIduy Aricadgtodydsuyiday & 2 F
NEtFiA2yaKALl 0SGoSSYy [H ad0GddzRSyiaQ 20SNIftf (1y26ftSF
The finding in this study that scores on the(®Bword level and academic vocabulary level in the VLT were
predictors of academic proficiency suggests that students with higher scores at these levels will be more

proficient readers and more likely to succeed academically.

These findings also underinthe usefulness of the VLT in identifying levels at which students have
difficulties, allowing teachers to focus on areas of vocabulbay need particularattention (Laufer and
Nation 1999).

6.3 PHASE? CORPUS ANALYSFSNCTIONAL DISTRIBONIOF SELECTED
VERBS$RQ3)AND THEIR DELEXICSE INMWUS(RQ4)

This section deals with Phase 2, and moves away from discrete word knowledge and measures of breadth
of vocabularyknowledgeto MWUs and an investigation @ne aspect of depttof word knowledge As

much of thecorpusanalysis was qualitative, results and discussion are presented together in this phase.
Thel yI t 8aAa Ayg2t SR aSOSNIt adSLlAaA® ¢KS FANRG 27F
and identifying keywordsgenerating concordances in order to identify occurrences of the verbs in
jdzSatdAazys FyR GKS OtFaairTAaOIGAzy 2F GKS dzasa 27
this part of the analysis and its findingee addressedn Research Question. 3he findings of the second

part of the analysis, that is, these of MWUs containing delexical verbs, and the identification and the

analysis of errors made in thed#/NVUsby studentsare addressedn Research Question 4

6.3.1 Research Question:3istribution and functiors of HAVE MAKEand TAKE

This section addressdResearch Question: How does the distribution of the functions of the three
selected verbs compare within and across the Expert and Student cOrporarder to do so,t was
essential to captw all occurrences of the three target veribsquestionc HAVE®’, MAKEand TAKE;, and to
establish how frequently they occurred in the different corporaadhievingthis, certain preliminary steps
had to be taken. The first of these was using the Wordlpptication of WordSmith Tools to generate word
lists for the corpora in their entirety, that is, Expert and Student corpora, and also apguira. Statistics

for the Expert corpus anthe Student corpus were generated using the entire list, all 25 texts (that is, 21

literature and four law texts) in the case of the former, and all 298 texts in the case of the latter. These lists

P70 recap, the capitalised formdAVEMAKEand TAKEindicate the word or lemma, while the words in lower case, sudiaas,
has had, indicate those specific wothrms of the lemma.
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were not lemmatised because each wefmm of the verbs in qu&tion (what Stubbs [2001:25] calls the

inflectional forms of the lemma or lexeme) was analysed separately.

6.3.1.1  Comparison of Expert and Student word lists

This preliminary step frames the bigger picture of this studythe Expert and Student corpora, of thix
high-frequency verbs which are most commonly used delexically, th&GsGET GIVEHAVEMAKEand

TAKE HAVEoccurred most commonly (Expert corpus: frequency 478tudent corpus: 246). MAKE
occurred 85 times in the Expert corpus andbtimes n the Student corpus; andAKE287 times in the
Expert corpus and 481 in the Student corpus. Although frequencid3@oGETand GIVEwvere high (Expert
corpus: 895, 88 and 395 respectively; Student corpus: 1343, 455 and 356 respectively), | chosédédo inclu
MAKEand TAKEnstead ofDQ which was the second most frequent of the group aftekVE because
MAKEand TAKEare more productive of the type of MWU in which | was interested (see §1.3.2). Tallle 6.1
below reflects the numbers of each lemma in the respective corpora and the percentage of the corpora

these figures represent:

Expert % Expert % Student % Student %
Lit Law Lit Law
HAVE 1345 0.93 399 0.83 1626 1.13 790 1.24
MAKE 350 0.24 135 0.28 493 0.34 158 0.24
TAKE 222 0.15 65 0.13 341 0.23 140 0.22

Table 614: Frequencies and percentages of HAVE, MAKE and TAKE in corpora

Given thatHAVEcan act as both a function word (an auxiliary) and as a lexical verb, it is not surprising that

it was the most frequent lemma of the thrabat were selectedalthough at least one wortbrm of the

other two lexemes occurred very frequently, which just8 & (G KS NBFSNByOS -G2 @K
F NB |j dzS y GeéeTabig 85léw). The percentages above show a similar pattern for the two Expert
corpora, and for the two Student corpora, witilieaterpercentages of these three words in the latter than

in the former corpora. Fuher evidence of the higher frequency of these verbs in the Student Lit corpus

was provided by lodjkelihood calculations which revealed that the Student Lit corpus contained very
significantly more occurrences of all three verban the Expert Lit corpu$HHAVELL =29.79,p < 0.000%

MAKE LL =25.97,p <0.000% TAKELL =26.27, p <0.000)®. In the case of the Law corporelAVEand

¥ The higher the G2 (log likelihood) value, the more significant the difference between two frequency scores. For these Gbles,
of 3.8 or higher is significant at the level of p< 0.05 and a G2 of 6.6 or higher is significant at p < 0.01.

T 95" percentik; 5% level; p< 0.05; critical value = 3.84

T od" percentile; 1% level; at p < 0.01; critical value = 6.63

i 99.d" percentile; 0.1% levep < 0.001; critical value = 10.83

i 99.9d" percentile; 0.01% level; p < 0.0001; critical value = 15.13

wl & a 2 ikeliood caléulatorhttp://ucrel.lancs.ac.uk/llwizard.html
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TAKBvere also used significantly more in the Student than in the Expert corpus (LL =pi8®@P001and
10.92, p< 0.0001respectively) but MAKEwas used more in the Expert Law corpus, though this was not
significant. The frequency dflAVEoverall in these corpora corresponds with thosé Biber et al.

(1999:429), who found that AVEwvas more frequent in academic prose than any other lexical verb.

6.3.1.2  Comparison ofvord lists according to course

As one focus of this study is on the comparison of writing by experts and students in two academic courses
of study and betweerstudent writers in these two courses, the following sections deal with the-sub
corpora éee 858.1.1 and §3.1.2). The word lists of these sutprpora were compared to determine the
frequencies of the target words in each corpus, in preparatayrclassifying kfunctions of the verbs and
comparing th& uses in the corpora [RQ3]. The distrilout is illustrated inTable6.15 below. The two

Expert corpora are very similar, both in the rank and in the frequency of feonds. In the Student
corpora on the other hand, there are remarkable differences in the frequenchaske has and had
between Student Lit and Student Lawhere there appears to be an overuse of thdsems in the Law

corpus.This is explored further in §6.3.2.

Expert Lit Expert Law

Rank Word Freq. % Texts % Rank Word Freq. % Texts %

21 Have 813 056 21 100 23 have 248 052 4 100
44 Has 374 0.26 19 20 48 has 108 023 4 100
88 make 197 0.14 18 86 96 make 65 014 4 100
148 had 122 0.08 15 71 168 had 38 0.08 4 100
170 take 107 0.07 18 86 189 made 35 0.07 4 100
260 made 66 0.05 15 71 192 making 34 0.07 4 100
293  makes 59 0.04 17 81 195 take 34 0.07 2 50
506  making 36 0.02 13 62 502 taking 13 003 1 25
514  takes 36 0.02 13 62 586 taken 11 002 2 50
575  having 31 0.02 9 43 704 makes 9 002 2 25
606  taken 30 0.02 11 52 787 having 8 0.02 3 75
670  taking 27 0.02 11 52 1523 takes 4 - 1 25
739  took 24 0.02 9 43 2754  took 2 - 1 25
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Student Lit Student Law

Rank Word Freq. % Texts % Rank Word Freq. % Texts %

25 has 752 0.53 133 96 | 17 have 477  0.75 145 91
38 have 449 031 117 84 | 39 has 253 040 109 69
64 had 320 0.22 93 67 | 103 make 79 0.12 59 37
107 made 190 0.13 85 61 | 118 take 70 0.11 44 28
114 make 181 0.13 87 63 | 206 had 39 0.06 29 18
143 take 124 0.09 76 55 | 215 making 37 0.06 25 16

158 makes 114 0.08 69 50 | 260 having 31 0.05 25 16
168 having 110 0.08 62 45 | 263 made 31 0.05 26 16

225 taken 85 0.06 60 43 | 287 taking 29 0.05 26 16
389 takes 48 0.03 40 29 | 313 taken 26 0.04 12 14
426 taking 44 0.03 36 26 | 568 takes 14 0.02 12 8
454 took 40 0.03 27 19 | 625 makes 12 0.02 12 8
495 making 36 0.03 28 20 | 1335 took 5 5 3

Table6.15: Occurrence of target words in sebrpora

6.3.1.3  Generation of keywords

The next step in the preliminary analysis of these corpora was to generate keyword lists for the entire
Student corpus, as well as for the sotrpora. This process indicated which of the three words were
significantly more frequent in one corpus relatigeanother, and so confirmed statistically the impressions

of difference that were gleaned from the wordlist frequencies provided earlier. The keywords in the
Student Lit and the Student Law corpora, relative to bference corpora, namely thExpert copora, are
indicated in Tabl®.16 below:

Keyword Freq. % RC Freq. RC% Keyness P

Student Lit vs Expert Lit

has 752  0.53 374 0.26 134.10 7.97685E16
had 320 0.22 122 0.08 94.26 3.65601EL5
made 190 0.13 66 0.05 64.09 2.93673%i4
having 110 0.08 31 0.02 47.82 3.02788EL3
taken 85 0.59 30 0.02 28.03 1.16489ED7
Student Law vs Expert Law

has 253 0.40 108 0.23 26.84 2.18071ED7
have 477  0.76 248 0.52 24.31 8.18266ED7

Table6.16: Keywords in suborpora

The words in these keyword lists are sorted accordinggegness in descending order. Colunthin the
table (Freq.) indicates frequency in the source corpus, with the percentage that is represented by this count

relative to all the words in the corpus column 3. Columns4 (RC Freq.) an8 (RC%) represent the
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frequency in the reference corpus and the percentage of the corpus this represents respectively. €olumn
contains the keynesgalug with column7 containing thep value. The high keyness values gndalues

pertain partly because of the very high frequenciefsthe words in the fairly large corpora.

This table indicates thabas had, having,made and taken were keywords in the Student Lit corpus,
meaning that these words occurresignificantly more often than would be expected by chance in
comparison with the Expert Lit corpusavewas not a keyword in this corpus. In other words, this word
was not used significantly more in the Student Lit corpus than in the Expert Lit c@ipasomplements
the word list findings, which showed thaavewas ranked most frequent inoth the Expert Lit corpus and
the Student Lit corpudn the Student Law corpu$iave and has were the only target word that were
keywords relative to the Expeitaw corpus indicating that these words were used significantly more

frequently relative to the Expert Law corpus

6.3.1.4  Generation and investigation of concordance lines

The results of the statistical processing of the distribution of thee¢ verbsare presented using two

methods that provide two different perspectives on the differences between the corpguarticularly

when the two views do not appear to support each othé&irstly, pie charts are used to depict the
frequency distribution of each function of each verb relativeotee another that is relative to the total

number of occurrences of each verb in each cor@sondly, the logikelihood (LL)statistic is usedo

provide an indication of the frequency of each function relative torithenber of words in eacborpus.The

LIAS OKIFNI & (KdzA LINBJARS || O2yONBGS NBLINBaSyialraazy
of each function of the verb) and lditelihood calculations give an indication of the difference in function
FNBIjdzSyOASa NBfFGAGS G2 GKS Wo NP RhiNgarelcifctlitiddS Ol A &
could also have been done on the narrower perspective, but it was decided tisng pie chart
representation for this, and LL for the broader perspective, would make for good complementary ways of
addressing the vexed question of statistical difference in linguistic analsesdiscussion of the results

reflects both perspective

For ease of reference, a summary of the distributionfuofctions of the three verbs in the Expert and

Student corpora is provided ifable6.17 below:
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c = c c
25 % 8% = 3= 8 & | s

HAVE Aux 837 62.2 216 54.1 783 48.1 361 45.6
Operator 2 0.1 - - - - -
Semimodal 108 8.0 37 9.2 137 8.4 54 6.8
Lexical 254 18.8 103 25.8 475 29.2 298 37.7
Core Delex 20 14 3 0.7 24 1.4 3 0.3
Pseudo Delex| 124 9.2 40 10.0 207 12.7 74 9.36
Total 1345 399 1626 790

MAKE Phrasal 9 25 5 3.7 4 0.8 1 0.6
Prepositional 12 3.4 2 14 3 0.6 1 /0.6
Phrasal Prep 6 1.7 - - 3 0.6 1 0.6
Lexical 172 49.1 65 48.1 361 73.2 111 70.2
Core Delex 15 4.2 2 14 5 1.0 1 0.6
Pseudo Delex| 136 38.8 61 45.1 117 23.7 43 27.2
Total 350 135 493 158

TAKE Phrasal 14 6.3 2 3.0 39 114 11 7.8
Prepositional 27 12.1 6 9.2 28 8.2 7 5.0
Phrasal Prep - - - - 3 0.8 - -
Lexical 112 50.4 26 40.0 102 29.9 63 45.0
Core Delex 6 2.7 6 9.2 13 3.8 4 2.8
Pseudo Delex 63 28.3 25 38.4 156 45.7 55 39.2
Total 222 65 341 140

Table6.17: Distribution of uses of HAVE, MAKE and TAKE in Expert and Student @zagpigraf pie charts)

6.3.2 Analysis oHAVE MAKEand TAKE

The following sections addre$®esearch Question: How does the distributiorof the functions of the
three selected verbs compare within and across the Expert and Student corpbeafesults of the
classification of the functions of thiaree verbsand the comparisons of use in tl&pert and the Student

corpora are presentedccording to the suguestions in Research Question 3, starting with the \&AYE

6.3.2.1  Analysis oHAVE

This section addresses Research Question Blaw does the distribution of the functions of the three
selected verbs in the Expert Lit corpus comparehvitie distribution in the Expert Law corpug®
discussed in Chapter 5, the first step in the analysis was the coding of the functions of this verb (see
§58.3.1). HAVESs a complex verb and has several functions. In this study it was categorised act¢ording

the following six functions:

HAVEas auxiliary verb
HAVEas operator
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HAVEas semimodal
HAVEas lexical verb
HAVEas core delexical verb

HAVEas pseudo delexical verb

i. Expert Lit vs Expert Law

The Expert Lit and Law corpora were analysed separately. Once all the concordance ¥ Huor the
two Expert corpora had been analysedtétal of 1345 lines fohav*, hasand hadin Expert Lit and 399 in
Expert Law)the proportion of verb functioswas as depicted in Figufel (keeping in mind that this refers
to the proportion of the total occurrences &fAVE not the entire corpus, and that this is also the case for
the pie charts foMAKEand TAKE).

Expert LItHAVE Expert LawHAVE

Core
Delex
10

Semi
modal Operator
9% 0%

Figure6.1: Distribution ofHAVE functions in Expert corpora

Although the proportional distribution of the verb across the two Expert corpora as illustrated in the pie
charts appears to be fairly simildd_calculation& (which compared the frequencies of each verb category
relative to the total number of words in each corpus across the two corpora) reveasd significant
differences between the use éfAVEas auxiliary verb (LL = 11.335 0.00) in the Lit corpus relative to the

Law corpusThere were very few uses of therb as core delexical in either corpasdthe two types of
delexical MWUs made up only about a tenth of the uses of this verb in these corpora. This is perhaps to be
expected in academic writing, although much of the Lit corpus in particular is lesalfor tone and is
AYyaidNdzOdGA2yrts S@Sy O2y@SNEFGA2YFEX Ay LINLAaAOD
ARA2YLFGAOQ SELINBaarzy 200dz2NNBR Y2NB FNBIjdSyif e

academic writing, barring thexeeptionstake place(which occurred over 40 times per million words) and

3 Owing to the rounding up or rounding down of percentages, the figures in charts may not always add up to 100%.
% Rayson, P(2003). Matrix: A statistical method and software tool for linguistic analysis through corpus comp®figdrhesis
Lancaster University.
wl & a 2 ylikeBhood @aRulator available online dittp://ucrel.lancs.ac.uk/llwizard.htmlAccessed 3 January 2014).
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have an/no/the effectmake (any/no) sensenake use oaindtake (the) form (of)which occurred over 20
times per million words. According to Biber et al. (1999:1028), core delexiaeven rarerwith examples

such ashave a lookandtake a lookboth occurring fewer than ten times per millianordsin the Longman
Corpus of Spoken and Written English (LSWE) [Biber et al. 1B8#).et al (1999) usd. However it is
difficult to ascertain just what the norm is for native speaker writing as not many researchers have
jdzr yGAFASR GKA& ola y20SR o0& bSaaStKlIdzZF wnnpod Ly
percentages of restricted collocations and idioms are 31geet in the LOB subcorpus and 40 per cent in
GKS [ SSRa o[ ! {{0 bA2ZiINDbadzbed nod distinguisNHelexitmbep dofocations from
other types. And although Biber et al. (1999) found that these combinations were rare in academic writing,
they do not put a percentage value on this. In the sense that the present study has quantified the
occurrences of the various functions of these three verbs, it therefore makes a contribution to thisfare

linguistic investigation.

Algeo (1995:205) beles that increased use of these expanded predicates in modern English may not only
6S I NBadzZ i 2F 3IANIYYIFGAOKE OKFy3dSa Ay 9y3IfAaK 0 dz
cites Quirk et al. (1985cited in Algeo 1995:205), who discussnamber of uses for this type of
combination, one of which is to shift the focus of the sentence: the ditransitive expanded predicate (with

two objects) focuses on the activity rather than on the participant it affects, such He igave Helen a
nudgeversusHe nudged HelefAlgeo 1995:205). On the other hand, the use of the monotransitive (one
object) expanded predicate allows a writer to avoid using a simple unmodified subject verb clause, which
often sounds awkwardn illustration of thisAlgeo(1995205) citesQuirk et alQ @9851401)example:My

friend did the cookingounds better tharmy friend cooked! f 3S2 o6St AS@Sa GKFd GKS
iKS SELIYyRSR O02yaidNHzOGA2Yy 61+ & R2dzo0Gf S&aa | tgle&a NI
Expert sukcorpora in this study, where there were no deviations in the use of these MWUs and where
their relative infrequency points to some calculation in their use; whether this is the case in the Student

sub-corpora will be inestigated in the next section.

A closer look at some concordance lines liais used as core delexical verb in MWUs in the Expiert L

corpus suggests a stylistic choice to focus on the activity rather than on the affected participant:

artefact or creation, the filnhas a powerful influencen mass audiencg&xp Lit)
age of this is that the readdras an inside vievof what the chaacter thinks
f, you will find that the terrmhas a wide rangef meaning,
king, it is inevitable that ihas an impacbn literature,
larger social context, but aldtas an impacbn smaller contexts
ahamSmith (Dr) 2 Harold Bloohes a very differenview of this speech

161



Chapter 6

As was to be expected, there were no deviations in these combinations in either of the Expert corpora as
these were texts from published documents and study materials which had been carefully edited and

proofread.

ii. StudentLit vs Student Law

This section addresses Research Questi@n Bow does the distribution of the functions of the three
selected verbs in the Student Lit corpus compare with the distribution in the Student Law cdipupi®e
charts below in Figuré.2 reflect the proportion of the total number of occurrences of all wdodms of

HAVEnN the two Student corpora:

Student LitHAVE Student LawHAVE

Operator
13% 0%

Figure6.2 Distribution of HAVE functions in Student corpora

As was the caswith the Expert corporathe distribution of the verb categories appears fairly similar
proportionallyacross the two corporg it does seem, though, that the students in the Law corfawv®ured
singleword lexical verbs (38% as opposed to 29% in Student Lit conpitB)w | € & Bg/flikeihood
calculator reveahg a very significarly greaterusein the Law corpus of the lexical verb (LL = 2088,
0.0001).0n the other hand, Student Lit showsijnificanly greateruseof the core delexical (LL = 5.9«
0.05.

HAVEas an auiliary was the most frequent function overall. The second most frequent function in the
Student corpora waslAVEas lexical verb. IAstudents, but particularly the Law students, tended to use
HAVEas a lexical verb, mostly in the sense of possessing thimge rather han in delexical constructions.

In the case of the Student Law, this may have had something to do with the exam topics which required
students to write an argumentative essay which in many cases was little more than a list of points for and

against a topicas exemplified in the lines below:

our country as a country whidinas money Immigrants start d (Stud. Law)
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here is other rural areas thditas no electricityand water.
We elect the one that we knoWwas a lot of moneybecause w
riven by the rich. Governmentgve mechanismghat are desi
ney or poor. These rich peopfave networkseverywhere. Cor
r must be forbidden a right tbave tenderfrom government s

iil. Student vs Expert corpora

Differences between Expert and Student caipevere also explored. This addressed Research Questions

3.3a and Research Question 3.3b

The Student Lit corpus featured very significantly more usét?dfEas lexical verb (LL = 70.51s 0.0001)

and as a pseudo delexical verb (LL = 21p960.000) relative to the Expert Lit corpus. Thesater useof

the pseudo delexical verbs may have been the effedhfmirmal, even conversationakgister ofsome of

the writing in the Student Lit corpuslthough theExpertLit corpus employed an informal torie places, it

was essentially didactic and academic in registdris findingis in line withthe narrower perspective
represented in the pie chartghat is, 9% in the Expert Lit corpus and 13% in the Student Lit corpus

represents a substantial differeacgn frequency.

The pie charts show that the auxiliary made up a considerably larger proportion of the functidAg/&in
the Expert Law corpus (54%omparedto 46% in the Student Law corpus). However,-likglihood
calculations indicate significantoveruse of theauxiliaryin the Studet corpus(LL =7.27,p < 0.0). Thus
having the two perspectives allows the more complex picture to emerge, showing that although the
experts favoured the auxiliary function proportionally more, in terms of the use of this function relative to
the overall size of the corpus, the studentsedsit significantly more often. This is largely becalagy
studentsused HAVEas a whole relatively more ofterStudents in the Law corpus also udddVEas a
lexical verb very significantly more than the writénghe Expert Law corpus (LI5%.69,p <0.0001) again

possibly as a result of the exam questions and the type of arguments students wrote in response

Whatthe results ofthesecalculations reflect is a tendency on the part of students to oveHis¥Eoth as

an auxiliary verb and as a lexical verb when compared to the Expert corpora and, in the case of the lexical
verb, in the Student Law compared to the Student Lit corpus as well. In addition, both student corpora
produced more examples of the verh B delexical sense than the equivalent Expert corpus, with a
AAIYATAOLYG RAFFSNBYOS Ay (KS OFas 2F GKS [AdG O2N
knowledge, with th@ generally usingHAVEto indicate possession, for instancediti St R 2 F Wo A
academic words, the students were also producing or attempting to produce delexical combinations more
frequently relative to the Expert corpora. One reason for the greater use of these combinations,
particularly in the Student Lit corpusnay lie in the fact that many of them were quoted from the texts

provided in the examination, or were current in the contéhat students had read that semester. Two of
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these in the Studentit corpus, for instance, werkave seX33 times) anchave anaffair (17 times), which
NEadzZ 6SR Ay | a2YSgKIG dzyNSBFIfAAGAO LIAOGAZINE 2F (K
learners are indiscriminate in their use of these MWUs and tend to overuse them, often where a single
word verb would havdeen more appropriate, as in the examples below, where the more appropriate verb

is indicated in square brackets:

assertive and thoughtfyterson whaohas logical thinkingvhen awkward (Stud Lit}HinkslogicallyX 6
initely be why they mostly alave adependencyon him to work (Stud Litepend
rate due to themovement they maketo other places because (Stud Lawmjpoyd
good and in deep humility. Hakes conversatiorwith other (Stud Lit)donversep

In other words, it appears that these combinatiohsNBE y 28 ySOS&aal NAf & WNKSI
Y2UAQFGSRQ 6! 382 mMoppYHnpO Ay GKS {ddzRSyid O2NLRN.

6.3.2.2  Analysis of MAKE

As in the case OfIAVE the first part of the analysis dfIAKEwas the counting and classification of all
occurrences of the verb in ¢hcorpora according to the framework below (discussed in dat#868.3.2).

There were six categories in fdf MAKE

Phrasal verpe.g.makeup, makeout

Prepositional verpe.g.makefor, madeof, madefrom
Phrasal prepositional verle.g.makeup for, bemadeup of
Singleword lexical verb

Core delexical verb

Pseudo delexical verb
These categories differ from those fHAVEnN several respectdMAKEdoes not act as an auxiliary, as it is a
lexicalverb only and is used transitively, with rareceptions such as the colloquialake out in the sense

of sexual activitylt may also be a phrasal verb, a prepositional verh phrasal prepositional verb.

The concordance lines for each corpus were analysed. The results are discussed in the fedictidng.
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i. ExpertLit vs Expert Law

There were 350 concordance lines for all wéodns of MAKEKi.e.mak* and made) in Expert Lit and 135 in
Expert Law (see Tablel8.above). The results are reflectatFigures.3 below:

Expert LitMAKE " phras Expert LawMAKE

Phrasal

4% 3% 1% 4%

Figure6.3: Distribution of MAKE functions in Expert corpora

These pie charts suggest that the profile lAKEn the Expert corpora was very similar and-likglihood
calculations revealed no significant differences between these two corpora. There were higpertionms

of the verb used in pseudo delexical combinations in both the Expert Lit corpus and the Expert Law corpus
than there were forHAVEG dzii f 2 6 SNJ LINR L2 NIiA2ya 2F O2NB RSt SEA
(1995:207); he lists more pseudo deleal combinations foMAKEhan for HAVE although his numbers for

core delexical combinations are fairly similar. Biber et al. (1999:1027) also list more examples of these
idiomatic or relatively idiomatic expressioifthey make no real distinctiobbetween core and pseudo
delexical usesfor MAKEhan for HAVE andMAKES noted as being more productive siichcombinatons
(1999:1028).
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ii. StudentLit vs Student Law

There were 493 concordance lines IAKEIn the Student Lit corpus and 158 in Studdrmw. The
distribution of categories is illustrateid the pie charts in Figuré.4 below. What these diagrams reflect is
that the distribution of categories or proportion of occurrences per category of the M&xKEwas almost

identical in the two Studentorpora.

Student LitMAKE Phrasal Student LaWwMAKE phrasal

Preposit Prep Pseudo
1% pelexical

Core
Delexica

1% Delexical

1%

Figure6.4: Distribution of MAKE functions in Student corpora

As far aghe broader perspective of thdifferences between the Studenises ofMAKErelative to the

corpora as a wholare concerned, logikelihood calculations revealed significant differences only in the
occurrence oMAKEas a lexical verb, with this occurring very significantly more in the Lit corpus relative to

the Law corpus (LL = 12.38< 0.00). In both Student corpora, but particularly in the Law corpus, writers
tended to useMAKEOI| dza | GA @St & 2NJ Ay {(KS asSyasS 2F WTF2NDS¢
combination:

It is times like these thanake me wishthe foreigners w (Stud Law)
reasms and circumstances whichakes me to believehat corr
words, without naming Londomakes usvant to carry on rea

s able to soften her heart andake her believahat he was (Stud Lit)

In the case of Student Lit, this may again have been the resal ofreruse of certain quotations from the

-

question paper which featureAKEused as a lexical verk dzOK & WwW3I22R FSy O

Sa
WYF1S8 JIHLAEOQ YR WYFRS KAYaStT AYRAALISY&EAOE SQT | ¢

sonme form of these quotations.
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iil. Student vs Expert corpora

As far as comparisons between Student and Expert corpora are conceadr@ssing Research Questions
3.3a and 3.3pit is interesting that, given the relatively large proportion of pseudo delexical MWUs in the
Expert Corpora (Lit: 38.8% and Law: 45.19é¢ (Table @7 above for an overview of distributionsf all

three verbs), this category seems comparatively underregméed in the Student corpora (23.7% and
27.2% respectively), with most uses of the verb falling into the lexical categbiy. is thenarrow
perspective; in explang the broader perspective log-likelihood calculations revealetessuse of MAKEas
pseudo delexical in the Student Lit corpus relative to the Expert corpus but this was not significant.
Differences in use of the core delexical between Student and Expert Lit were significant, however, with the
StudentLit corpus using significantly fewer coreldxicals relative to the Expert corpus (LL = 50¥20.05,

while the lexical use dIAKEN the StudentLit corpuswas very significantlgreater(LL = 70.59 < 0.0001)

than the Expert Lit corpuswvith the students using the verb in this way significantly more relative to the
Expert corpus. This overuse of the lexical verb in the Student Lit corpus can be expéaihelly the very

frequent use (over 75 occurrengesf linesquotedfrom the poemor passage in the exam paper

The pattern for the use dMAKEas a pseudo delexical verb in the Expert Law and Student Law corpora
showed a very significant underuse in the Student corpus relative to the Expert corpus (LL = X0.32,
0.01), and this waalso the case with the use of the phrasal verb (LL = $.£74.05). There were no other

significant differences betweethe Expert and Student corpora.

6.3.2.3  Analysis ofTAKE

As in the case oflAVEand MAKE the analysis oTAKEbeganby addressing Research Questiontt&
counting and classification of all occurrences of the verb in the concordance lines generated for the
corpora, according to the framework below. Six categories were identibted AKEdiscussed in more
detail in $.8.3.3):

Phrasal verpe.g.take up, take on, take off, take over, take apart, take back take down, takein, take

ut
Prepositional verpe.g.take NPas, take NPfor, take NPfrom, taketo
Phrasal prepositional verle.g.take away from
Singleword lexical verb
Core delexical verb

Pseudo delexical verb
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i. ExpertLit vs Expert Law

This section addressed Research Question|8.1otal, there were 222 occurrences ©AKEn Expert Lit

and 65 in Expert Law. This distribution is illustrated in the pie charts below:

Expert LitTAKEPrepositio Expert LaWwlTAKE prepositio
nal Phrasal nal Phrasal
12% Prep 9% Prep

0%

0%

Cor

- Phrasal )
Delexical 6% Delexical
3% 9% 3%

Figure6.5: Distribution of TAKE functions in Expert corpora

Clearly, this verb was the least frequent of the three, particularly in the Expert Law corpus, tobkre
occurred only twice, for instance. Although there were no significant differences in the distribution of
functions of the verb in these two corparathen seen as proportions of the total word count for the
corpora (as indicated by the ldikelihood calculations}he Law corpus produced more core delexical and

pseudo delexical MWUshan the Lit corpuswhile Wy I NNZ ¢ S NJ ILDEINEZ IO A WS Q2 F

occurrences as indicated by the miearts suggest a higheroportion of lexical verbs for Expert Lit

ii. StudentlLit vs Student Law

As in the case oHAVEand MAKEabove, this section addresses Research QuestionA&2the least
represented of the threeverbs there were 341 occurrences TAKEN the Student Lit corpus and 140 in

the Student Law corpus.

As in Expert Law, the woiffidrm took occurred only a very few times in the Student Law corpus, five in
total. There were more acurrences of this worform in the Student Lit corpus, a total of 40. Differences in
distribution of functions in the two Student corpora were significant only in the uSeA#fEas lexical verb

(LL =4.05,p <0.05), with a significant underuse in the Lit corpus relative to the Law corpugyréhter use

of the lexical verb in the Law corpus can in part be explained by repeated expressions which thehature
the exam questions eliciteQuestions required sidents toprovide an argument in support of or refuting a
particular proposition: few students were able to work their ideas into logically argued essays, and most

simply produced a list of hypothetical examples, many of which were expressed in thetdhenfor
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example In addition, aguestion on corruption resulteth severalexamples otaking bribes or variations

onthistheme

ents are fired or arrested faaking bribesof as little as (Stud Law)
they did not work for. Let utake an example Arich man h
conomic, social and politicalakeeducationfor example, i

The distribution of this verb in the two Student corporsa ilustrated in Figuré.6 below:

Student LitTAKE "rePgtenphrasal Student LawTAKE /~FrePest
Prep
8% 1%

Cor
Delexical ppras

4% 119 3%

8%

Figure6.6: Distribution of TAKE functions in Student corpora

iil. Student vs Expert corpora

As far as differences in distributions of categories of verb use in Expert and Student corpora are concerned
(RQ3.3a and 3.3p)here were very significantproportional differencesn the StudentLit corpusin the use

of the verb as pseudo delexical (LL = 4186,0.0001)and as phrasal verb (LL = 12.56x 0.00). In the

case of the overuse of the pseudo delexical by the Lit students, this can be attributed largely to the high use
(over 30 occurrences)fthe combinationtaking advantagea quotation from the comprehension passage.
Although there was a higher proportion #AKEas lexical verb in the Expert corpus than in the Student

corpus, this did not prove to be significant.

There were several sigiwént differences between the distribution of categories TAKEIn the Law
corpora: differences in use of verb as pseudo delexical (LL =p4<6Q,05), aphrasal verb (LL = 4.5F <
0.05) and as lexical verb (LL = 7,45 0.01), all reflectingignficantly greater usein the Student Law
corpus relative to the Expert Law corpus. Although the proportions of pseudo delexg@sery similar
(38% and39%in Expert and Student corpora respectiyalythe Law corpora the totals for the use DAKE
(Expert Law: 65; Student Law: 14@re relatively much higher in the Student corpus, indicating a much
higher use of the verb generally in this corpus (LL = 10.82).001 it occurred0.22times per 1000 words

in Student Lawas opposed t0.14timesper 1000 wordsn Expert Lay Thisshowed agairthe value of the

two perspectiveson the distribution of the verbshere, distributions that appeared fronthe narrower
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perspective to be fairly similar proved to be significandiferent when viewed fromthe broader
perspective, applying the ldikelihood statistiovith reference to the total number of words in the corpus

In this case,hte overuse of the lexical verb can be put down to the examples mentioned above with regard
to the differences betweenhte Student corpora. The overuse of the pseudo delexical verb in the Student
Law corpus relative to the Expert Law corpus may be the result of the frequent use of the expressions

below which occurred over twenty times in all:

is us who allows corruption take placein our own homes. (Stud. Law)
order to get food and money ttake careof themselves. They

6.3.3 Research Question:4Jseof MWUs

In this sectionthe findings of the identification and the analysis of errors mad&itvUs producedby

studentsare presented. This section addresses Research Questio24 R2Sa A0 dzRSy (iaQ dz

frequencyanddeviancé of selected MWUs compare with the use of these MWUs by expert writers within

and across courses?

6.3.3.1 Research Questions 4.1 and 4R2equencyf MWUs

This section addresséise first two sub-questionsof Research Question 4, that Research Question 4.1:
How does the usefrequency of MWUs in theéStudentLit corpus compare with their use in the Expert Lit
corpus?and Research Questi 4.2: How does the usdréquency of MWUs in theStudentLaw corpus

compare with their use in the Expert Law corpus?

In order to address these questiond| eore and pseudo MWUs for each verb were extracted from the
concordance ties. These functions of the verbs have been discussed in detail in 86.3.2: there is some
overlap in thesetwo sections butl felt it made more sense to discuss all the functions of the verbs
together, that is, in 86.3.2Table6.18 below (drawn from the relevanparts of Table 617) indicatesthe

numbers of delexical MWUSs in both Expert and Student corpora:
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3 08 4 88 4 = o % E g 2 5 S 4
= S3S BB S 552 ©382Fs
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HAVE  Expert Lit 20 124 144 1345 10.70
Student Lit 24 207 231 1626 14.20
Expert Law 3 40 43 399 10.77
Student Law 3 74 77 790 9.74
MAKE  Expert Lit 15 136 151 350 43.14
Student Lit 5 117 122 493 24.74
Expert Law 2 61 63 135 46.66
Student Law 1 43 44 158 27.84
TAKE  Expert Lit 6 63 69 222 31.08
Student Lit 13 156 169 341 49.56
Expert Law 6 25 31 65 47.69
Student Law 4 55 59 140 42.14

Table6.18: Delexical MWUSs all corpora

Once again taking a dual viemnd as reflected in Tab&18 above, the verb81AKEand TAKEprovedfrom

a narrow perspective that is,as far as proportions of the occurrence of the three veatesconcerned to

be the most productive of the delexical combinations in this study, with higher proportions of MWUs with
TAKEN the Student corpora than in the Expert corpofihis is reflectedh the last columnof the table.
From a broader perspective, howevénat is, using the logikelihood calculation based on the occurrence

of MWUs with reference to whole coopa, significant differences between ¢htotals for all delexical
MWUSs(reflected in column 4 ofthe table) occurredbetweenthe Student Liand the Expert Litcorporain

the case oHAVHLL = 21.34p < 0.0001) andfAKELL = 44.46p < 0.0001), with very significantly more
occurrences in the Student corpus in both cases. As noted above, this difference in the TUSKEalk
delexical verb was partly the result of the excerpts used in the Literature examination pajger:
advantage (of)occurring in the passage for comprehensif@atured prominently, making up almost half
(48.9%) of all MWUs in the Student Lit corpus. In the Law corpora, the Student corpus featured very
significantly fewer occurrences of delexical usesM@KErelative to the Expert corpus (LL = 10.98<

0.0001

There were no significant differences in the production of these delexical verbs between Expert corpora; in
the case of the Student corpora, there were significantly more occurrenddé&gtas delexical verfboth

core and pseudo) in the Lit corpus relative to the Law corpus (LL =pb<08,05). These figures indicate

that the Literature students produced more delexical MWUs than their Law peers, while the two Expert
corpora were more similar in this regarghowing no significant differences in numbers of MWUs

produced.
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6.3.3.2 Research Question 4.Beviant MWUsand errors

In this section, Research Question 4.3 is addreskledv does the usdreéquency and errofsof selected
MWUs in the Student Lit corpus compawith their use in the Student Law corpu$fis was done by
investigating the MWUs produced in theo Student corpora. Those which were found to be deviant in

some way were analysed for errors which were then categorised according tosgp&$3.4).

As already noted§58.3.3),aRAdAGAYy Ol A2y 06Si6SSy (KB madémitvisistudyRS OA I
W5 SPHAI GA2YyQ NBFSNER (2 GK2a$S a2!a gKAOK gSNB Ay az
which such MWUs were deviargge §58.4). Ofthe delexical combinations in the Student corpora, varying
proportions were deviant (see Tabel9 below). As far as errors are concerned, this study investigates the
acceptabilityof errors in collocations and discusses all types of errors, wheftesnmatical odexical but

only those which arentegral to the MWU itself. In other words, it considers the verb and the noun

elements of the collocation and the particles immediately following the noun.

Once all the errors in the deviant MWUs had been coded, they were counted and the percentage of deviant
MWUS for eaclverb wasalso calculated. Tablé.19 below reflects thenumber of core delexical MWUs
(columnCD, the number of pseudo delexical MW{¢slumn PD), the total number of MWUs, th@umber

of deviant MWUsthe percentage of CD and PD MWUs that were devéanat the number of errors for

each of the three verbs in questiot this point, it was clear that the numbers of deviant core delexical
MWUswas so small (only six in total) as to make comparisons meaninfiessthis point onwards the

two categories core and pseud@re combined to form one category, delexical MWUS.

Corpus CD PD Total Deviant % Dev  Errors
Delexical MWUs
MwuUs  MWUs
HAVE  Stud Lit 24 205 229 33 14.4 51
Stud Law 3 72 75 15 20.0 16
MAKE  Stud Lit 5 117 122 12 9.8 13
Stud Law 1 41 42 17 40.4 22
TAKE Stud Lit 13 156 169 12 7.6 13
Stud Law 4 55 59 20 45.7 27

Table6.19: Student corpora number of deviant delexical MWUs and errors

The percentage of MWUs which were deviant for each verb varied from as low as 9.8PAK&in the

Student Lit corpus, to as high as 45.7%TAKEN the Student Laweorpus In a reflection of the findings in
Phase 1, where Lit students consistently outperformed the Law studentd.itle®rpus contained a lower
percentage of deviant MWUSs in genekal = 14.44p < 0.001), and very sigicantly fewer errors (LL =

16.39,p < 0.0001) relative to the Law corpus. This difference between the corpora was reflected in the
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results for bothMAKE(deviant MWUs: LL = 10.84,< 0.001; errors: LL = 16.64,< 0.0001) andrAKE
(deviant MWUs: LL 9.53 p < 0.01; errors: LL = 22.7p,< 00001), with the Lit corpus producing

significantly fewer deviant MWUs and errors relative to the Law corpus. Differences between corpora for
HAVEBEwere not significant except in the number of MWUs in total which these students produced, with the
Lit studerts producing significantly more relative to the Law students (LL = p.600.05). As far as the
three verbs were concerned, AKEappeared to cause particular difficulty for Law students, with 45.7% of
the delexical combinations for this verb in the Lawarpris being deviant in some way. These students
showed a lack of awareness of the collocational restrictions on bbMiKEand TAKErevealed in the
examples below:

former president of Justice wamsaking a serious corruption(Stud. Law)
he rich people beasse povertytakes part In most cases of
nes of some Africans alseere taken rescuedy the Spanish

These findings underline what other studies have fogrkdat combinations featuring higfrequency verbs
used delexically are notoriously difficult flearners to master (Altenberg and Grang&02; De Cock and
Granger 2004).

6.3.3.3  Categories of deviation

In order to begin to explain these differences in the two Student corpora, one must consider the types of
errors made in MWUSs in these two corpof@nce thedeviant MWUs had been identified, each example

gla FLyrtedasSR T2NJI SNNENBR® ¢KSaS sSNBE O2RSR | 002 NRA
2F YAadl{18a Ay 02t t 2 (n8§HsMRTABeB20beaiow provides a bréakdovd et A y S

errors per category.

Total dev
Corpus ADJ D N P S SvC \% Total d&'\?\;(bcsl
errors
HAVE Stud Lit 1 10 - 10 - 8 22 51 33
Stud Law - 4 1 4 - - 7 16 15
MAKE Stud Lit - 4 2 1 - - 6 13 12
Stud Law 1 7 1 - - 1 12 22 17
TAKE Stud Lit 1 1 2 3 - 1 5 13 12
Stud Law 1 6 2 2 1 2 13 27 20
TotalDEV StudLit 2 15 4 14 - 9 33 77 57
% 25% 19.4% 5.1% 18.1% 11.6% 42.8%
Stud Law 2 17 4 6 1 3 32 65 52
3.0% 26.1% 6.1% 92% 15% 4.6% 49.2%

Table6.20: Types otrrors
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The table reflectshe categories into which these errors fell. These are explained in the order in which they
appear in the table. Some examples are included in the discussion while the full list of deviant MWUs and

errorscan befound in Appendi¥.

Adjectives (ADJ)

Therewere relatively very few errors in this category, with only two in each corpus. In the example below,
the error lies in the fact that the student has used the advetally in place of the correct adjectivetal,
although it could be argued that altholighe target adjectivetétal) does fall within the MWU, the actual
word used {otally) does not

.6 Ydz]l dzZNHzQ& | LblaiNder@épéndencelyénh whed (Stud Lit)e

The error in the second example is somewhat more complex, and was explained as an error of adjectival
collocation,in that livingwould collocate more correctly witigoodor successfuh this context.

with drugs. Drug dealers areaking a wealthy livingout o (Stud Law)

Both these errors suggest a lack of awareness of both the grammatical and the phraseological conventions
of the language, and the error of collocation is particularly interesting as it indicates that students may have
difficulty with more than simply vermoun collocations, although confirmation of this would require a

specific search for adjecti@mbinations in the corpora.

Determiners (D)

¢tKS aSO2yR OFiGS3I2NE 2F SNNRN O2yOSNYy SR ( KsPecitg S S NI
0§KS NBFTSNBYyOS 2F | y2dzyQ 6. A0SNI S +fd MbPPpPYHp)
predeterminers (e.g.all, both, halj, central determiners (articles, demonstrative and possessive
determiners) and postdeterminers (ordinal numerahnd semdeterminers such asome other, and

cardinal numerals and quantifyirdeterminer9. The errorsn thisstudy occurred in the second group, the

central determiners. Included in this category were deviations concerning articles, pronouns, riunctio
g2NRa 6KAOK Ffft2g 2yS G2 NBFSN wadzOOAyodte G2 F
personal pronouns, possessive determiners, possessive and reflexive pronouns and demonstratives.
Speakers of South African indigenous languages fet@riohiners, particularly articles and pronouns,

difficult to master and these proved to be problematic for the students in this sample, with 19.4% of errors

in the Student Lit corpus and 26.1% in the Student Laywusofalling into this category.

The aspect of determiner use which caused the most trouble for students was the use of the article. The
majority of determiner errors fell into this category: 86% in the Lit corpus and 78% in the Law corpus.

Examples included cases where the article, ia dasen, had been omitted:
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the rich people because povertgkes part In most cases of (Stud Law)

and examples where the article was present but inappropriate:

neighbours. The neighbours anaving the differencedetween (Stud Law)
rich people some ahem are taking an advantageof poor p

In these examples, the article should have been omitted altogether. Then there were many cases where the

wrong article had been used:

tried to escape with her, hmadea huge mistakeof driving (Stud Lit)

The definite articlehe should have been used insteadaoiin this example.

Errors in article use are particularly common in the variety of English spoken by some students in the study,
BSAE. Van Rooy (2013:12) confirms that the errors listed here rae plossible ways in which article use

in this variety differs from the NS varieties: articles are left out altogether (reported on by Gough 1996:61,
cited in Van Rooy 2013:12), articles are inserted where they would not be used at all in NS English
(Mesthrie 2008,cited in Van Rooy 20132), or where articles are muddled, that is, substituted for each
other (Greenbaum and Mbali 2002:28). In DeKlerk® (2006a) analysis of a corpus of Xhosa English she
F2dzy R SOARSYOS 2F | Wi 2am&our? founl20668:§) Gith atkeydand Saios S Sy
both the definite and indefinite article with neoount nouns. She also found examples of the omission of
articles and the insertion of inappropriate articl&®eKlerkh nncl YmMn T 0 | YR T IISINRENIZO2
(2006a:148), all of which occurred in the present study. Min®@i(), focusing on the omission of definite

and indefinitearticles,showed that the insertion of articles where native varieties would not use an article
was the most frequent diérence in BSAE, arfdund that nativelike usage increased with gioiency

levels.

Other examples in the category of determiner, though less common, involved errors in the use of the

personal pronoun:

at all but let justice and lawakes its effect(Stud Law)

where the plural form of the possessive pronaits) their, should have been used.

Differences in the number of errors in the determiner in the two corpora were significant (LL 684,
0.01), with the Law students making significantly mereors inthis categorythan Literature students.
Most errors in the determiner occurred in the uset@AVEnN the Lit corpus (66.6% of determiner errors)
and in the use oMAKEIn the Law corpus (41.1%)aw students made significantly more errdihain Lit
studentsfor MADE(LL = 5.01p < 0.05) and very significantly more foAKELL = 9.12p < 0.01)in this

category
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Nouns (N)

AlthoughNesselhauf (2005:71) found that the noun formed the second most frequently deviant element in
KSNJ O2NlJzia>z |yR AYy Ylyeée OFraSa GKS gK2tS 02ttt 20l
constructions [SVCs] which should have been siwglel verbs)in my study nouns caused relatively fewer
problems for the student writers (5.1% of errors in the Student Lit involved the noun, while in the Student
Law corpus, this percentage was only slightly higher at 6.1%). All errors in this category concerned the
number of the noun, either in cases of vembun agreement or article agreement, or where uncountable

nouns were used incorrectly in the plural, as in the example below, incorrect beaacsssloes not have

a plural form:

practices. It is the rich whare having these accessés most (Stud Law)

In the example belowgontrastsshould be singular to agree in number with the artiaie

the beauty of the City. Thimakes a contrastsvith its use (Stud Lit)

Differences in the number of errors in this categtmtween the two corpora were not significant in the

case of any of the verbs or overall.

Preposition (P)

Prepositions introduce prepositional phrases and act as links between noun phrases and other structures.
They may be bound or free, depending on whestlor not the choice of preposition is dependent on a
specific word in the context. In contrast to the noun, the preposition caused students considerable
RAFFAOMZ GASa Ay GKAA &aiGdzRe&z LI NI A Odatldetddnidesfeyorsi KS O
in prepositions made up the third largest group. There were no significant differences between corpora in

the number of preposition erraimade with eaclof the three verbs.

Examples of errors in preposition use included the following:

body elseThe opinion that | haveon Uriah Heep is based (Stud Lit) [preposition shouldfhe
Lack of education thereforeas a direct correlatiorto the (Stud Law) [preposition should laéth]

Boththese errors involve the use of an incorrect prepasitin cases where the preposition is bound by the
context. These proved to be particularly difficult for students, and are further evidence of a lack of
awareness of the idiomaticity of certain combinations in Englistiact, 12 of the total of 20 prepi®n

errors (60%) occurred in cases where the preposition was bound.
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Structure(S)

¢tKAA OFGS3I2NER 2F SNNBN ¢la GF 1Sy FNRBY bSaaSt Kl dzf
gNRYy3IQd LYy GKS S@Syidsz (KSNB whkidh el itofhisEdtegdry: 2 yf & 2y S
anything achieve that. If thke to bribesomebody in order (Stud Law)

This MWU was explained thusStructural error: should readf a bribe is what it takes@r If it takes a

bribe (to somebody)Such an error makes thentire expression difficult to explain in terms of any of the

other categories and as such required a more general category which expressed the overall ambiguity of
theO2YOAY Il GA2Yy® 5SEALIAGS YIyeé RAFTFAOAA (i yxampedffa SOG S

general structural error in all the deviant MWUs.

Stretched verb construction§SVC)

SVC is theaerm Nesselhauf (2005) gives to what | term delexical combinations in this study. She
distinguishes these combinations from other verbun collocations in that they are formed with light or
delexical verbs. Imy study, the term refers to delexical combinat® which would have been better
replaced with a singlavord verb.Erors in this category occurred where students used an MWU instead of
a more appropriate singhe/ord verb. Most errors in this category occurred in the Lit corpus with the use of
HAVE(66.8%), but this category made up only 8.4% of the total number of errors in the two corpora.
Examples included:

definitely be why they mostly allave a dependencgn him to work (Stud Lit)

Although this expression with an article appears 21 timehénBNCin the Lit corpusa singlewvord verb
such asdependwould have been more appropriate. In additiashependencyis uncountable and as such
should not take an article.

this fellow Uriah. He does nbtave any trustowardsthis m (Stud Lit)

In the exampleabove the single vertyust, as indoes not trustwould have been more appropriate.

{2YS O2yaidNHzOGA2Yy & FSI (dzZNBR | nyigratiay ¢ BnhhigratiSn a2 # theé?o A 3 3
example below:

rate due to themovement they makeo other places because (Stud Law)

In this example, the context indicates that a singlerd verb such asmigrating would havebeen more
appropriate, or this expression could have been even more appropriately replaced with the noun
migration. The effect & adzOK {+*/ SNNBNBE Aa G2 VYIS addzRSyii:

unnativelike. Expressions such as this last exampbesailggest a limited vocabulary.
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Ly bSaaStKIdzZFQa o6Hnnp0 &addzRér KSN) FAYRAy3IaA &adza3

combinations particularly difficult to master; in fact, these combinations seemed to be slightly easier than
what she calls nostretched verb constructionghat is, collocations not formed with delexical verbs. Her
findings are supported by Howarth (1998b), who compared collocations with light verbs to other
collocations, and found that those with verbs used in the delexical sense did not pose the mdstiarob

for students (1998b:181). Nesselhauf (2005:212) believes that these findings suggest that although learners
find light/high-frequency verbs difficult they are not the verbs that they get wrong nudt&n; she found

that the SVCs with the five most freent verbs lgave, take, make, do, giyevere not more difficult than

SVCs with other verbs. Nesselhauf (2005:113) believes that what makes these SVCs inappropriate appears
G2 0SS OSNIFAY WO2yadNIAyda 3I20SNYAyehauliRds:118p08 2 7F
which learners are unaware and which have as yet not been adequately described by researchers. Such
O2yaidNIXAydGa Ay DbSaasStKIdFQa O2Nllz AyOf dzZRSR Ayail
noun or verb in the combination, dasy (1 KS 02 y Of dzicbr@eyo alcdhclusigh y$a K &= (B¢ &
GKFG AG OFyQd 32 2y f A ttoSconalitewdubl haye? bedh dnore gpprdpriatd | & S
(Nesselhauf 2005:113).

Verbs (V)

The largest group of errors in both corpora fell into the verb category. In the Lit corpus, 42.8% of all errors
were in this category, while the proportion in the Law corpus was 42.9%. Differences in this category
between the two corpora were significandrf MAKE(LL = 9.76p < 0.01), very significant foFAKELL =
13.02,p < 0.001) and, as far as the total number of these errors in the two corpora was concerned, also
significant (LL-8.57,p < 0.01).These findings reflect those of Nesselhauf (2@&IBG); she found that the
German advanced learners of English in her study made most errors in the verb part of the collocation,
although her results, like those in this study, also showed that any of the components of a collocation may
be deviant. Nesselha2005) explains her findings by the commonly held belief that verbs, particularly, are
the most difficult words for learners to master (Kallkvist 1989&din Nesselhauf 2005:7Kaszubski 2000
Laufer 1991:9Lennon 1996Yan 200%

This is certainly borne out in other research: for instance, Altenberg and Granger (2001), who investigated
9C[  SI NJy S N&glenayzieths, b partisulVBAKE found that even at an advanced proficiency

level, learners revealed that they had gtedifficulty with these verbs, and when the verb was used
delexically this diffiglty was compounded (2001:18%nd ina study of the use of the velbOin a corpus

2F /KAYySasS tSENYSN 9y3IftAaKs || yQa 6 kitedircYan 2006:00R A y 3 &
GKIFId / KAySasS &didzRSyda GSYRSR (2 2@SNHzAS RSt SEAO

comprised over half the errors students made in their usBOf
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Particularly relevant to this study, Nesselhauf (2005:77) found kn&tNJ f S| NJ/ S NEfreqDehgy T dza S R
Germanic verbs, such takeandmake getandgiveS 1 O® Q> | RRAY3I ¢SAIKG G2 GKA

words can be difficult for learners to master.

In the present studyfour categories of verb error were identified: collocation, congamhse and wrong
choice of verbThe majority of all verb errors occurred in the collocation category (38.4%), underlining the
impressionthat these writers lacked awareness of collocatiorggtrictions governing these three verbs, as
isreflectedin the examples from Student Law below:

the rich people because povertgkes part In most cases of (Stud Law)
[povertycollocates withplay, nottake part in]
business suits who choose take partin corruption, who
[corruptioncollocates withcommit, nottake part in]

and from Student Lit:

good and in deep humility. Hakes conversatiorwith other (Stud Lit)
[conversatiorcollocates withmake nottake]
ur with different eyes thus henakes aconclusionthat will
[conclusiorcollocates withreachesarrivesat, not makes]

The Law corpus revealed significantly more errors than the Lit corpus in this category (LLp=<®.@1,),
and this was an aspect of verb use which the Law students did find particularly difficult, especially in the
case of collocations with nouns such@sruption (nine errors) anccontribution (two errors) making up

73.3% of all collation errors inthe Law corpus.

There was only one example of a wrong choice of vt use ofhid in place ofheedin the example
below. Thismay in fact have been a spelling erras noted above in 88.4, there may be no distinction
between long and short vowetgich aseedandhid in the pronunciation of many BSAE speakers

away, advice that he does ntake hid of. Gatsby could also (Stud Lit)

Errors of verb tense and concord made up the bulk of the remainder of verb errors in the two corpora
There were no significant differences in the numbers of errors in these categories between the two
corpora. The errors in concord (13 in the Lit corpus and seven in the Law corpus), like the errors in noun

and article use, highlight a lack of awarenesthese corpora of agreement in general.

Ly GKA& atGdRe L KIOS dASR WidyasdsQ Ay GTodutiemd o NI
simply, althoughi Sy 4aS | yR | ALJSOG 020K WNBf I 4GS LINIBSeratld.f & (2
1999:460)tense describes the time an action takes place, either in the past or in the pregafe aspect
denotes whether the activity or state is ongoing or completed. In this study asgeqarticularly relevant
when dealing with the notioof stative verbs such dmveli K G NBFSNJ (2 Wdzy OKIl y3IAy 3

usually used in the progressive aspect (Richards and Sct2®@#:34, 513).Tense errorsn the verb
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predominantly involved exampleswhere the progressive aspect was usddcorrectly; the present
progressive aspect is correctly used to describe actions which are currently in progress or which are about

to take place in the near future (Minow 2010:12BYyogressives are a well documented feature of BSAE, as

Van Rooy (2013:11 2 6 a $hjido§ras¥ive Wspedtas a long history of scholarly attention in BSAE and
YIye 20G§KSN bCmus anslysis byardé&hiied suclsasgh (1996, cited in Van Rooy 2013),
Mesthrie (2008, cited in Van Rooy 20%8)d De Klerk (2006a:0% has confirmed thééxtension of the
progressive to stative verls 0 JSNbH & ¢ KA OK RSaONAneSal, witlikdidah and &
perceptual state§Biber et al. 1999:4789nd Van Rooy20080) a K2 ga G KI G WIiKS LINE INES
mostF NBIljdzSyid ¢AGK | OGAGAGE OSNDbaAaQ oO0xly w22& HAMOYMI
Ly KSNJ O2NlJzasz aAy2¢g owHnmaYmnnO F2dzyR GKIFIG Ay KSN
GAGK AYONBlIaAy3d LINRPFAOASYORQo®

Van Rooy (2013:11) does note, however, that although findings such as these may suggest that the
SEGSyairzy 2F (KS LINE INSD & A A wWiBdisappear ad profic@ricNic@ases LA Sy 2
RFGF 61y w22@& HnanncO NIngnds of & codskuction isicEnSistetiyzdife@mMI & A y
from the native speaker prototype of a dynamic eventwithd YA 1§ SR RdzNJ} G A2y Qd | S F2
uses in his data reflected extended duration: in such caéisesPO2 y a 4 NHzO G A 2 Y bla @&ith S |j dzI €
ReEYIl YAO | yR & U201BAD. DravidR hiDdngbifigi r@search into the semantics of the
LINEPANBAaaAGBSs Iy w22& 0SSt AS Giledprogrésdivé refiad 2hN Bifplistict A y 3
view that the progressive is merely etk SR i 2 & (i H201BdISRahear, ieiabgbia$ tha@should

be regarded as a language variety! y& 9y It AaK GKFG KFa &a2yYS OKIFNF O
aLISIFTSNAR ¢gAff 06S RSSYSR | @I NA S at@ctioh betwgenwrtbRadd H 1 M M
conventionalized innovation is one of the crucial issi@singresearcherof New Varieties, andn aspect

which sometimes exposes their vietescriticism (2011:191). He cites Kachru (1991 in Van Rooy 201,1:191)

who suggested RAAGAYOGA2Y WHKSNBE RSGAFGA2Y NBFSNE G2 |
dZA SR AY LYYSNI/ANDESkyl A0S O2yiS8EGas odzi Aa F0OOS

The progressive aspect is often used as a diagnostic tool in identifying New Varieties. Mesthrie (2008b in
Ly w228 HaMMYMppO y22iSa GKFEG Yol 6 AGNA{AYI-FYyR |
Asia is the extension of BE-NG to st 1 A @S O2y (iSEG&aQd ¢KAA A& OSNIIFAY
where itisregarded as an extension of a new subclass of verbs (De Klerkci@d3n Van Rooy 2011:195)

and attributed to a tendency among BSAE speakers to disregard the gramndlifficeénce between
aGdlGABS YR ReBYIYAO OSNba Ay GKS FaLlSoOddaft aeadsSy
meaning, in which the dynamic G F G A @S O2y (N} ad LI lFe&a y2 LINIX KIA&
Rooy 2011:1986). Inthis 83 NRX *ly w22& OHAMMYMdQc ucall@iiedtaddzd & S a
LINE ANBAaASHYQ WPAZ2H{HR OAZ2Y 2F | O2yaidNIAyd 2y (GKS {
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fAGGES FdzyOQlA2yQ FyR | NB (KSe@ at UNIRcEeptdbRSIR hightake S NN
O2YYdzyAOl GADBS R2YIAYyakKQ

In answer to these questions, Van Rooy (2011:196) cites an earlier study (Van Rooy 2006), in which he
analysed the progressive construction in BSAE, compértiago its use by native and foreign (Gean)

language users. His findings revealed that the use of progressives in native and foreign language varieties
was similar and réécted textbook Standard English descriptions. In the case of BSAE, however, most of the
uses of the progressive emanatel®2 ¥ | WLINRB(G2G&LIS 2F AyO02YLX SGSyS

instance:

t S2LX S R2y Qi I G (phyeRarefiot delvkriBglICHEBSDIO1828)FVan Rooy 2011:196).

Ly .{!93% dzyt A1S Ay GKS b{ I yR ¥F2 NBEdhahge andithé Actizityd S dzz
0SAY3 2yI2Ay3 2N FT2NBINRdzyRSR i a2Y$8 GSYLERN}E N
w228 HAMMYMdpcOP® ¢KS SEIFYLI S& FNRY (KS . Jdff@ingd2 N1Id:
essentiallyfrom Standard Eglish (Van Rooy 2011:196). In his study, Van Rooy (2@86 in Van Rooy
HAaMMYM@pc O F2dzyR GKFG mt 2F GKS wmnn AodledigeyhénSrd 2 F
& 0 I (Va8 Rooy 2011:196):

most of the teenagers and adulise sufferingfrom this disease [HIV/AIDS] (ICLEN01116)

Together with perfective or durative meanings (46 examples), the majority of examples sprang from the
(other) prototype of BSAE construction. On the other hand, there were minkexamples coming from
theSENR 1208 LIS® ¢KAA LINRPOARSA Of SI NJ SOA RRERYMDS y2RF KIS (y
WNBE2S0iGa (KS RSaONALIIAZ2Y 2F (KS SEGSyarzy 2F (K¢
HAMMYM®PTO® Iy w22eQa Ppsudypoldestelider®® ththeyextendioff of e 2 8  H
progressive to stative verbshould be regarded as an innovation and asped¢ of a new variety. He
contrasts the findings of a study by Gough (1996, cited in Van Rooy 201181, revealed that the
construction was completely rejected by black teachers, with those of a st years lateby Vander

21 f0 FYR 2y w228 O0HAnHI OAGSR AYy Iy w228 HAMMYM
progressive aspect we widely accepted. As Van Rooy (2011:197) puts it:

On both counts, grammatical systematicity and acceptability, therefore, the use of the progressive with
different meanings and with a wider range of verbs, can no longer be regarded as a simple error in
approximating Standard English norms. Rather, this usage should be regarded as an innovation, already

conventionalised in BSAE

So although the the examples categorised as errors in this corpus of student writing can rightly be regarded
as aspects of an agptable language variety, | did however indicate them as problematic becaltiseugh

several examples occur with activity verbs, in the particular context the constructiobecaegarded as
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non-standard, and not perhaps what is required in academicingjtand where the simple present or

simple past tense would be used instead:

neighbours. The neighbours anaving the differencedetween (Stud It)
lines sestet where the poés having a solutiorof his problem or hill, were untouched.
He ishavingthe peaceful feelinga
ctices. It is the rich whare having these access@smost (Stud Law)
former president of Justice wamsaking a serious corruption

Biber et al. (1999:4%U72) observe that verbs such &l which refer to mental or attitudinal states or
activities occur frequently (more than ten times per million words) with the progres3ik&Eas a verb
referring to activities and physical events occurs more than ten times per million words with the
progressive. Despite being common with the progressive, however, the use of the verbs in this aspect in

these particulaexamples was clearly incorrect.

As far as errorsf concord were concerned, the Law cordeaturedmore errors relative to the Lit corpus

odzi GKAa ¢l a y20 airx3ayAFAOryGed 5SS YESN] oO[Xpisnac I Ywmn
frequently remarkee2 Y FSIF GdzZNB 2F . {1 9Q FYyR &aKS Ay@SadAidalrasSR
2006b). The findings in this study certainly support this.

The errors in the verb bear out what has been observed in the marking of assignments and examination
scripts, where the overuse of the progressive asgpotsent tens¢ and concord deviations are gonon
problems in verb use among these students. These findings add weight to the argument that these high

frequency verbs demand more attention from course writers and teachers.

To sum up, errors in both Student corpora reflect a lack of collocationaleaess in their use of these

three verbs. In all cases except preposition and SVC errors, Student Law writers made more errors than the
Literature students: differences were significant in the determiner and verb categories, and while both
these aspects a known to cause learners difficulties, it is clear that Law students found verb use
particularly difficult and showed less awarenessollocatioral restrictions than the Literature students.

Thus the pattern which emerged in Phase 1, where Literatweesits outperformed Law students in
vocabulary, is reflected in the production of MWUSs: Law students produced very significantly more deviant
MWUs (LL = 13.5¢, < 0.001) as well as very significantly more errors (LL = 1j3.94).001). Although

errors inthe verb category of both corpora comprised mostly collocation and concord errors, the Law
students again made more of these errors, and although not significantly so this again highlights the

difference inperformance of the two groups.
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The errors maddy the students in these corpora reflect a paucity of lower frequency vocabulary as well as
academic vocabulary, and a lack of depth of knowledge of these kinds of words as well adrafcuighcy

verbs. An example such #wey mostly all have a dependgnon him to workeflects a poor awareness of

GKS g61@& Ay S6KAOKIZ & | 62NRQa FdzyOlAzy OKIy3ISasz a
an abstract norcount noun and its use here is ungrammatical. The fragment would have been better
phrased asthey mostly depend on him for worlith the lexical verlwlependreplacing the MWUhave a
dependencyThis lack of awareness of inflections and derivations is a characteristic of much of the writing

by learners such as these. Granger (1998b:1fs2)jnstance, found that learners underused natiues
O2ftt20FdA2ya |yR dzaASR AyadSIR WFHieLAOFHt g2NR 02Y
learner production in her study may have been ascribed to an avoidance of MWUs, Grangeffonridct

that her learners (advanced learners of English who were native speakers of languages such as Swedish and
French) overused them, which made them sound verbose and unnativelike. Granger believes this was
LINEOFOofe& RdzS G2 Wy deycR &nhBfSvdes toastitifeR a sighifcanBco 2 O G R 2 y
(Granger 1998h:152).

In a study of Chinese learner English, Yan (2006:#00 | f &2  TFifedeysRideritsKdre(ialways
allowing delexicatlo [my emphasis] more freedom to collocate with a widg/rAS 2 F y2dzyaQ |
Wit SIENYSNE R2 y20 2ytée 20SNHZ&AS RWbfedéinGry study theNiHzD (i dzNB
revealed an overuse of unnativelike collocations suchmake + corruption, have + solution, have +
contribution and make + caclusion.Like Farghal and Obiedat (1995:321), who found that their Arabic
ddz0 2S0GaQ Wdzyl g NBySaa 2F O2ftt2ljdAalf NBAGNAOGAZY A
GKA& Wdzyl 6 NBYySaaQ ¢l amy&ddsl NJ Ay Ylye 2F (KS SNNEBN

Nessdhauf (2005:72) reports that while some of the collocations in her corpus contained more than one
deviation, the bulk of deviant collocations (661) contained only one deviant element or were deviant as a
GK2t ST yc KFER (62 RSOALIBEI (EKNEBRDY b SHERT K2 iy 8O3 Y

study revealed a similar profile:

Errors in MWU: 1 2 3 4
Literature 42 11 3 1
Law 41 9 2 0
Overall 83 20 5 1

Table 621: Errors in corpora

¢
(o))

{22 a Ay bSaasSt Kl dzFQa O 2iNdoitizZoRoraicéat@ined bn® and&riore 2
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2KFG Aa Of SFNI FNRY (KSaS TFTAYRAYy3Ia Aa GKIFGXZ Ay O2)

study, and in particular the Law studentkd have difficulty with delexical combinatiarixamplessuc as

he does not have any trust towards this m@&tud Lit)they mostly all have a dependency on HBtud Lit)

andthe movement they make to other plagq&tud Law) reflect tendency to use SVCs where a single word

would have been more appropriatd hismight be partly explained by what Howarth (1998b:186) found;
YIyeg t£SFENYSNBR Ay KAa &aidzRé RAR y20 dzyRSNEGFIYR (K
spectrum between free combinations and idioms. It is in handling restricted collocatianertiors of both

I ¢t SEAOFEt YR | 3INIYYLFGAOLE yIlGdNB O2zyadlyidte 2
certainly reflected in the Student writing in this study, for instance in the many errors in the collocation of
corruption Other deviationsinclude instances where a delexical MWU could express only one of the
meanings of the unstretched (singheord verb) verb, such innewho has no consideratiorfor the (Stud

Law), wherehas (no) consideratiodoes not mean the same asnsideras althoughconsiderationis

morphologically related taonsiderthe expanded predicate differs semantically in some uses.

Although Nesselhauf (2005) found that her learners did not find SVCs particularly difficult, other
researchers have found to the contrary thaese are challenging for language learners, particularly those
combinations containing light (delexical) verbs (e.g. Altenberg and ér&tfl;Kaszubski 200Q;aufer

and Waldman 2011; Wang and Sha@08; Yan 2006 Unlike this study most of these studis have not
guantified the difficulty of these combinationsor compared them to other collocations. Howarth
(1998h:181) is a possible exception; in his study, the delexical sense of verbs in collocations was the second
most common category, though they @ared less in NNS than in NS writing (13% compared to 21% of all
GKS 02tt20FGA2ya 2F GKS LI GGSNYya addzRASRO® IS adAa
dzy OSNI FAyGe o2dzi GKS FLIINBLINRF §SADRYHQDI 88t ALeas
even native speakers are capable of confusing delexical verbs (for exangiean assurancéor give an
assurancé Q 01 2 ¢ I NJI). Khauispaharyiodl &ty gvident from the analysis of the errors in this study is

that while errors occurred in both suborpora, there was a marked difference between the two groups of

writers, continuing the trend observed in Phase 1

6.3.3.4  Acceptability of deviations

Once all the errors in the deviant MWUs had been identified and classified, they igsted for
acceptability by three independent mothéongue English raters, as explained in Chaptdg%8.1.5)
Depending on the degree to which the deviant MWUs were acceptable or not to native speakers of English,
and the extent to which the errors disrupted the meaning and interpretation of the combination
(sometimes the original text had to be referred to irder to ascertain from the context the degree of the
disruption to meaning)deviant MWUs were categorised Barginally Acceptable ?, Largely Unacceptable

(*) or Clearly Unacceptabte(these categories are adapted from Nesselhauf 2005).
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Table6.22 below reflects the acceptability of deviant MWUSs for each of the three verbs, per colpiss.

clear that the number of deviations in each corpus was very small.

Corpus ? *) *
HAVE Student Lit 19 12 2
Student Law 5 8 2
MAKE Student Lit 2 8 3
Student Law 4 6 7
TAKE Student Lit 3 4 5
Student Law 3 12 5
TOTAL Student Lit 24 24 10
Student Law 12 26 14

?Marginally acceptablg?*) Largely unacceptabléClearly unacceptable

Table6.22: Acceptability ofleviations

Again, as in the case of errors, there were significant differences between corpora as far as acceptability of
deviant MWUs was concerned. The Law corpus produced very significantly more MWUs which were judged
largely unacceptabléLL = 9.67p < 0.01) orclearly unacceptabléLL = 7.73p < 0.01). This indicates that
errors were more likely to obstruct the meaning of MWUs produced by the Law students than in those
produced by the Literature students; Law students did produce significantly desiant MWUs with only

oneerror (LL = 12.43 < 0.001)put this did not affect the overall acceptability of the errors in this corpus.

If a combination was judgednarginally acceptablethis indicated thatalthough there were clearly
problems with theexpression, meaning was not totally obscured:

room. He has changed becausehas sympathyto his daughter. (Stud Lit)
got in this world. Davidnade a lot of mistaken life
that she and her family would ldeken careoff if she does no

Immigrationhashad a major effecto the (Stud Law)
with drugs. Drug dealemre making a wealthy livingut of
lack of corrective action thatke place Corrective procedures

Although differences were not significant at this level, fewer of the deviations in thechgws fell into

the marginally acceptablecategory, suggesting that deviations in this corpus tended to be of a more
serious nature; this corpus produced significantly more deviant MWUs irdatigely unacceptableand
clearly unacceptableategories. Below are examples lafgely unacceptablg*) deviations from the two
corpora:

assertive and thoughtfyderson whohas logical thinkingvhen awkward (Stud Lit)
d everyone has to defer to himakes all decisionsand ever
he has an aggressivieehaviourwhile he talk

ctices. It is the rich whare having these access@smost (Stud Law)
ideas.Some they are comirtg make living with some stealing
here in South Africa, he waake careof neighbouring countries
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The following are examples olearly unacceptable deviations:
aStlyASQa 7Tl Ghave Middisprazsbh i wiiol(Stud Litk S
alerting Agnes to stand andake voice be heardThe narr
because she has no qualiies him taking the blameof running Myrtle

also been arrests afulpritshave dealin drug trafficking (Stud Law)
¢ KS@& & dzLJLJ2 Ndiakinp Kofruptioff® BeiroA y
their lives. Nowadays peoptake of themselvesand feel s

The difference in acceptability of the MWUs from the two corpora again echoes the résaft$?hase 1.

Not only did the Law students produce significantly more deviant MWUSs, but significantly more of these
were judgedunacceptable either marginally or largely. The students whose texts made up these two
corpora were fairly similar in languagpackground, educatioand age. Why then should so many more of
the delexical verb combination the Student Lawcorpusbe judged as unacceptable? The most likely
reason is the fact that Phase 1 revealed that Law students had significantly smallerlageatiban the

Literature students.

A closerlook at the demographic makep of the students from the two corpora providasther insights:
although the two groups of students were fairly similar in age distributgae (Table &), the Lit corpus

was made up predominantly of female students, and the Law corpus had many more male students (see
Table 61). Women consistently outperformed men on the VLT, indicating that they had larger vocabularies
and, in addition to this, the Literate students as a whole performed better than the Law students in the
VLT by some 10% (sakso Table 6.6)n addition, there were more students who were under the age of 40

in the Law group than in the Lit group (almost 120 were under the age of 40oniyh30 over this age)

and older students performed generally better on the VAdeand language background factors may also
account for students in the Law corpus having a poorer command of English, despite indications that their
first language was English in several cases. Of the black students in the Law group, 22 indicated that their
home language was English, but ten of these were over the age of 30, suggesting that they may have
attended township or rural schools as they would have completed their schooling prior to the opening of

stateschools to all races.

These are all possibleasons forthe more ableuse of these rather difficult combinations in the texts

making up the Student Lit corpus. Although in his study Howarth (1998b:179) found no link between
proficiency and the use of these collocations, and regards any deviatioNskad I Kf & AY RA JA RC
present study the Student Lit corpus was made up of texts from students who may have been intending to
major in English at university. This suggests that these were students who read more and who may have
fared better in Englislat school. On the other hand, students in the Law course were required to do less
reading and very little writing during the semester, and fewer students in the Law corpusHisgigh as

their home language.
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Notwithstanding the differences in numberg$ deviant MWUs and errors between the two corpora, the
Literature students were also making basic errors in the MWUs they produced. These students wrote
extended texts from the beginning of their course and were required to read severidrigth textsg

novels and plays as well as poetry. The focus of the coursehswistudents write, not simply omvhat

they write. Despite this, these students also revealed gaps in their collocational awareness and other errors
in the MWUs they produced. This may bartty the result of a lack of practice in writing and limited
SEGSYRSR NBFRAYy3 Ay 3ISYySNI ¢ I f 6K2dzaAK GKS& Sy3l
than the Law students, relatively speaking they were required to do very little writingglthiensemester.

The fact that there is little teaching of grammar and language in these modules may also exacerbate this
situation. A further element of the deviations in the Student corpora is that many errors appear to have
become habitual among learner§he examples by both groups of writers provided in this chapter illustrate
errors which are common in student writing at this university; article and tense markers are frequently

omitted, the progressive aspect is commonly overused and pronouns are udtshinterchangeably.

Finally, as far as the acceptability of deviations per verb is concerned, more errors in the Lit corpus for
HAVHEfell into the marginally acceptableategory, while the Law corpus had mararginally acceptable
errors forMAKEand TAKEthan the Lit corpus. However, there were more errors in the timacceptable
categories for bottiMAKEand TAKEN the Law corpus, significantly so in ttlearly unacceptableategory

for MAKELL = 6.48) < 0.05) and in théargelyunacceptablecategoryfor TAKELL = 13.21p < 0.00). Law
students had more difficulty than the Literature students with all three verbs, but particularly MAtKE

and TAKE

6.3.4 Discussion of Phase 2 results

This section has provided a discussion of the findings ofatiedysis of the corpora, in terms of the
distribution of the three verbs in question in the Expert and the Student corpora, and of the production of
MWUs by writers in these corpora. The findings of the analysis of student errors in deviant MWUs were

alsodiscussed.

As to the first point, the results fddAVEshowed that, in the case of the Expert Lit and Student Lit corpora,
the students significantly overused the velimth as a lexical and as a pseudo delexical verithe Expert

and Student Law corpa, students significantly overused the auxiliary verbepseudo delexicalvas also

used more bythe Law studentsalthough not significaht sa In the case oMAKE the Student corpus
revealed differences in the use of the verb as pseudo delexisatlsignificantlyless inthe Student corpus,

and in the use of the verb as core delexical, again underused by students though not significantly. There
was also a significant underuse of the phrasal verb in the student corpus. AsTaK&aas concerned

there were significant differences between the Expert Law and Student Law corpora, with students using
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the verb significantly less as lexical and pseudo delexical verb, and between Expert Lit and Student Lit,
where students used the phrasal verb, the agbal prepositional and theseudodelexical verb significantly
more than the Expert writers. Differences between the Student corpora were signitionin the overuse

of TAKEas a lexicaterb in the Law corpus.

With regard to deviant MWUs produced bythe studentsand the errors they containedthe results
reflected the trend observed in the first phase of the study, in that the Literature students produced more
MWUs but significantly fewer deviant ones than the Law students, and ttas&inedsignifcantly fewer

errors. Though both corpora featured most errors in the verb category, Law students produced significantly
more of these, specifically in the area of collocation, once again indicating[ thaws & (i dakafer” G a Q
vocabulary size&ompared to theLiterature students had an effect on their writing. These students in

particular made more erraof the typethat made their writing sound ungrammatical andnativelike.

In the following sections, the findings of Phase 3 are discussed.

6.4 PHASES THERELATIONSHSBETWEEN VOCABULARXEVOCABULARY
DEPTH AND ACADEMERFORMANCE

The final phase of the studyrought together data from Phases 1 and 2 in ordeexplore relationships
0SUG6SSyYy &l dzR Sszé #he bread@hOof theitzbocaliBary kntedge) their use of the selected
delexical MWUsdne very specificneasure of their depth of vocabulary knowledge) and their academic
performance. In addressing Research Questiothg, relationship betweerthe vocabularysize of the
students in the samp selected for this phasede §59) andthe number of deviant MWUghey produced
and the errors in these were examinedn attempting to addressResearch Question 6, relationships

betweenthis aspect ofocabulary depth andcademic performanceere explored.

6.4.1 Research Question Relationship between size of productive vocabulary and use

of MWUs

The first part of Phase3 addresed Research Question: 3Vhat is the relationship between the size of
d0dzRSYy (G aQ LINE RdAzO U pradaciod & Selededikt\WUBLRithin ayidRacrask @urse)

As explained in Chapter(85.9), | usedthe examination scores as the criterion variable to identify a sample
of students whose scores were closest to the mean at each of the three percentile Ievelis,(fzﬁ‘t 5d"

and 75" percentiles) in the Literature and Law groups. This resulted in a total sample of 60 stutizats
each level in both groupdHaving selected the sample, the texts written by this group of students were

extracted and concordancknes for each of the word forms dAVE MAKEand TAKEwvere generated
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These lines were analysed manually and errors wagetified indeviant MWUsDeviant MWUs and errors
were counted:Table6.23 below reflects together withthe mean scores of this group for the 50@@rd
level, the UWL and the total vocabulary tetste number of MWUSs in these concordance lines, the number

and the percentagef deviant MWUs and the number of errors:

Percentile  5000word UWL Total Total Correct Deviant Deviant Total
level Vocab% MWUs MWUs MWUs MWUs % Errors
Mean Mean Mean
Lit 25" 56.9 60 68.3 31 25 6 19.0 9
50" 65.6 68.9 68.7 25 25 0 0 0
75" 85 78.9 78.9 31 31 0 0 0
Law 25" 44.3 53.9 50.6 13 5 28 7
50" 50 56.7 55.9 8 3 37 3
75" 57.5 68.3 66.6 16 14 2 12 2

Table6.23: Vocabulary sizéy]WUs deviationsand errors

Continuingthe vocabularytrend observedn the first two phases of this studghe table reflects that the
Law students again farddss well than the Lit student8Vith the exception of the UWL scores at the"25
percentile, the Literature students scored at least 10¥gher than their Law counterparts at each
percentile level It is nevertheless clear that both Literature and Laudsints at the 2% percentile knew
fewer words than those at the 80and 75" percentiles; this knowledge of words increases incrementally
from the 28" to 75" percentile inthe 5000word level,the UWL and the Total Vocabulary scorééth
regard to thefrequency of MWUs there was no discernible incremental pattevith highest and lowest
percentile groups being very similar and the middle groups having lower frequetcieshere was a
qualitative difference in their production, in that the Lit studenat the 50' and 73" percentile levels

produced no deviant MWUs.

T&king the results in Table 2 at face value, it appears that students who produced only correct MWUs
were those Lierature students who scored 65% or above at Levdthat is thoseat the 50" and 75"
percentile3. Those students who produced deviant MWUSs, in both groups, scored below 60% at this level.
It may be that knowledge of words at Level 3 is a tipping pointttierdevelopment of deeper word
knowledge, as reflected in a n@appropriate use of formulaic language. Thauld support those scholars

who have stressed the importance of this level of word knowledge for reading success at academic level.

In order to test whether there was a relationship between size of vocabalaaythe production of deviant
MWUs & measure used as an aspettepth of vocabulary knowledge), LIS NI y Qa NXK2 02 NN
conducted between size of vocabulary (5600rd level, UWL and Total vocabulary) and the percentage of

deviant MWUs for the sample of 60 students as a group. The results showed modest yet significant
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negative correlationdetween different aspects of vocabulary size and inappropriate use of MWUs, as

shown in Table @4®

they were likely to produce.

¢tKSaS NBadzZ 6a AYRAOFIGS dKFdG GKS aYlffSH
Whole GroupN =60 | % Dev| LitN=30| Law N =
MWUs 30
5000word level ®H TR bLA42* dnyq
UWL ®H pf b.35* ®HH
Total Vocab% domMf dnng dmo

* Correlations significant at .05

Table6.24: CorrelationsVocabulary scorgand percentage of deviant MWUs

When correlations were conducted for the Lit and Law groups separdlelse were signitant negative

correlations only in the Lit group, between deviant MWAUEl vocabulary size at the 508rd leve| with

the UWLand with theTotal Vocabulary score,sareflected in Table @4 above.This reflects the findings of

the study by Akbarian (2010), for instance, who also found that students with smaller vocabularies were

less likely to develop depth of word knowledgdthough it must be kept in mind that in this part of my

studyboth the database and the number of relevant MWWas very small

6.4.2 Research Question ®Relationship between depth of vocabulary knowledge and

academic performance

This part of the analysiaddressedResearch Question 8: K I {

Aa (GKS NBflFOGA2YyaKA

productionof selectedMWUs and their academic performance, within and across courses?

Although exam means at percentiles were used as an organising device for both R€aasstibn 5 and 6,

this part of the analysis looks more closely at the exam scores of this smaller sample of students, in relation

to their use of delexical MWUg K S

KAIKSNI FNBIjdSy Oe

2F RSOALYG a2!

negatively influence the ¢wrence of their responses, which in turn may affect the score assigned to them

by the examinerTable 625 below reflectsmean scoredor the exam, the number of MWUs and errors,

and the percentage of deviant MWUs:
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Percentile N Exam MWUs Dev % Der Errors
MWUs MWUs
Mean
Lit 25" 10  45.00 31 6 19 9
50" 10 53.30 25 0 0 0
75" 10 62.20 31 0 0 0
Law 25" 10 45.90 13 5 38 7
50" 10 56.80 8 3 37 3
75" 10 66.00 16 2 12 2

Table6.25: Phase 3 Sample scores (N = 60)

Although the actual counts are quitew, Literature students at the 28 percentile level produced deviant
MWUs at just half the rate ofthe same percentile in the Law groh9% and 38% respectivelylhe
remaining Literature students in this sample produced no deviant MWUs. Thus there wastable
gualitative difference in the.iterature group, in that only the lowest percentile group produced deviant
MWUs. This qualitativeype of difference was not evident in the Law groupe 50" percentile group fared
very similarly to the 28 percentile group, andeven among the highest achievers in thisurse a
proportion (12%) of MWUs was deviant. So it seems that, among the studettie Lierature groupin
particular and to a Isser extent in the Law group, students in the higher percentile levels, those who did
satisfactorily to well in their examsised the relevant MWUs more successfilign students who were

just passingand those who, with a mark below 50%, were failingrtiexams

In order to determinestatisticallywhether there wasndeeda relationship betweerexam score®n the

one handand the number of deviant MWUsnd the number of error®n the other correlations were
conducted.Given the small numbers in each group, a#idh N} YSGNR O O2NNBt I GA2y >
used. When correlations were conducted for the whole group of 60 studetiieye were negative
correlatiors between exam scores argkviantMWUs(rs =b.22, p = 0.090) and between exam scores and
errors §s=b.22, p =0.084) but these werenot significantIn order to testthese resultdurther, correlations

were conductedfor the two groups separatelyThe results were much the same: in the Lit group, the
correlations werenegative but not significant{=15.24, p = 0.185) between exam scores arabth deviant
MWUs and errorsand this was also the case in the results of the catimis for theLaw groupr;=5.32, p

= 0.081and rs = .33, p = 0.072 for the correlation between exams and deviant MWHlBd errors
respectively) As far as type of errors was concerned, most errors occurred in the Verb category in both

groups, again supporting tHendings from Phase 2, and those of Nesselhauf (2005).
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While these correlationgnay suggest a relationship betweetteviance ofMWUs and errors,and lower
exam performancethere were no significant correlations atide numbers in questiomwere verysmall.As

such these findinggeemaininconclusive making this an area that merits furthgwestigation.

6.5 CONCLUSION

Addressing each of the six main research questions in turn, this chapter has presented and discussed the
findings of the analysis of the datim Phase 1, the analysis provided interesting findings orbtbadth of
productive vocabulary knowledge of South African undergraduate students, in answ®&egearch
Question 1.These fndings showed that course of studgender, age anthnguage backgrond were all
indicators of vocabulary knowledgevith the Literature students achieving higher scores than the Law
students across all levels of the teSicores on the examination reflected a contrasting picture, with Law
students doing somewhat better than their Literature peers, albeit with the whole group of students
performing rather poorly. This finding was ascril@ttly to differences in the examtrsicture, where the
[F6 aitdzRSyGaQ YI N) a dof yhéri abidRySoRead § legal ceRed Dall A4d esia$ a
guestion to test their writing; the Literature examination contained only questions requiring extended
writing. As to gender diffemces, female students outperformed males at all levels, both on the VLT and in

the exam.

As far a;agebeinganindicator of vocabularknowledgeis concerned, the analysis revealed that tireup

of mature students (above 50 years of age) was the oroymto have reached mastery level of the first

two levels of the VL&Nd this groupalso knew more words at all the other leve&is is a significant

finding, given the importance of knowledge of hifyjaquency vocabulargand a developing knowledge of

the 5000word levelto readingcomprehensiorand, by impliation, to learning at universityExposure to
language input is a prerequisite for vocabulary development. In order to increase their vocabulary
knowledge, young students need to read extensively since exposure to written language increases their
chances of learning words at the 500@rd level and beyond¢ KSa4S FTAYRAYy3a& adzZaA3Sal
vocabulary knowledge is inadequate in coping with reading and writing at university level, this could have
serious consequences for the throughput, or the number of students who graduate at tiviersity.

Prinsloo (2009:18) observélsat WNB | a2y a F2NJ £ S @Ay3 KAIKSNI SRdzOI (A

nonetheless, research has shown the importance of teaching and learmitogsan success at university.

Finally, that language backgroumdhs a factor in vocabulary and language proficiency was revealed in the
difference in performance between English and Afrikaans speakers on the one hand, and speakers of
indigenous languages on the other. The latter group scored relatively poorly irelgath and VLT, results

which may well reflect the differences in school background ofdhguage groups in this study.
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In answer to Research Question 2 and the relationship between breadth of vocabulary knowledge and
academic performance, multiple regmasnresultssupported previous research which has emphasised the
importance of a knowledge of at least 5000 words to independent reading at university Gaagdr 2000;
Laufer 1997; Nation and Waring 1997: Schmitt et al. 2001) by revealing that thewsd@0level,
particularly important to reading and understanding fiction, was the strongest predictor variable for
academic success for the Literature students. The predictor variable for the Law students, on the other
hand, was the UWL. Results showedithaa 2 YS & dzRSydtaQ (1y2¢fSR3IAS 2F 02
low, suggesting that such studergsuld struggle with university reading and, by extension, writing, unless
some intervention is made to increase their vocabulary knowledge. Perhaps theamqustant finding to
emerge from this phase of the study was the suggestion that many students in this sample might not have
known enough words to cope with reading academic texts; this could also be a factor in the high fail

rates in these two courses

In Phase 2, ianswer to the thirdand fourthresearch questiog relating to the distribution and use of the

three selected verbs and the number and deviation of the MWUs producedaribly®s of concordance

lines found thatMAKEand TAKEproduced proportionally more delexical combinations thdAVEn all
corpora, supporting the findings of studies such as Biber et al. (1999) and Algeo (1995), although students
underusedMAKEiIn general when compared to the use of this verb in the Experpora. There were
indications that students had not mastered the collocational useglAKEand tended to use it more as a
lexical verb in its causative sense; in fact, results for all three verbs showed a tendency for students to
overusethe lexicalfunction of the verb relative to the Expert corpora. The relative overus@ AKEas

pseudo delexical verb by students, particuldHgse in theLiteraturegroup, when compared to the Expert

corpora,on the other handmay have been the effect of quotatiofidom the examination paper.

Deviations in the MWUs produced in the Student corpora supported findings by researchers such as
Altenberg and Granger (2001) and Yan (2006) and indicated that delexical combinations do indeed pose
particular difficulties forearners, with high percentages of MWUs witAKEand TAKEbeing deviant in

the Law corpus, and fewer of these deemmuadrginallyacceptablehan in the Lit corpus. In this regarahd
reflecting findings from Phase 1, Literature students again performetébttan Law students, producing

a higher percentage of delexical combinations and a |guwveportion of errors. Law students mad®aost

errors in the categories of verb and determiner, while most errors made by tleatiite students
occurred in the categry of verb. Law students had more difficulties with concord, tense and collocations of
the verb, pronouns and articles, whicliso suggests smaller vocabularies than the Lit students. Verbs
presented problems for students in bogroups however; tenseand concorderrors, as well adeterminer

errors, are typical of L2 speakers in South Africa, and of speakers of varieties such as BSAE.
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These findings reveal that the Law group had more difficulty with delei@dUs in general,suggesting

that more students in this group had a limited awareness of the collocational properties of the three verbs
in question. These findings continue the trend which emerged in the first phase of the study, where
Literature students scored higher on all leveibthe VLT, with the Literature students producing more, and
more correct, MWUs relative to the Law students. These findings also provide further evidence of the
importance of vocabulary knowledge to academic study. The production of Héteseand corect,
delexical MWUs, addressed in Research Question 4, is regarded in this study as a measure of vocabulary
depth, and is an aspect of lexical proficiency which is important to academic writing. Errors in the Student
corpora(Research Question 4pint to gaps in the vocabulary knowledge of some of the students in this
sample and highlight the crucial link between vocabulary breadth and depth; a lack of collocational
awareness may have a detrimental effect on their ability to express themselves adequasegdemic

writing and mayalsoreflect a lack of deep workinowledge.

In the last part of the study, PhasetBe relationship betweerhe size and deptiof & (i dzR Prgdiicive
vocabulary knowledge and academic performance, within and across coursess wavestigated.
Correlations revealedsignificantnegative correlation between size of vocabulagnd the production of

deviant MWUsfor the whole group, suggesting that tisalleri KS &G dzRSy iaQ @2 Ol 6 dz |
depth of their vocabulary was liketg be with regard to their use of MWUJé was significant to note that
students who performed at 65% or above on the 50@frd level did not make errors in their use of
MWUs.When correlations were conducted for the diiaiture and Law groups separatelgignificant, but
negativecorrelationsemergedonly in the Lierature group. The results of these correlations thus support

the results for the whole grouprhese findingsorroboratethose of Akbarian (2010) (s&3 5.2) who also

found that students with smaller vocabularies were less likely to develop depth of word knowledge.

In answer to Research Questionvihen exam scorewere correlated with the number adeviant MWUs
and the number of errors, botfor the group of60 students as a wholand for the two groups separately
all correlations were negative, albeit neignificant Despite the small sample size and this outcome, the
descriptive datssuggest thaacademicallywveaker students were more likely to produce MWUs that were

deviant.

Thus the three phases produced some interesting findings. The trend throughout the study has been for
the Literature students to perform more strongly on meassiiof both breadth and depth of vocabulary
knowledge than their counterparts in the Law group. Breadth of vocabulary knowledgf®und to have a
robust relationship with academic performance, while relationships between size and depth of vocabulary

were also found, albeit not as robust. The relationship between depth of vocabulary knowledge and
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academic performance was not proved conclusivéiyt it should be kept in mind that numbers were

relativelysmall.

195



Chapter 7

[ KI LJGSNJ T
| 2y Of dzaA 2y

7.1 INTRODUCTION

This concludingchapter provides a brief review of what the study set out to do and then moves to a
summary of the findings. This is followed by a discussion of the contributions made biutty and the
implications ofits findings Recommendations ar¢hen made and ihally, the limitations of the study are

discussed and areas offering scope for further research are identified

7.2 REVIEW

This thesis reports on a study tife breadth andcertain very specific aspects of tiiepth of & 1 dZRSy G a Q
vocabularyknowledgeconducted at a South African open distance learning univei3aya were collected
from expert writers of English andoim undergraduates enrolled in firdevel modules offered by the

Department of English Studies

7.2.1 Aims and research questions

The main airs of the studywere to measure thesizeand an aspect 0RSLII K 2F alddzRSy (4ac
knowledge and to explore the relationship betwetire two, and between each of thesgspects otheir
vocabulary knowledgeand their academic performancdn order to achieve these aimshd study
measuredthe size ofa (i dzR Sy i & Q usi@RaCdis@alef clog@e vocabulary tesand, using corpus

linguistic toos of analysis,investigated a very specific aspect of the de@hf & dzRSyGaQ @2

knowledgein terms oftheir production ofselected delexicalWUs.

These aims were addressed by attempting to answer six main research queResearch Question 1
RSFHfdG 6AGK GKS O0NBFRGK 27T invadigaiRgStheisize of her(plodudifel NEB
vocabularyand the effects of coursegender, age and language backgroundwmtabularytest scores
ResearchQuestion 2 investigatedthe relationship betweerthe size ofa (i dzZRSYy 14 Q @2 O 6 dzf |

academic perforrance. Addressing these two questions foatbe first phase of the study.
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In the secondphaseof the study, the focus shifted to analysis and comparison of the Expert and the
Student corpra. AddressingResearch QuestioniBivolvedexplolingand compaing the distribution of the

three highfrequency verb$HAVEMAKEand TAKBEwithin and acrosshe Expert and Student corpora. Once

the distribution of the various functions of these three verbs had been established, MWUs comprising
HAVEMAKEor TAKHIsed delaically were extracted and analysed in orderattdressResearch Question

4. This included the extraction of deviant MWUs from the Student corporathadlassificationof the

errors they contained. Differences in distribution and type of error in the $twwdent corporalLiterature

and Law, were investigated and quantified

The aim of tle final phase of the study was to investigate whether there was a link betvileeriwo

aspects of lexical proficiency, vocabulary breadth and vocabulary daptihetween a specificaspect of

depth of vocabulary knowledge aratademic performancdn this way the final phaselinked aspects of

Phase 1 and Zor the purposes of this phase of the studysubsample 0604 (i dzZRSy 14 Q GSEGa 4
using examinationscores as the criterion variablén addressing Research Question e trelationship

between the size othis group ofa i dZRSYy 14 Q LINBRdzOGA @S @20t 6dzf || NB |
knowledge, measured by their production of delexical M\Wias investiated In addressingResearch

Question 6, the relationship betweethis aspect RS LG K 2 F &addzRSydaQ @Ol 6 dzf |

academic performance was explored.

7.2.2 Main findings
This section highlights the main findings of the study, which vdéseussed in more detail in Chapter 6.

Theseare presentedaccording to the research questions.

In addressing Research QuestiorinlPhase lyocabulary scores were considered in the lightfadr

variables Sveral findings emerged:

1 Perhaps the mossignificant finding of the analysis in Phase 1 was the relative vocabulary superiority
of the Literature students over the Law students. This was a finding that was to form a pattern
throughout all three phases of the study. Although the Law students dcdigher on the
examination than the Literature students, an outcome which may be partly ascribed to the difference
in examination format, Literature students scored significantly higher than Ladeists at all levels
of the VLT.

1 Mean scores exceeding ntasy occurred only at the first level of the vocabulary test, that is, the
most common 2000 higfrequency words of Englisfor both Lieratureand Law students

1 Female students scored consistently higher than male students across all levels of thel\th. Tha

examination.
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There was an increase in vocabulary knowledge attendant on\sije the 50+ age groupcoring
highest atthe academic wordevel, at 74.28% anavith the exception of scores on the first level of

the VLT where the 40 to 49 year ageup scored marginally higher, outperforming all age groups
across all word levels and the exam.

As far as language background of the students was concerned, the vocabulary scores of speakers of
indigenous languages were significantly lower than thos&mglish and Afrikaans home language
speakers across the board. Although this study was not concerned specifically with home language,
this difference serves as a reminder that the effects of the institutionalised racial discrimination of
apartheid educatin are still felt by large sectors of the black population in South Africa. Many who
are working class or unemployed have no recourse but to send their children to comparatively
underresourced and dysfunctional schools; as has been observed in 8§1.2,tin Adaga school

background is an influential factor in academic success.

As far as Research Question 2 and the relationship between vocabulary breadth and academic performance

were concerned, interesting findings emerged:

T

A robust relationship betweensize of vocabulary and academic performance emergeidh a
correlation of .63 for the group as a wholehe predictor variable for academic performance for the
Literature group was revealed as words at Level 3 (the &08@ level), while for the Law groujpe
LINERAOG2NI O NAFotS gla FOFRSYAO @201 6dzt I NB 6 (K!
these levels best predicted their chances of academic success. These findings support those of other
studies which have shown that both academic vocabublus a good knowledge of the first 5000

words of English are vital to successful reading and writing at university level (Laufer 1997; Nation
and Waring 1997; Paqu@010; Schmitt et al. 2001:56)

In Phase 2, the first question which | undertook teswaer was whether there was a difference in the

distribution of the three verbs between and among the corpora, in terms of both number and function:

1

As far as the distribution of tle@verbs was concerned, there were very few differences between the
two Expert corpora, with the only significant difference being indgheater useof HAVEas auxiliary

in the Expert Lit corpus. The Student corpora produced more occurrence®\\dEand TAKE as
pseudo delexical verbs than the Expert corpora, but fewer in the caBRAKE significantly so in the
Student Law corpus.

Student writers revealed a tendency to overuse the lexical function of all three verbslAW&as

auxiliary.

The second quéi®n in Phase 2, Research Question 4, produced the following main findings:
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The Student Lit corpus produced more pseudo delexical uses of all three verbs than the Student Law
corpus, significantly more in the caseMRKE as well as significantly more core delexical uses of the
verbHAVEhan the Law corpus. Thus, although students used the verbs more in their Fexictbn

than the Expert writers, they were also producing, or attempting to produce, more delexical MWUs
than the Expert writers. This may suggest an unawareness of the formality of academic register and
an indiscriminate use by students of thesembinations, rather than @onscious decision to use

them for stylisticreasons This is supported by the fadbat verb collocatiorerrors and stretched

verb construction (SVC) errors were common in both student corpora, particularly in the Lit corpus.
Like Nesselhauf (2003, 2006jound that the verb was the most problematic element of collocations
Ay a0dzRSyidaQ oNARGAYIS AYRAOIFIGAY3I F+y dzyl 6 NBySa
guestion.

It emerged that, numericallyl AKEand MAKEwere the verbs that were magroductive of MWUs in

both Expert and Student writing, reflecting what Biber et al. (1999) found in their corpus. Altogether,
the Student Lit corpus produced significantly more delexical MWUs tha8tti@entLaw corpus, and
significantly fewer deviant M/Us with very significantly fewer errors, despite producing more MWUs

in general.With regard tothe deviant MWUs produced, the verbAKEproved to be the most
problematic, particularly for the Law students.y’ O2 y (i NI} a (i (Z0@5)fibdbgs th&f K I dzF
learners did not find delexical MWUs with hiffequency verbs more difficult to produce than other
collocationsthe studentwritersin my study dichavedifficulty producinghesecombinations.

As far as the types of errors were concerned, althoughviind proved difficult for both groups of
students, bearing out what Nesselhauf (2005) found in her study, Law students found this aspect
particularly problematic. These students also made more errorverb collocation than the
Literature students. Oncegain, the Literature group fared better than the Law group, continuing the
trend that had emerged in the first phase of the analysis and strengthening support for the
hypothesis that vocabulary breadth has a positive relationship with vocabulary depttis icase the
production of nativelike MWUs.

Findings on types of errors within deviant MWUs support those of Nesselhauf (2005) and others such
as Altenberg and Granger (2001), who have found that the verb is the element which causes most
difficulties in hese delexical MWUs. Almost half of all errors fell into this category in both Student
corpora. Students in my study had particular difficulty with three aspects of verb nasaely
collocation, tense and concord. Tense errors were almost entirely cas® Wie progressive aspect

of the present tense was overused, something which is typical of BSAE (Van Rooy 2006, 2013).
Concord errors, a typical feature of the English spoken by Afrikaans rdoingue speakers
(Coetzee 2009)were also frequent. Learneralso had difficulties with the use of determiners,
particularly articles and pronouns. These too are features of English which are known to cause

difficulties for speakers of indigenous languages, where the pronoun does not always exist as an
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independentword and where there may be no article; errors of both types occurred in the MWUSs in
this study. These findings support the work of other researchers of South African varidiiaglish
(Coetzee 2009; Dilerk 2006a, bvan Rooy 200€013) andearner errors el and Muller 2010Nel
and Swanepoel 201@)jscussedn thisthesis

T 1'a Ay bSaaStKlFIdzZQa o6nHnnpv aidzRes 20SNJ KIFIfF GKS
only one error, whileeight had three errors andnly onehadfour errors. As far as the acceptability
of these deviations is concerned, the Law corpus contained raogely unacceptableand clearly
unacceptabledeviationsthan the Lit corpus. This suggests that the errors in the Law corpus were
more serious and global in nature and more inclined to obsttibetmeaning and interpretation of
the sentencec¢ in fact almost 20% of deviant MWUs in the Law corpus were juddeatly
unacceptableand over half fell into the twainacceptablecategories. Fewer MWUSs in the Law corpus
were judgedmarginally acceptable

1 Bath the proportion of delexical MWUs produced and the proportion of deviant MWUs and errors
reflected marked differaces between writers from the two courses, continuing the trend observed
in the first phase of the studyhe Litstudentsproduced more delexical MWUs, bdewer of these
were deviant and they made fewer errors. This implies a link between knowing mads vead

being able to use these combinations correctly.

In thethird phase of the study, Research Question 5 and Research Question 6 were addBassetlon a
smaller sample of 60 students (30 from Lit and 30 from L@ugstion 5 concerns the relatiship between
breadth andan aspect ofdepth of vocabulary knowledge, while Question 6 concerns the relationship
between depth of vocabulary knowledge and academic performance.

1 In answering Question 5, the findings were once again that the Literature rsiside the sub
samples outperformed the Law students, producing marginally more MWUs relative to the number
of occurrences of the three verbs at the"2and 50" percentiles, though fewer than théaw
students at the 7% percentile. None of these differences were significant, howeVie. difference
in numbers of deviant MWUs produced by the two groups ,waswever, revealed as being
significant with significant negative correlations suggesting a relationship betweenllsma
vocabulary size and the production of deviant MWds the group as a wholeThere were fewer
deviations in MWU use at all three percentile levels in the Lit corpus, with no deviations at'the 50
and 7%" percentiles.

1 In addressing Question @lthough findingsrevealed no significant relationship betweehis
particular aspect offocabulary depththe production of MWUsand academic performancda this
smaller samplethe Lit students used more MWUs and, except for Weaker students at the 5
percentile, used them correctly, while Law students used fewer MWUs and tended to use these

incorrectly. This can be linked to the findings for RQ5, #tatlents in the 28 percentiles of both
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the Lit and the Law corpora knew fewer words than studentthen50" and 75" percentiles This
suggess an implicit link between academic performance, breadth of vocabulary knowledgarand

aspect of depth of vocabulary knowledge, ttwrect use oMWUSs.

7.3 CONTRIBUTIONS OF TSIEJDY

The study has made contributie to the fields of both vocabulary studies and corpus linguisitidsas

provided findings that are supportive of previous studies, confirntimgt both breadth and depth of
vocabulary knowledge are important to academic writing. In addition, in itsnigsdon the importance of

different types of vocabulary to academic success, it has added further credence to the notion that
LI NI A Odzf F NJ I OF RSYAO W@20Fo6dzf F NASaQ Yire 6S NBfSGLy
cultural contexts, adithg support to evidence provided by scholars such as Hyland (2008) and Hyland and
Tse R007). But the study has also added new dimensions to these findings by investigating student writing

produced in a complex, multilingual educational context, and ifierdiht courses, Literature and Law.

The study has contributed to the current debate on the value of-fiighuency vocabulary by underscoring

the importance of breadth and depth of knowledge of highguency words words which are often
ignored ly teacters and even by students themselves (Altenberg and Granger 2001). As has been found in
previous studies@e Cock and Granger 2Q(4asselgren 1994 aufer and Waldman 20ilee and Chen

2009 Lennon 1996Yan 206), my study has shown thathese seemingly innocuous wordshen used in
formulaic combinations with other wordgan cause a multitude of problems for advanced learners at
university, regardless of their language background. Although the link between vocabulary and academic
performance has been investigated before in a South African university context (Cooper 199p,tR300
study makes a further contribution by investigatidigectly, at different levels and across two quite diverse
courses,the added dimension of the link betwredepth of vocabulary knoledge and academic

performance albeit in a very specific antlus narrowmanner.

The findings have shown that students have difficulties with regard to one particular aspect of high
frequency word use, that ishe use ofdelexical verbs in MWUSs. In recent years more and more research
has investigated these word=.(. Altenberg 2002; Altenberg and Granger 20MHasselgren 1994
Kaszubski 200@:ee and Chen 2008ju and Shaw 200Nesselhauf 2002005 Ringbom 1998Wangand
Shaw 2008Yan 206) and the findings of this study have added support to evidence that these words may
indeed bea Béte noiedf learners (De Cock and Granger 2004:233)

This study has added to the body of knowledge by filling a gap in exiséegrol studies on vocabulary

and MWUs. Most studies in this area investigaither breadth or depth of vocabulary knowledge; this
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study has considered both and has explored the relationship between them. In this way it has made

contributions from amethodological and a theoretical point of view

1 Methodologically, the study has combined the methodologies of disdteta testing and corpus
investigation by using both a breadth of vocabulary measure (a traditional productivetgfmze
vocabulary testiand a measure of depth of vocabulary (the production of delexical MWUs in two
corpora of academic writing). In so doitnige study has found a relationship between vocabukirg
and academic performance and evidence of iadirect link between this aspet of depth of
vocabulary knowledge and academic performance.

1 Theoretically, the study has used the delexical MWU as a measure of depth of word knowledge,
adding to findings from previous studies by Nesselhauf (2005), Howarth (1998b), Altenberg and
Grange (2001), Yan (2006) and Wang and Shaw (2008) on these word combinations. It has also
reinforced the value of what Biber (2009) refers to as a hybrid approach to corpus investigation,
combining as it has both corpimsed and corpudriven approaches, or at McEnery and Hardie
(2012) call corpuasmethod and corpusastheory approaches, to good effect.

1 In its categorisation and comparison of the distribution of the functionsl AYEMAKEand TAKEN
the Expert and Student corpora, this study has addddréher dimension to the understanding of
the behaviour of these verlisy revealing the proportions of use of these three vegawo sets of
undergraduatewriters. The categorisation and quantification of the errors in deviant MWUs has built
on findingsby scholars such as Nesselh&@(3,2005), finding as in her study that the verb was the
most problematic element ahe MWUSs, and extending her theoretical framework

1 Pedagogically he study has made a contribution by throwing more light on a epgcific group of
a0dzZRSytaQ @20 0o6dzZ F NBE (y2eft SRi@Eguencylwgrds iniNWUF By O dzi
students from a specifically South African background, the study adds to knowledge in this field by
providing specific information on theharacteistics of the writing required and produced in these
courses. It has revealed some of the difficulties such students experience in the use of these verbs. It
KIa Ffa2 SELR2ASR I NBlFa 2F 6SI{1ySaa Ay &aidzRRSyi?
writing and academic performance. In this way, the study has also added information to the body of
knowledge on formulaic language by showing how undergraduates in a South African context use

certainspecific MWUs.

The pedagogical implications of these tdbutions are discussed below

7.4 PEDAGO®ALMPLICATIONS

Perhaps the most important findings in this study relatete relationship betweerbreadthand depth of

vocabulary knowledge in the context of academic achievement. Evidence of strong relationships between
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breadth and depth of vocabulary knowledge, and betws&eof vocabulary, in particular, and academic
performance, have highlighted the irapgance of word knowledge to academic succe&khough loth

groups of studentsén this studyachieved a mean score of above mastery level of the 200@ leve] it
became clear in the corpus investigation that many students had not developed a deptiowliekige of

these high-frequencywords. This was evident from the type of es@tudents made in delexical MWUSs.
Errors of collocation in particular revealed the importance of a deeper knowledge cfrbmirency verbs;

errors suggested a lack of awaresesf how such seemingly simple words behave together with other
words, and the restrictions that are frequently imposed by their collocational properties. Thus, in this study,
as in those of Lee and Chen (2009), Lee and Swales (2006) and Lennon (189&) $eanetimes
appeared to be unaware of the subtleties in the use of these -frigljuency words. Errors occurring in
MWUs from both corpora suggested a lack of depth of knowledge of wibraksstudents did know,
combined with a lack of knowledge of lowéequency words; deficits in both breadth and depth of
vocabulary knowledge, in other words. A lack of awareness of inflections and derivations also made
a0 dzRSy (i @ame acWIs dakyyy3 G A @St A1 SP Ly O2y (NI ad (2thésé 1Sy o
students tended to overuse delexical combinations particularly where simgtd verbs would have been
preferable, but they also misused them. A lack of awareness of collocational restrictions was, like that of
CINBKIFf FyR hoAS Rarticusiy edidenp topithe MWdzsR&guded in the Law corpus.
This suggests that knowledge of hilgaquency vocabulary, while necessary, is not suffigiantknowing

more words is more likely to lead to greater depth of vocabulary knowlédgbarian2010; Schmitt and
Zimmerman 2002; Vermeer 2001)

By investigating differential vocabulary knowledge within and across two different groups of students, the
study conducted a more nuanced examinationtlos knowledge.The findings revealed that the ablest
students, those in the top percentile groups in the two courses, achieved mastery tdgheo levels of
the VLTand Literature students in this percentile growwere close to achieving this at the third and fourth
levels,with mean score of 81.2 and83.3%respectively Lawstudents in the 78 percentile lagged slightly
behind at these levels with means scores of 75.0% a2@%respectively However,the majority of
students in this study clearly need to increabeir vocabulary size, anthis has implicationgor their
academic success. At this stage of their education, that is)yfat university study, students should ideally
have mastered at the very least the first two levels of vocabulary, and have aafeng knowledge of
Level 3 and academic words (the UWL), providing them with thaimalbrtant 5008word vocabulary
which would allow them to read academic texts fairly easligaper 2000Laufer 1997Nation and Waring
1997; Schmitt et al. 2001).

Through the comparisons of vocabulary knowledge across the Literature and Law cdhisesudy also

found that different courses may make different vocabulary demands on studentshe case of the
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Literature students it was clear that the course demande& sort of vocabulary knowledge which would

allow them to read extended texts with ease, particularly fiction texts, and one which provided them with a
base of word knowledge from which they could build up a wider vocabulary, which would then include a

fair knowledge of academic words and those words encountered only rarely, the 19v@@Dlevel.

[ dzy YAY3AKEFEY YR {UGlIYy208A0K o6HnnmMmI HnnolO KIF@S OfFAY
FAYRAY3I (KFdG WNBIFRAY3 @2 dz¥8 OR & dzfl I NBS NBy RLI2|oySNGFidS |
(Cunningham and Stanovich 2001:142). It is possible that the differences in breadth measures of these two
groups of students may to some extent have been a reflection of the reading demands made on them, and

of their reading abilityand of their exposure to readingd-iterature studentsvere required to do more

extended reading than Law students, and possibly more extensive reading as well. This suggests that the
Literature students may have read more than their Law pebad better reading skills and were as a result
Y2NB fA1Sfe (2 RSOSt2L) 20KSNJ WFHaLlsSoda 2F OSNDI f
GKSaS aOKz2ft I NE SELINBaa Al GKSe 6SNB Y2NR2NBNRAD
This points perhaps to a lack of focus on language development, specifically vocabulary development, in
courses such as the Law course; somewhat ironically, this course was designed specifically to improve
alGdzRSyGaQ NBFRAYyAtdibciflRe. s NAGAYy 3 aiAifta Ay (K

In this study,academic vocabulary proved to be the predictor of exam suctesse case of the Law
students The findings may suggest that the demands of this course of study were somewhat differant

the Literature coursethere waséss focus on reading extended texts, such as textbaokditerary works

and more attention on reading subjespecific material such as law cases, which are often couched in fairly
opaque academic words, even though students may have been requiredatb many of these cases.

Errors were judged to be less acceptable in the Law corpus, although writers in both corpora made errors
which are typical of South African speakers of other varieties of English such as BSAE, and of speakers of
Englsh asa secondor third languageThese findings suggest that teaching a generic vocabulary list may not

be useful in all circumstances: different courses may be better served by being taught specific and different

kinds of words (Hyland 2013; Hyland 2008; Hyland an@0&¢).

It may well be thaimportant reasors for the differences in vocabulary knowledge, both size and depth,
betweenthe coursesarea (i dzR Bigfivatiofand their history of readingt Is possibléhat students in the
Literature strandmnay beplanningto major in English. This suggests a group of students whdhaay read

more andmay be more interesteéh the language and literature for itself, different perhaps from those in
the Lawgroup, where students were obliged to complete a moduleEnglish as one of their course
requirements. Thusiterature students may have been intrinsically motivated by their own desires to enjoy
English for its own sake, while the Law students were more likely to have been extrinsically motivated by

the desire b complete their qualification.
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7.5 RECOMMENDATIONS

One main issue has emergédm the findings in this study on vocabulary breadth and depiie need to
increase vocabulary size and depth among university students such as those in this study. The diallenge

how best to do this

Signs that some university students have not yet mastered the vocabulary requirements for Grade 6 First
Additional Language (FAL) learners in South African schools (CAPS n.d.) (see 83.5.1) is worrying. It appears
that, as Lennon(1996) found, learners require more time in the classroom to be spent on vocabulary
development; particularly the specific teaching of aspects eDdof f SR W-H&edqendy Baftls &d 3 K
their collocational properties, and more practice in the use @sthwords. The findings on vocabulary size

in particular in this study suggest that South African schools should be doing a better job of producing
learners who have adequate breadth of vocabulary knowledge, a knowledge that will allow them to
develop the depth of word knowledge they need for university study. Although the new curriculum
document (CAPS n.d.) certainly places emphasis on vocabulary develppmisiig as it has the
vocabulary requirements for FAL learners at all grade levels in primary school, the vocabulary size of the
students in this study underlines the importance of the implementation of requirements such as these if
learners are to succekacademically. These CAPS requirements refer to the number of words learners at
primary school should know, yet learners at the lowest percentile levels in this study were not showing
mastery of even the first 1000 words of English. The problem seemst¢higin the practical classroom
implementation of such theoretically well supported curriculum documents. More focus should be paid to
vocabulary development in schools; as noted in 81.2, the culture of reading is not well entrenched in many
schools orcommunities and without reading, vocabulary knowledge is unlikely to grow. Reading and
vocabulary knowledge, both breadth and depth, feed naturally into good writing skills. These findings have
underlined the importance of ensuring that schools providereas with a sound foundational knowledge

of the basic vocabulary of their language of instruction, without which they will find it difficult to develop
the depth of their vocabulary knowledge. This can only be achieved if more time in the classroomt is spe

on literacy activities, starting right from pg@imary and foundation phases.

One way of doing this is to encourage more exposure to texts and reading in the classroom and more
extensive readinglThe Department of Basic Education (DBE) is very avidhe low literacy levels, evident

from both national systemic evaluations as well as the international SAQMEC and PIRLS results. Current
annual national assessments (ANAS) in literacy and numeracy have also highlighted this. In 2008, the DBE
launched theFoundations for Learningpitiative in an effort to get reading back on track, and various
interventions have been implemented at provincial level. For instance, in Gauteng Province the Gauteng
Primary Literacy and Maths Strategy (GPLMS) was implementllil, targeting about 720 of the lowest

performing schools in the province in order to improve literacy levels. Both the current and the previous
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minister of the DBE have demonstrated their awareness and concern about the problem of low literacy
levels.The introduction of the ANAs was one result of this recognition of the need to monitor literacy levels
more closely and to encourage schools to raise their literacy levels. In keeping with this awareness, the new

CAPS document places a great deal of emigh@s early reading development.

The South African Department of Basic Education also receives support in its drive to raise literacy levels
and promote a reading culture from several NGOs such as The Centre for the Book (the National Library of
South Africa), Read, Educate, Adjust, Develop (READ), The Molteno Project, the Early Learning Resource
Centre (ELRU) and Project Literacy, for instance (Yeh 2004). The National Library also runs several
LINEANF YYSa (2 adzlIlI2 NI (KSdzRS O8Y 2L &Y K 2 FNIOGRAI RNBK
NBI RAy3aQ

In addition to a focus in teachingy AYONBI aAy3 adGdzRSydaQ @20l odzZ | N
development of a metalinguistic awareneamong learnersThis becomes a didactic issue af&mands

attention in the classroom to how one teaches vocabulary as well as what vocabulary one teacirem
(199634)a dz33Sada 'y WAyOdzZ OFGAz2y 2F YSGFIEtAYy3IdZAadGAO | ¢
LINE 6 £ S Y** In obhBr Iwér@d dteachers shoulil NB SELX AOA Gt & (2 Nieikdws € S| 1
vocabulary developmerdandthereby help themto increase both the breadth and depth of their vocabulary
knowledge Corpora and concordancing software present new wafysngaging students in such activities,

and there are many online resources. Examples of sesburces are the Kibbitzer pages developed by Tim

Johns and the MICASE Kibbitzer (Reppen 2010:34). These sites provide teachers and advanced language
learnersg A UK AYTFT2NXI GA2Y Fo0o2dzi ¢62NRA RSNAOSR FTNRBY (KS
(1994, cited in Reppen 2010:34) use an excerpt from student writing to contextualise the particular aspect

of language being dealt with. Kibbitzers may prowi@mples from concordances, or exercises in which
answers are available through separate links. Johns also arranged his Kibbitzers in different categories, such

as vocabulary, grammar, first language and so on. Kibbitzers include exercises on whergdatioskar

words, for instance, and these could be usefully applied to MWUs.

The MICASE Kibbitzer uses the Michigan Corpus of Academic Spoken English (MICASE) as its corpus. Thi
gad AYALANBR 0608 W2KYyaQ omdppny YAYOXANEBNES bumR 0K
NE&ASFNOK LINRB2SOGaQ owSLIISY wHamnanYop0O FyR NBIdzANB

Both Kibbitzers could theoretically be very useful in teaching in my own situation; online activites could be

3 http://www.nlsa.ac.za/index.php/children$iterature-rogramme(accessed 23 October 2014)

#Hhttp://0 -web.ebscohost.com.oasis.unisa.ac.za/ehost/detail ?vidsi8&ee2eblcdab24c19bab 7
1d8ee75abda4%40sessionmgr4003&hid=4204&bdata=InNpdGU9ZWhve30QtbGI2Z2SZzY 29wZT1zaXRI#db=ufh&AN=9605260897
[Accessed 2 December 2013].
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designed witha link to a corpus and access to software for students. Kibbitzers could also be used to
generate a variety of other exercises, such as cloze tests, which would be very useful for students like the
participants in this study. Practically, however, this Wdoneed considerable outlay as the majority of

students do not have ready access to computers or the internet.

[Adz YR {KIFI¢g o6HnamYmMyyov FRR OGKIFIGd Ww@20FodzZ I NBE GSlI
awareness of word potential so that it canS ¥ dzf f &ThiSdfubyf uaderiinésRh@ importance of such
awareness raising, revealing as it has a lack of awareness of collocational properties of simple, high
frequency verbs. The analysis of concordance lines for each of the verbs examinetd istuidy
demonstrated that students did indeed experience difficulty in producing combinations using high
FNEIljdzSyoe @GSNbhaod 'a [FdzZFSNI YR 2FfRYlIY O6HAamMmMYccc
makes people sound odd but does not impair &6y A OF GA 2y |t i23SGKSNR YSIya

AAAAA

YIe 06S yS3tSOGSRY (2 GKS RSIUNARYSyld 2F (KS RS@Sft 2 L.

This has implications for students at university; if they wish to compete in the academic milieu, students
must be dle to write in a way that is accurate and stylistically appropriateHyland (2013:549bserves,
Ywoy3ftAakK KFa SYSNHSR |a GKS AyiSNYAlhcughthésé high | y 3 dzl
frequency words are often regarded as less importargnttacademic words, and although errors in their

dzaS Yire y20 FFFTFSOG O2YYdzyAOlFGA2yX &adzOK SNNRNAR Ol
affecting the quality of their writing (Lee and Chen 2009:1RBEvertheless, Lee and Chen (2009) believe,

like Boers etal. (2006l KI i &AAYLIX & NIA&aAYy3d fSENYySNARQ |4l NBSySaa
them build up a larger stock for productive ussaufer and Waldman (2011:668)r instancesuggest that

target items could be identified folearners to practise in communicative settings. Laufer and Waldman
OHnmmO o0StASOS GGKFG 06SOlIdzaS O2fft20lGA2ya &adzOK | a
(2011:665), they tend to be overlooked and are thus not always identified ddgpnatic by teachers or
learners. The findings of this study suggest that students would certainly benefit from such awareness

raising strategies.

More than a decade after Lennon (1996) made his observations about the importance of teaching high
frequencywords,Lee and Chen (2009) found in their comparison of Chinese expert and student writing an
overuse of function and higliequency words, includingnake, often when used in delexical patterns.
tKSaS 62NRa 6SNB dzaSR NBLYH i3t &l Ay SN & DrdbkeGd NPy N
analysis/survey/communicatiof 1 O® ¢ KAa FAYRAYy3I tSR [SS yR fKSy |
hight NBIj dzSy 08 O02YY2y 62NRaQ ouHnngYmpnO Ay 9!t O2dzNEA
the ort of courses focused on in the present study) rather than just academic words. Consciengssiags

activities (Lee and Chen 2009) based on the insights gained from the analysis of the corpora could be very
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useful in the context described in this studgore recentlz. | | Y OA 2 €f dz e albofstiessédH n ny
the value ofteaching words which play a scaffolding role in English. They believe that what students really
need are those more general wordthat are usedfor reading and writing about acadéotasks Paquot

(2010) observestoo that learners need both higlrequency wordsand core academic vocabulary that

occur across disciplines

The findings imy studyindicateless facility in the use of MWUs by writers in the Student corpora than by
those in the Expert corpora, reflective perhapdadk of depth of knowledge of highequency words and

' fAYAGSR (y26ftSR3IS 2 TamoHdstudeBtSINSWES parficlildriyOthe R&SY Whére & 2 NJ
the whole collocation could have been betteptaced with a singlord verb and in cases where students
seemed unaware of the existence of derivatiorwarth (1998b), in an explanation of the discrepancy
between NS and NNS production of delexical MWUs in his findings, suggested a consciousavmnidan
learners of these MWUSs. | believe that in this study, overusdA¥Eand TAKEand underuse oMAKEN

the Student Law corpus stems more from a limited knowledge of words above theva@i@Olevels, an
overuse of simple higfrequency verbs and only very vague understanding that these words can be used

in combination with a restricted set of nouns, and perhaps an underdeveloped understanding of collocation
in genera) signalling a lack of depth of knowledge of these wo&ladents appeared to lackhat Granger
(1998b) calls a sense of salience, that de@per awareness of the properties of words aidvhich words

cancollocate with a particular item and which cannot

CtKSAS FAYRAYIAa FNBE O2NNERO2NI GSR aldry, indicated Byljgdaeralix Sa A
low scores on the vocabulary test, and the fact that only some students at thpétsentiles of these two

courses had achieved mastery of levels of vocabulary above the first level of the VLT, a finding which again
underscaoes the relationship between vocabulary knowledge and academic performance. Students
recognised and could use the three verbs in question, but they wiealy not particularly adept at using

them to create delexical MWUs. It seems that these studeriks, those in otherstudies had difficulty

producing collocations; for instance, Farghal and Obiedat (1995:326) found that L2 learners could not
WwOo2LISQ gAGK O2fft20FiA2yas oKAES bSaasStKFdzF OHAT
considerable difddzZf G AS&a Ay (GKS LINRPRdAZOGAZ2Y 2F O2ftt20FGA2YyE
salience, or of restriction, is illustrated particularly in the examples of MWUs featuring theocmougption

in the Student Law corpus: this word was frequently incorrectly collocated, most often with thé/MeflE

Recommendations made by Farghal and Obiedat (1995) and Nesselhauf (2003) are particularly apposite to
this study, although, like Lee and Chen (20@¥ers et al. (2006) and Laufer and Waldman (2011), their
studies deal with learners of English as a foreign language. Farghal and Obiedat (1995:326) believe that

A M 4w

WAYAGNHOG2NE aK2dA R aAy3dtsS 02t¢20GA2yai8&iaLBSOI
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GKAtS bSaaStKlIdzZFf 6HnnoYHoy(o FS8Sfa adNepy3ate GKFG
suggests that some collocations, such as for instance those which are frequent in an academic register,
should be taught explicitly. This supported by scholars such as Martinez and Schmitt (2012) who argue for

the inclusion of lists of multiword expressions such as their PHRASE List in teaching materials. This means
that teachers themselves must move beyond the simple teaching oblist®rds, such as word meanings,
agyz2yevyasz lyidz2yevya FyR a2 2ys G2 ¥F20dza 2y GKS Y
1995:326) reflected in MWUs such as those focused on in this study. Again, corpora and concordancing
software provide manypportunities for gainful activities using online corpora, as suggested by Reppen
(2010). These include investigating register, teaching academic language, and teaching spoken language. As
far as MWUs and this study are concerned, however, word searchi&gshangeneration of KWICs can

reveal vital information about the lexical relations and the way words are used in context, and in a way that

is more immediate and more relevant to the learner than a vocabulanMiste specificallywhendealing

with delexical MWUs studentsould be tasked with investigatintgWICs from learner corpokshere SVCs

and collocational problem examplese highlighted,for instance. They could be asked to consider these

and to discuss how they could be improved.

Nesselhauf @ noYHoy O Ff&a2 YIF{1Sa GKS LRAy(d GKIFIG AG Aa y2
32 (23SGKSND Ay | 02tt20FGA2y3s o0dzi 6K2fS O2Y0AY!l (
be taught. This was particularly clear in the errarade by students in my study: in many cases other
elements of the combination besides the verb and noun proved problematic. Likewise, Nesselhauf
(2003:239), finding as | did that the verb caused most difficulties in verb+noun combinations, recommends
that Ay GSI OKAy3a &adzOK O2YoAylGA2ya WiKS F20dza aKz2dzZ R

These are aspects of vocabulary teaching which | feel should be included in any academic support
programme for students at a university such as this, where reading levels are often low and students have
not had the opportunity or guidance to develop theiocabulary size or depth of word knowledge at

school. Universities should be encouraged to provide academic support programmes for students who
reach this level of education without the necessary vocabulary and reading Bkiliggammes that extend

the curiculum of threee SI NJ 6 OKSf 2NRa RSINBS LINB3IIFYYSa G2 |
WF2dzy RFGA2Y I EQ GdzAGA2Yy 0. 2dAKS® HnanmoYomu KIF@S 685
funding from the Department of Higher Education. In an anslgspapers submitted to a 2012 conference
GKFG F20dzaSR 2y LN} OGAGAZ2YSNRBRQ dzy RSNREGFYRAY3I 27F
literacy development emanating from such understandings, Boughey (2013:37) found that many of these
papersNEFf SOGSR GKAYl1AYy3a (GKFG 6Fa WFIFN NBY2OSRQ TFNP
characterised by the work of the likes of Street (183, 1995, cited in Boughey 2013:28), who posited in his

-

WARS2t23A0f Y2RSEQ (K GWEiRESHBORYBORT YRNBE XiKe yi2
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FNRY LINAYyIiQd ¢KS ARS2t23AO0Ff Y2RSt | NBHBdsSa GKI G f
AYGiSNF O oAGK OSNIIFIAY (AYR&a 2F GSEGa Ay ad&ddsl Ay |

that if current initiatives are to make an impact on practice in South African higher education, they should

be drawing on work done in this this country by academics in the field of of New Literacy Studies, and to
take into account how the studes they teach come from different social and cultural backgrounds.

. 2dAKS® O6HnAnMOYH(UL 20aSNWSa GKIFG WK2YS oFaSR fAGSNH
YR &4dzOO0SSRAY3I Ay KAISNI SRdzOF A2y WMBadtieslbéngears 2 F
literacies in thehome environment and school and academic literacies mean that mastery of the literacies
associated with education will not be supported. Gee (2008, cited in Boughey 2Q13u#@ing on the
WARS2t23A0 aOK2RENBI (G ANNEOBYAaARSNI NBFRAY3 YR & NA
AYLRNIFy(dfex G2 ARSyidAde AdaStFaqo

In the same vein Jacobs (2013), in considering how the discipline of academic literacies has defined itself
over the last two decades or sobserves a shift away from a study skills model that views literacy as a
RAAGAYOG O23ayAlA@®S alAftftzr G266l NRa oKIG akKS (GSNxa
Wi O0dzt GdzNF GAy 3 adGdzRSyda Ayid2 RNEOELIFASHINEE QR AdAND 2002
She argues that the teaching of academic literacies should focus on explaining the norms and conventions
of disciplines, and also allowing these to be challenged.a8kiecatesa collaborative approach between
discipline sp@A I t Aada FyR FOFRSYAO tAGSNIYOASa f SOUGdzZNBNA
RAYSY&aA2yQ 2F G(KAa 1y26fSR3IS 2F G(KS y2NXVA& ThisyR 02
underscores my contention that such academic literaciessesishould be an integral part of the teaching
curriculum of all subjects, not just English; in the case of vocabulary in particular, all departments should

take on the responsibility of helping students to develop their own vocabulary knowledge.

Asmentioned above (84), the fact that this study included writing from two different courses of study has
pedagogical implicationis the light of the aboveexamples from these corpora, both the Expert and the
Student Literature and Law corpora, could bgeful in providing models for both teachers and novice
writers of how language is used in their specific field, and of the sort of errors that are typically made by
learners in these particular fields. This would assist teachers in identifying expresgiais might be
marginally acceptable, and then to present or suggest ways in which these could be improved. Such an
approach, as advocated by Hyland (2008), could thus be used to identify both combinations which occur
frequently and those which might beseful for other reasons for courses such as the ones in which the

students in this study were enrolled

In addition, and reflective of the context of this study, the analysis also highlighted other areas in which

students experienced difficulties, reflayy what studies on BSAE have found, for instance (Botha 2013;
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Partridge 2011; Van Rooy 2006, 2013). These included aspects of verb use such as collocation, verb tense
and subjectverb agreement, or concordilthoughlanguage problems such #sesedid not form part of

the focus of the analysis, writers in the student corpora showed a tendency to overuse the progressive
aspect of the verb and to make errors of concord. As already observed, these are characteristics of varieties
of English spoken in this cowy and of the English spoken biyosewho have a different mothetongue;

but these errors were made across the board, evently more successful writers, leading to the

impression that they may have become fossilised in the language of many writers

These findings have pedagogical implications for a distance learning institution with hundreds of thousands
of students, revealing as they do something of the nature of student writing, the demographics of the
students enrolled at this university, their yediversity, their difficulties, and where teaching should focus.
Without a grasp of the idiomatic and sometimes idiosyncratic way in which English words combine, a

f SINYySNDRa oNRGAY3I gAft |fglrea &az2dz/R Iwviey anfl Syier F 2 NB
MPpyoO® hyS gFe 2F AYLNROAYy3 aidzRSyiaQ dzasS 2F (KS
practical efforts to improveheir readinghabitsthrough extended reading and greater exposuretasts

and to make them aware of whyigt so important to read extensivel$tudens enrolled in the two courses

in thisstudy were not required to write very much, and the quality of their writing suggested that many did

not read very much either. This is not a problem unique to South Afbridaif does pose more challenges

than it might ina developed countryAlthough ongoing efforts are being made tyzg DBE andbodies such

as the National Library of South Africa, READ, The Molteno Project and PRAESA among others to foster
reading and the evelopment of suitable reading material for children in schools, the effects have yet to be
seen among university studentas noted in Chapter 1 (81.2), there is as yet no strongly established culture

of reading in this country and in many schools vétig¢lieading occurs, and still less in homes. It is because

of these factors that universities need to take on a new role, one in which it is their responsibility to place
more emphasis on the value odading and to inculcate a culture of reading amongdsnts In the past, it

was assumed that students entering university could read; today, studies have revealeaotigettudents

are arriving at universities with very low literacy levels (Meier 2011; Sondlo and Subotskyi@het and
Tiemensma 2009ay R (G KIF G &GdzZRSy(iaQ @20Fo6dzZ F NBEX LI NI A Odz | N
makes it difficult for them to meet the demands of reading at university (Cooper 1999, 2000). Universities
need to make concerted and strenuous efforts to emphasise the-stighes nature of reading and to use

what research has shown about the importance of extended reading in order to drive the development of a
reading habit! £ £ adl 1 SK2f RS Ndents, lectudzs, AagaSaNii Suipgo$ programmés and
university mg I 3 S Y Shiild be made aware of both the intrinsic and extrinsic value of readiiig

these role playersneed to understand that a limited vocabulary will hamper any studigglents
undertake, not just in English, and that reading, extengined extended, is the best way in which to

develop vocabularyThis has implications for all academic study, not just in Englehlink between
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reading ability and success in mathematifer instance,is well known (Bohlmann and Pretorius 2008).
Studerts should also bénelpedto appreciatethe intrinsic value of reading, the simple pleasure it affords

the reader.

7.6 LIMITATION®FTHE STUDY AND SUGBESS FOR FURTHERERERCH

There were several limitations to this study, both situational and methodabghs far as the limitations
caused by the situation or research context are concerned, these were mostly beyond my control as
researcher. Chief among these was the reliance on the cooperation of the students themselves in returning
the questionnaire andest. In this | was bound by the rules of the university and the reality of the semester
system. | was forced to communicate with students via tutorial letters and | had little control over their
compliance with my request to return the material, even tigbul provided them with a stamped
addressed envelope for thigurpose.ln addition, students were not in a test situation when they answered
the VLT.

The original sample size was limited to those students who had returned the tests and questionnaire as
requested. The return rate was 8%, which is relatively high, but as some of these students did not write the
final exam, the sample was further reduced, another circumstance which was beyond my control. The
sample that was collected was thus not random,aefetined as it was by student selélection. This is

sometimes said to skethe sample to represent more motivated students

A further limitation was the length of texts which students wrote in the exam. Although length was
stipulated, there was no guarge that students would comply with this requirement and, in the event,
Law students in particular wrote much less than | had anticipated, and they wrote only one essay where the
Literature students wrote two. This was, however, mitigated to some exterthbyfact that there were

more Law students in the sample thaiterature studentsEven soin the end the Student Law corpus was
much smaller than the Student Lit corpus. These circumstances may have imposed methodological
limitations on the study, by riiting the size of the specialised learner corpora in general (Student Lit

corpus: 142655 words; Student Law Corpus: &3 words), and the Law corpus in particular.

In the compilation of the Expert corpora | was again limited by the circumstances altiuse only the
textsthat were available in the modules concerned, resulting in a larger Literature corpus than Law corpus
(Expert Lit corpus: 14231 words; Expert Law corpus: 829 words). Larger corpora containing more and
longer texts might have produced richer results, aneréhis scope here for further research in which larger

and more comprehensive corpora are collected. On the other hand, viable studies have used much smaller

corpora than the ones used here, and the compilation of small, specialised corpora for resequ@begus
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certainly a growing trend in corpus studid3e( Klerk 2006bFlowerdew 2001Pienaar and De Klerk 2009;
Van Rooy 2006).

The size of the student corpora necessarily limited the analysis regarding the number of deviant MWUs and
errors, making it dficult to obtain significant results, particularly in Phase 3 of the study, although a variety

of statistical techniques were used to establish the accuracy of generalisations made about the population
of the study.Larger corpora may have provided riclieformation on the specific nature of errors made by
students and the links these have with vocabulary size. The limited size of the sample used in Phase 3 did
not provide conclusive findings on the relationship between the production of MWUs and aaademi
proficiency althougha link was suggested. There is certainly scope here for further research using larger
corporaand investigating the use of other higiequency verbs in MWUsSuch studies could also usefully
compare the use of the verbs in questiontheir otherfunctions; | believe it is unlikely that students would

generate as many errors in their use of these verbs.

Another possible methodological limitation to the study was the omission from the gquestionnaire of more
probing questions about lguage and education background, such as an indication of the actual schools
students had attended. More information about the languages spoken in the educational context and in
the social milieu of the individual students would also have added valuectartalysis. Consequently, this
provides fertile ground for further research. Future studies could look more closely at the influence of
home languag®n the writing of students such as those in this study, particularly the influence on their use
of MWUSs. Aso, the questionnaire should ideally in future include questions eliciting more detailed

information on socioeconomic background in order to examine the effects of related factors.

Closer examination of the relationship between the use of MWUs, espedladse containing high
frequency words, and reading comprehension, vocabulary levels and academic proficiency would also
provide more insight into the difficulties such students have with vocabulary in general antiiWiths in
particular. There is certaily scope for further research in the South African context, particularly as studies
of vocabulary knowledge in African languages and the use offféghency words in African language
corpora is scant. The perspective on depth of vocabulary knowleddasirstudy was a narrow one, and
more work could be done in this area, for instance in the comparison of MWUs to other measures of depth,
such aghe Word Associates TestMAT) used by Akbariar?Q10) (see §83.5.2)
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7.7 CONCLUSION

This study has taken an a®t uncommon approach to linguistic analysis by combining quantitative
measures of breadth of vocabulary knowledge with a corpus approach to the measurement of a very
specific aspect of depth of vocabulary knowledge. It focused on two groups of studemigvio courses

within an English department, drfound significant differences in vocabulary size between these groups of
students in terms of their course of study, gender, age and language background, and also between their

use of selected higfrequencyverbs as compared to expert writers for the two courses.

Using examination scores as a marker of academic performance, the study has found evidence of a
relationship between breadth of vocabulary knowledge and academic achievedémbugh a significant
relationship between vocabulary depth and academic achievemerst not found when using a smaller
sample of texts by those 60 students whose scores on the examination were closest td"tHe0d2and

75" percentilesthe results did suggest a link. $lis clearly an area that requires further research.

To sum up,n its attempt to throw more light on ideas about breadth and depth of vocabulary knowledge
and the relationship between them, in the context of a focus on academic achievement, | libhé&veis
study has made a meaningful contributiém vocabulary research, particularly with regard to students at

tertiary level.

214



WSTSNBYyOSa

Akbarian, |. 2010. The relationship between vocabulary size and depth for ES@dEAPs.System vol.
38:391401.

Algeo, J. 1995. Having a loakthe expanded predicatdn Aarts, B. and Meyer, C.F. (Ed®)e verb in
contemporary EnglisiTheory and descriptiolCambridge: Cambridge University Press, ppg203.

Altenberg, B1998. On the phraseology of spoken English: The evidence of recurrencamtoinations. In
Cowie, A.P. (Ed), Phraseology: Theory, analysis and applications. Oxford: Clarendon Presd,3#. 101

Altenberg, B. 2002. Causative constructions in EnglishSavetlish. A corpudlsased constructive study. In
Altenberg, B. and Granger, S. (Ed€Xis in contrast. Corpmsed approachesAmsterdam/Philadelphia:

W2Ky .SyealYAyas LILIDd ¢t MMc P

Altenberg, B. and Granger, S. 200be grammatical and lexical patterning MAKE in native and nen

native student writingApplied Linguistic22(2):17%195.

Aston, G. 1997. Small and large corpora in language learningAvailable at:
http://www.ssImit.unibo.it/~guy/wudj1.htmhttp://www.ssImit.unibo.it/~guy/wudj1.htn{Accessed 12 April
2013].

Bahns, J. 1993. Lexical collocations: a contrastiew.ELT Journalanuary 47(1):563.

Bahns, J. and Eldaw, M. 1993. Should we teach EFL students collocayistes?21(1):10£114.

Baker, P. 2010. Corpus methods in linguisticd.itosselitj L. (EJ. 2010.Research methods in linguistics.
London, New York: Continuum, pp.ca33.

Bauer, L. 1993Manual of information to accompany the Wellington Corpus of Written New Zealand

English Available athttp://icame.uib.no/wellman/well.ntm[Accessed 26 February 2014].

Biber, D. 2006.University language: a corpimsed study of spoken and written registers

Amsterdam/Philadelphia: John Benjamins.

215


http://www.sslmit.unibo.it/~guy/wudj1.htmhttp:/www.sslmit.unibo.it/~guy/wudj1.htm
http://icame.uib.no/wellman/well.htm

References

Biber, D. 2009. A corpuliven approach to formulaic language in English: mwitid patterns in speech
and writing.International Journal of Corpus Linguistit4(3):27§311.

Biber, D. and Conrad, S. 2001. Quantitative cofgased research: much more than bean countiiGSOL
Quarterly Summer 35(2):33B36.

Biber, D. and Finegan, E. 199h. t@e exploitation of computerized corpora in variation studies. In Aijmer,
K. and Altenberg, B. (Ed&nglish corpus linguisticstudies in honour of JaBvartvik London: Longman,
pp. 204,220.

Biber, D., Johansson, S., Leech, G., Conrad, S. andni-iBed299The Longman grammar of spoken and

written EnglishLondon: Longman.

Biskup, D. 1992. L1 influence on learners renderings of English collocations: a Polish/German empirical
study. In Arnaud, P.J.L. and Bejoint, H. (EWsgabulary and appliedinguistics Basingstoke, UK:
Macmillan, pp. 8693.

Boers, F., Eykmans, J., Kappel, J., Stengers, H. and Demecheleer, Mro20faic sequences and
perceived oral proficiency: putting a lexical approach to the teahguageleaching Research0(3):24%,
261.

Bohimann, C. and Pretorius, E.J. 2008. Relationships between mathematics and literacy: exploring some

underlying factorsPythagoras67:42;55.

Botha, Y. 2013. Corpus evidence of altietion in black South African English noun phraBeglish Today
29(1):16;21.

Boughey, C. 2013. What are we thinking of? A critical overview of approaches to developing academic

literacy in South African higher educatidmurnal for Language Teachjity (2); 2542.

British Academic Spoken English CorfBASE). Available at:
http//www.reading.ac.uk/AcaDepts/l/base_corpus/index.htm [Accessed 21 January 2011].

British Academic Written English (BAWE) corpus. Available at:

http:/imwww2.warwick.ac.uk/fac/soc/al/research/collect/bawd/Accesse@l1 January 2071

216


http://www2.warwick.ac.uk/fac/soc/al/research/collect/bawe/

References

CAPSCurriculum and Assessment Policy Statement mtermediate Phase: First Additional Language.
Department of Basic Education. Available at:
http:/www.education.gov.za/LinkClick.aspx?fileticket=G7iZPVv7LU8%3D&tabid=421&midi@&ssed
21 January 2014].

Coady, J., Magoto, J., Hubbard, P., Graney, J. and 80kht1993. High frequency vocabulary and reading
proficiency in ESL readeids Huckin, T., Haynes, M. and Coady, J. (BE#xpnd language reading and
vocabulary learning b2 NBF 22 RS bWY ! 0f SES LIIP HMT HHYy D

Cobb, TWeb Vocabprofilen.d.. Availableonline athttp://www.lextutor.ca/vp/ [Accessed 30 April 2014], an
FRIFELIGEFGAZY 2F 1St Sezx | o RatgéandZErggentypdraptsAvailbbleR |/ 2 E

at http://www.victoria.ac.nz/lals/staff/paulnation .[Accessed 3 June 2014.]

Cobb, T. 2003. Analyzing late interlanguage with learner corpora: Québec replications of three European

studies.The Canadian Modern Language Reyiglarch 59(3):398423.

Cobb, Tand Horst, M. 2001Reading academic English: carrying learners across the lexical threshold. In
Flowerdew, J. and Peacock, M. (E&gsearch Perspectives on English for Academic Pur@medridge:
Cambridge University Press, pp. 3339.

Coetzee, W. @09. Language errors in the use of English by two different groups of Afrikaans first language
speakers employed by Nedbank: an analysis and possible remedy. Thesis (M Phil (General Linguistics))
University of Stellenbosch. Available lattp://hdl.handle.net/10019.1/2063[Accesssed 5 June 2014.]

CoetzeeVan Rooy, S. 2011. Discrepancies between perceptions of English proficiency and scores on English
tests: implications for teaching English in South Afri@ALT Journal for Language Teaching

NPOHLYIMPM MYy

CoetzeeVan Rooy, S. 2012. Flourishing functional multilingualism: evidence from language repertoires in

the Vaal Triangel regiomternational Journal of the Sociology of Languaf8:8%119.

CoetzeeVan Rooy, S. 2014. Explaining the ordinary mafistable African multilingualism in the Vaal

Triangle region in South Africdournal of Mulilingual and Multicultural Developmg85(2):12%138.

Collins, P. and Peters, P. 1988. The Australian corpus pré&jemteedings of the Eighth International
Coy/y FTSNBYyOS 2y 9y3IftAakK [|y3ddza IS wSaSINOK 2y [ 2YLlzi$S

217


http://www.education.gov.za/LinkClick.aspx?fileticket=G7iZPVv7LU8%3D&tabid=421&mid=1884
http://www.victoria.ac.nz/lals/staff/paul-nation

References

Cooper, P.A. 1999. Lexis and the undergraduate: analysing needs, proficiencies and problems. Unpublished

MA dissertation, University of South Africa, Pretoria.

Cooper, P.A. 2000. Academic vocabulary: putting words in academic texts in perspectitte.African

Journal of LinguisticSupplement vol. 37:182.

Corpus of American Soap Operas. Brigham Young University. Available at: http://corpus.byu.edu/soap/
[Accessed 5 March 2014]

Corpus of Contemporary English (COCA). Brigham Young University. Available at:
http://corpus.byu.edu/cocafAccessed 27 February 2014]

Corpus of Historical American English (COHA). Brigham Young University. Avaitdatge/btu.edu/coha
[Accessed 27 February 2014]

Cowie, A.P. 1992. Multiword lexical units and communicative language teachidgndnd, P.J.L. and

Bejoint, H. (Eds)/ocabulary and applied linguistiddasingstoke, UK: Macmillan, dgl2.

Coxhead, A. 2000. A new academic wordliESOL Quarterl84(2):218238.

Cummins, J. (1999). BICS and CALP: Clarifying the distinction. Available online at:
http://files.eric.ed.qgov/fulltext/ED438551.pdAccessed 4 October 201}

Cunningham, E.E. and Stanovichs.KR001. What reading does for the midadurnal ofDirect Instruction
1(2):13%149.

Cunningham, E.E. and Stanovich, K.E. 2003. Reading can make you 8riacipa] November/December
83(2):34,39. Available athttp://www.naesp.org[Accessed 12 January 2014].

5S . SIFdAN}I YRS wd wnamd [ NHS O2NLJR NI Ghadessy, tMf, O2 N
Henry, A. and Roseberry,LR(Eds),Small orpus studies and ELffteory and practiceAmsterdam: John

Benjamins, pp. &0.

De Cock, S. 1998. A recurrent word combination approach to the study of formulae in the speech of native

and nonnative speakers of Englidimternational Journal of Corpus Linguist®d,):59;80.

218


http://corpus.byu.edu/coca/
http://byu.edu/coha
http://files.eric.ed.gov/fulltext/ED438551.pdf
http://www.naesp.org/

References

De Cock, S. and Granger, S. 260gh frequency words: the béte noire of lexicographers and learners alike.
In Williams, G. and Vessie3.(Eds),Proceedings of the Eleventh Euralex International Condoebgersité
de BretagneSud: Lorient, pp. 23243.

De Cock, S., Granger, S., Le€ghand McEnery, T. 1998n automated approach to the phrasicon of EFL
learners In Granger, S. (EdDearner English on computdérondonNew YorkLongman, pp. 6779.

De Klerk, V. 2002. Towards a corpus of black South African EBSglighern Afrian Linguistics and Applied
Language Studiesol. 20:2535.

De Klerk, V. 2006a. Corpus linguistics and world Englishes: an analysis of Xhosa English. London, New York:

Continuum.

5S YESNJ I 2® uHnncod ¢KS ¥ Shasedzaidypf XBosa EwlisE bnGuadeNI G | f
Matters, 37(2):125140.

Doérnyei, Z. 2007.Research methods in applied linguistics: quantitative, qualitative, and mixed

methodologiesOxford: Oxford University Press.

Erman, B. and Warren, B. 2000. The idiom principle and the open choice prifeii20(1):29;,62.

Evans, S. and Green, C. 2007. Why EAP is necessary: a survey of Hong Kong tertiaryJstuahehtof
English for Academic Purposesl. 6:3;17.

Fan, M 2009. An exploratory study of the collocational use by ESL students: a task based afystach.
vol. 37:11@123.

Farghal, M. and Obiedat, H. 19%0llocations: a neglected variable in HrternationalReview of Applied
Linguistics in Language Tadng vol. 33:316331.

Fleisch, B. 200&rimary education in crisisvhy South African children underachieve in reading and

mathematics. Cape Town: Juta.

Flowerdew, L. 199&orpus linguistic techniques appliedtextlinguisticsSystemvol. 26: 541552

219



References

Flowerdew, L. 2001. The exploitation of small learner corpora in EAP materials desgmadessy, M.,

Henry, A. & Roseberry, R. (E@&Mall corpus studies and ERmsterdam: John Benjamins, pp. 8839.

Francis, G. 1993. A corpdaven approacho grammar. Principles, methods and examplesBaker, M.,
Francis, G. and TogniBonelli, E. (Eds),Text and technology: in honour of Joh&inclair

Philadelphia/Amsterdam: John Benjamins, pp.di56.

CNI yOA&SZ 2 db d 4-Méadval dfididriBatdn ¥ adcampanygecstandard corpus of preséay
edited American English for use with digital computers. Providence, Rhode Island: Depadmen

Linguistics, Brown Universitivailable athttp://icame.uib.no/bcm.htm[Accessed 26 February 2014].

Gilquin, G. and Gries, S.T. 2009. Corpora and experimental methods: afstateart review. Corpus
Linguistics and Linguistic Thepby1):1.26.

Glaser, R. 1998. The stylistic potential of phraseologicés imithe light of genre analysib1 Cowie, A.P.
(Ed.),Phraseology: theory, analysis and applicatiddsford: Clarendon Press, pp. £283.

Granger, S. 1998ahe computer learner corpus: a versatile new source of data for SLA research. In

Granger, S. (EdDearner English on computérondon and New York: Longnzan LJLJ® 0o MYy

Granger, S. 1998b. Prefabricated patterns in advanced EFL writing: collocations and formulae. In Cowie, A.P.

(Ed.),Phraseology: theory, analysis and applicatiddsiord: Clarendon Press, pp. 150.

Granger, S. and Rayson, P. 1998. Automatic profiling of learner te@grarger, S. (Ed)earner English on
computer London and New York: Longman, pp.dii3i.

Granger, S. and Tyson, S. 1996. Connector usage in the English essay writing of nativenamisten&ifL
speakers of Engliskvorld Englishesl5(1):1%27.

Greenbaum, L. and Mbali, C. 2002. An analysis of language problems identified in writing blgiésingc
first-year students, with suggestions for remediatioBouth African Linguisticand Applied Language

Studiesyol. 20:238244.

Gries, S. 2010. Corpus linguistics and theoretical linguistics. &Klbvé S NBf F G A2y aKA LK b2
International Journal of Corpus Linguistits(3):32¢343.

220


http://icame.uib.no/bcm.htm

References

Guillot, MN. 2005. Revisiting the methodological debate on interruptions: from measurement to

classification in the annotation of data for cremgtural researchPragmatics 15(1):2547.

Hakuta, K. 1974. Prefabricated patterns and the emergence of structure in second language acquisition.
Language Learnin@4(2):28¢€¢297.

Halliday, M.A.K. 1991. Corpus studies and probabilistic gramimakijmer, K. and Altenberg, B. (Bds

English corpusriguistics: studies in the honour of Jan Svartvihgman, London, pp. 843.

| ' yOA2€fdzZ bdX bSdZFSEtRI {d YR 9f RNARISET WP Hany
grammar.English for Specific Purposesl. 27:459479.

Harwood, N. 20P. Taking a lexical approach to teaching: principles and problenesnational Journal of
Applied Linguisti¢sl2(2):139155.

Hasselgren, A. 1994. Lexical teddy bears and advanced learners: a study into the ways Norwegian students

cope with English vocabulatyternational Journal of Applied Linguistiesl. 2:23%260.

Hazenberg, S. and Hulstijn, J.H. 199éfining a minimateceptive secondanguage vocabulary for nen

native university students: an empirical investigatidppliedLinguistics17(2):145163.

Henning, J.G. 2006. Linking adverbials in first, second and foreign language English student writing corpora.
UnpubliK SR al a0 SNDa RMest &iBvadity, RokcBejsifoonh. 2 NIi K

Hirsch, D. and Nation, 1.S.P. 1992. What vocabulary size is needed to read unsimplified texts for pleasure?

Reading in a Foreign Languagel.8:689%696.

Hofland, K. and Johansson, S. 1982rd frequencies in British and American Englgrgen: Norwegian

Computing Centre for the Humanities/London: Longman.

Howarth, P. 1998a. Phraseology and second language proficipglyed Linguistic4,9(1):2444.

l 26F NIKZ tod mMmphpyod ¢KS LIKNI anEavieA P JEdPRrastopyyNBEGINE Q |

analysis and application®xford: Clarendon Press, pp. £386.

221



References

Howie, S. 2010. The relationship between early childhood backgrounds andgeatiievement in low and

high achieving countries in PIRLS 2006. Paper for the International Research Conference of the
International Association for the Evaluation of Educational Achievement, Gothenburg, Sweden, July, 2010.
Available at: http://www.iea.nl/fileadmin/user_upload/IRC/IRC_2010/Papers/IRC2010_Howie.pdf
[Accessed 8 January 2014].

Howie, S., Van Staden, S., Tshele, M., Dowse, C. and Zimmerman, Pr@@eas in International Reading
Literacy Study 2011 (PIRLS): South Afr@&A f RNB Yy Qa4 NS I RA yCentre foliEyadlliatiore | OK
and Assessment, University of Pretoria. Available at:
http://web.up.ac.za/sitefiles/File/publiations/2013/PIRLS 2011 Report 12 Dec.pA€essed 8 January

2014].

Howie, S., Venter, E., Van Staden, S., Zimmerman, L., Long, C., By Bohierman, ¥nd Archer, E2008

Progress in International Reading Literacy Study 2006 (PIRLS): South @fiicef RNBy Qa NBI RA
achievement Centre for Evaluation and Assessment, University of Pretoria. Available at:
http://nicspaull.files.wordpressom/2011/04/howieet-al-pirls-2006-sasummaryreport.pdf [Accessed 22

March 2011].

HSRC Human Sciences Reasearch Centre. 2012. Towards equity and excellence. Highlights from TIMSS
2011. The South African perspective.

Available at: http://sds.ukzn.ac.za/files/Reddy TIMMS_seminar%?20presentationJ#dfcessed 23 July

2013.

Hunston, S. 200Zorpora in applied linguistic€ambridge: Cambridge University Press.

Hunston, S. and Francis, G. 2000. Pattern grammar: a cdriygn approach to the lexical grammar of

English. Amsterdam/Philadelphia: John Benjamin.

Hyland, K. 2008. As can be seen: lexical bundles and disciplinary vakaiish foiSpecific Purpes vol.
27:4¢21.

Hyland, K. 2013. Writing in the university: education, knowledge and reputatimyuage Teaching6(1)
53¢70.

leflyRET Y® YR ¢aS3 t & HaNTESOLIQaartajlyariMK2):23253WF OF RSYA

222


http://web.up.ac.za/sitefiles/File/publications/2013/PIRLS_2011_Report_12_Dec.PDF
http://nicspaull.files.wordpress.com/2011/04/howie-et-al-pirls-2006-sa-summary-report.pdf
http://sds.ukzn.ac.za/files/Reddy_TIMMS_seminar%20presentation.pdf

References

International Corpusof English (ICERvailable at: http://ice -corpora.net/ice/avail.htm [Accessed 18

February 2011].

International Corpus of Learner English (ICA®ilable at: http://www.uclouvain.be/enceclicle.html
[Accessed 5 March 2014]

Jacobs, C. 2013. Academic literacies and the question of knowlénlgmal for Language Teachjrdi/(2)

MHTbLMNDAN®

Jaén, M.M. 2007. A corpubiven design of a test for assessing the ESL collocational competence of

university studentslnternational Journal of English Studies (IJER):12%147.

Kaszubski, P. 2008elected aspects of lexicon, phraseology and stylthe writing of Polish advanced
learners of English: a contrastive, corfaased approachUnpublished PhDt KS&A &ad t 21 y I Z©
Mickiewicz University.Available at: http://main.amu.edu.p¥/ przemka/research.html [Accessed 27

February 2013].

Kennedy, G1998.An introduction to corpus linguistidsew York: Addison Wesley Longman.

Kjellmer G. 1991A mint of phrasesin Aijmer, K. and Altenberg, B. (REd€orpus linguistics: studies in

honour of Jan Svartvikondon: Longman, pp. 14127.

[F1SZ WO wHannd® !aiAy3d w2y GKS O2y i NF BEH QounalipklS 02y
58(2):137144.

Langer, S. 2004. A formal specification of support verb constructions. In Langer, S. and Schnorbusch, D.
(Eds.), Semantik im Lexikon  Tulbingn: Narr, pp. 17202. Available at:
http://129.187.148.72/download/publikationen/05stefan_langer_dgfs.pdf [Accessed 25 May 2012].

Laufer, B. 1986. Possible changes in attitude towards vocabulary acquisition reseimctational Review
of Applied Linggtics,vol. 24:6275.

Laufer, B. 1991. The development of L2 lexis in the expression of the advanced |&mmeviodern

Language JournalVinter, 75(4):440448.

223


http://ice-corpora.net/ice/avail.htm
http://www.uclouvain.be/en-cecl-icle.html

References

Laufer, B. 1992. How much lexis is necessary for readingprehension?n Arnaud, P.J.Lnd Bejoint H.

(Eds)Vocabulary and applied linguistidsondon: Macmillan, pp. 12632.

Laufer, B. 1994. The lexical profile of second language writing: does it change oveR&h€?Journal,
December 25(2):2133.

Laufer, B. 1997. The lexical pligfiti 8 SO2y R f I y3dzZ- 3S NBIFRAYy3AY g2NRa &2
1y263 YR 62 NRbhCoad,dr addHyicid, T. @ éand idnguage vocabulary acquisition:
a rationale for pedagogyCambridge Cambridge University Press, ppc29.

Laufer, B. 1998. The development of passive and active vocabulary in a second language: same or different?

Applied Linguisticdune 19(2):25271.

Laufer, B. and Natioh,SP. 1995. Vocabulary size and use: lexical richness in L2 written proddgiidied
Linguistics16(3):30%322.

Laufer, B. and Nation,SP. 1999. A vocabulasize test of controlled productive abilityzanguageTesting,
January 16(1):351.

Laufer, B. and Paribakht, T.S. 1998. The relationship between passive and active vocabularies: effects of

language learning conteXtanguage Learningeptember 48(4):36391.

Laufer, B. and Waldman, T. 2011. \Vadun collocations in second languagetimg: a corpus analysis of
f S+ Ny S NEaDgulgy [Fariing)éne61(2):645672.

Lee, D.Y.W. and Chen, S.X. 2009. Making a bigger deal of the smaller words: function words and other key

items in research writing by Chinese learndmurnal of Secoridanguage Writingvol. 18:149165.

Lee, D. and Swales, J. 2006. A cofmsed EAP course for NNS doctoral students: moving from available
specialized corpora to setbmpiled corporakEnglish for Specific Purposesl. 25:5675.

Leech, G. 1991. The state of the art in corpus linguistidsijrirer, K. and Altenberg, B. (Edsnglish corpus

linguistics: studies in honour of J&wmartvik London: Longman, ppg29.

224



References
Lenko{ T @Yl Y&l 2 ! @ wnnnd | 26 ( Ke voddbulérs Alcdipbs bAN®sdyK A y
TALC PaperdAvailable athttp://www -gewi.kfunigraz.ac.at/talc2000/Htm/index1.htfAccessed 29 May
2012].

Lennon, P. 199® S G G A y 3  YnBongiatle advanbeR evdRAL 34(1):2837.

[ S2YyE Wd HAanT® 9YLIANROAAY @GSNBdzaz NI GA2y Il fAaY NBJA
against corpus, statistics and probabilities in the 13960s.In S. Matteos and P. Schmitter (Eds),
Linguistische und epistemologische Konzeptdiachron Munster: Nodus Publikationen, pp. 1§776.

Available athttp://htl.linguist.univ-parisdiderot.fr/leon/empiricism2007.pdfAccessed 2 February 2011].

Lewis M.P., SimonsG.F. and FennigC.D. (Eds).2013.EthnologueLanguages of the world 7" ed.} Dallas,

TexasSIL International. Available attp: //www.ethnologue.com[Accessed 25 November 2014].

Liu, E.T.K. and Shaw, P.M. 2001. Investigating learner vocabulary: a possible approach to looking at EFL/ESL
f SFENYSNRBRQ ljdzk € A G G AR Intéryagonal FeRelvSf Appfied lifig&stics B NaRgbage
Teaching39(3):17£194.

Live, A.H. 1973. The takave phrasal in Englishinguisticsvol. 95:3%50.

Machet, M. and Tiemensma, L. 2009. Literacy environment in support of the development of literacy skills

and voluntary readingViousaion Special Issue 27(2)665.

Mahlberg, M. 2006. Lexical cohesion: corpus linguistic theory and its application ishElagiguage
teaching.International Journal of Corpus Linguistits(3):363383.

Martinez, R. and Schmitt, N. 2012. A phrasal expressionapiglied Linguistics33(3):29¢320.

McCormick, S. 199hstructing students who have literacy problefaaglewood Cliffs, NJ: Merrill.

McEnery, T. and Gabrielatos, C. 2006. English cdirmsstics.In Aarts, B. and McMahon, A. (EdEhe
handbook of English linguistic3xford: Blackwell, pp. 831.

McEnery, T. and Hardie, A. 2012rfils linguistics: ethod, theory and practiceCambridge: Cambridge

University Press.

225


http://www-gewi.kfunigraz.ac.at/talc2000/Htm/index1.htm
http://htl.linguist.univ-paris-diderot.fr/leon/empiricism2007.pdf
http://www.ethnologue.com/

References

McEnery, T. and Wilson, A. 19@rpus linguisticEdinburgh: Edinburgh University Press.

Meier, C. 2011. The Foundations for Learning Campaign: helping hand or hbodigAfrican durnal of
Educationvol. 31:548560.

Mesthrie, R. 2010. Socjhonetics and social change: deracialisation of the GOOSE vowel in South African
EnglishJournal of Sociolinguistic$4(1):333.

Michigan Corpus of Academic Spoken EnghHIiCASE
Available online alittp://quod.lib.umich.edu/m/micase/[Accessed 7 March 2014]

Milton, J. 2013 Measuring the contribution of vocabulasynowledge to proficiency in the four skills
EUROSLA MONOGRABHRIESY2p 1. Ty
Available online athttp://www.eurosla.org/monographs/EM02/Milton.pdfAccessed 28 April 2014.]

Milton, J. and Treffer®aller, J. 2011. Vocabulary revisited: an analysfisword knowledge of
undergraduate students and it relationship with academic achievement. Paper presented at CRELLA (Centre
for Research in English Language Learning and Assessment) Winter Research Seminar, 15 December 2011
Available at.  http://www.beds.ac.uk/__data/assets/pdf_file/0020/191027/jenireeffers-daller.pdf
[Accessed 24 October 2013].

Milton, J. and Treffer®aller, J. 2013. Vocabulary sizeviséted: the link between vocabulary size and
academic achievemenfpplied Linguistics Review(1):15%172.

Minow, V. 2010. Variation in the grammar of Black South African English. Frankfurt am main: Peter Lang.

Moon, R. 1992. Textual aspects of fbd@E LINS &a & A2y a Ay { Aindud, B.NE &d Bejoibtfi A 2 v
H. (Eds.)Yocabulary and applied linguisttes . F a Ay 3a021S2 ! YY al OYAftf Iy LI

Moon, R. 1997Vocabulary connections: multiord items in Englisin Schmitt, N. and McCarthiyl. (Eds),
Vocabulary: description, acquisition and pedagdggmbridge: Cambridge University Press, pp630

Moon, R. 1998&F-ixed expressions and idioms in Englford: Clarendon Press.

Moon, R. 1998bPhrasal lexemes in Englism Cowie, A.P. (ed.Rhraseology: theoryanalysis and
applications Oxford: Clarendon Press, pp¢190.

226


http://quod.lib.umich.edu/m/micase/
http://www.eurosla.org/monographs/EM02/Milton.pdf
http://www.beds.ac.uk/__data/assets/pdf_file/0020/191027/jenine-treffers-daller.pdf

References

Moon, R. 2008. Sinclair, phraseology, and lexicograpttgrnational Journal of Lexicographfdvance

access publication 3 July, 21(3):2234.

Morris, L. and Cobb, T. 2004ocabulary profiles as predictors of the academic performance of Teaching

English as a Second Language train8gstemvol. 32:7587.

Mthombeni, J.S. 2010. Teacher absenteeism in schools within the Ekurhuleni South Biktdation
YO | yLJzof AdGKSR alaliSNRaE RAA&ASNIIFGA2YyS ! YyADSN

o A

aead

Mullis, 1.V.S, Kennedy, A.M., Martin, M.O. and Sainsbury, M. ZBB8.S 2006 Assessment framework

specificationsChestnut Hill: Boston College.

Murimba, S. 2005. The Stwrn and Eastern Africa Consortium for Monitoring Educational Quality
(Sacmeq): mission, approach and projeBispects35(1):7%89.

Nation, I.S.P. 1983. Testing and teaching vocabuaridelinesol.5: 12 15.

Nation, I.S.P. 1990eaching andearning vocabularyMassachusetts: Heinle & Heinle.

Nation, I.S.P. 1993/ocabulary size, growth and ude Schreuder, R. and Weltens, B. (Edkghbilingual
lexicon Amsterdam/Philadelphia: John Benjamins, pp.qllB3.

Nation, I.SP. 2001. Using small corpora to investigate learner needs: two vocabulary research tools. In
Ghadessy, M., Henry, A. and Roseberry, R.L. (Eds)ll corpusstudies and ELT: theory and practice

Amsterdam: John Benjamins, pp.c33.

Nation, I.S.P. 2006 How large a vocabulary is needed for reading and list@hieag2anadian Modern

Language Review/La Revue canadienne des langues viveBite$September/se@ YO NBOY pd y H P

Nation, I.SP. and Waring, R. 1997. Vocabulary size, text coverage and wordrisse&hmitt, N. and
McCarthy, M. (Eds)Vocabulary: description, acquisition and pedagoggmbridge Cambridge University
Press, pp. 619.

National Benchmdr Tests Project (NBT) @@ A national service to Higher EducatioAvailable at:

http:/www.pmg.org.zalfiles/docs/090819hesadit.pdf http://www.nbt.ac.za[Accessed June2014.]

227


http://www.victoria.ac.nz/lals/staff/Publications/paul-nation/1993-Vocabulary-growth.pdf

References

Nattinger, J.R. and DeCarrico, J.S. 1882Rical phrases and languatgaching Oxford: Oxford University

Press.

NEEDU (National Education Evaluation and Development Unit). REEDU National Report 2012: The
State of Literacy Teaching and Learning in the Foundation Phase (May 2013). Available online at:
http://www.education.gov.za/NEEDU/tabid/860/Default.aspccessed 11 April 2014]

w»
(@]
A
N

bSt> b® YR adZf{SNE | @ vuamnd ¢KS AYLIOG 27F
learnersin South African schodbouth African Journal of Educati@9(4):63%650.

Nel, N. and Swanepoel, E. 2010. Do the language errors of ESL teachers affect their |IPanhéngam
26(1):4%60.

Nesselhauf, N. 2003. The use of collocations by advamzgddrs of English and some implications for

teaching.Applied Linguistic24(2):228242.

Nesselhauf, N. 2004. How learner corpus analysis can contribute to language teaching: a study of support
verb constructionsIn Aston, G., Bernardini, S. and Stetydd. (Ed$, Corpora and language learners.
Amsterdam/Philadelphia: John Benjamins, pp.iost.

Nesselhauf, N. 200&ollocations in a learner corpusmsterdam: John Benjamins.

Paquot, M. 2010Academic vocabulary in learner writing: from extractiomb@lysis London: Continuum.

Partington, A. 1998Patterns and meanings: using corpora for English language research and teaching

Amsterdam/Philadelphia: John Benjamins.

Partridge, M. 2011. A comparison of lexical specificity in the communication verbs of L1 English and TE

student writing.South African Linguistics and Applied Language Stu2i¢2):135147.

Pawley, A. and Syder, F.H. 1983. Two puzzles for linguisticythnativelike selection and nativelike
fluency. In Richards, J.C. and Schmidt, R.W. (Bdm)guage and communicatior.ondon New York:
Longman, pp. 19226.

228


http://www.education.gov.za/NEEDU/tabid/860/Default.aspx
http://www.newscientist.com/search?rbauthors=James+W.+Pennebaker

References

PennebakerJW. 2011. e secret life of pronounssol. 16:29 31 August by Magazine issue. Available at:
http:/imwww.homepage.psy.utexas.edu/HomePage/Class/Psy394V/Beaker/Reprints/LSA.pdiAccessed
4 March 2013].

Penn Treebankivailable athttp://www.cis.upenn.edu/~treebank/home.htmlAccessed 4 February 2014].

Pienaar, L. and De Klerk, V. 2008wards a corpus of South African English: corralling thevaribties.
Lexikosyol. 19:358371.

Pravec, N. 2002. Survey of learner corpt@RAME Journalol. 26:8t114.

Pretorius, E.J. and Mampuru, D.M. 2007. Playing football without a ball: language, reading and academic

performance in a higipoverty schoolJournal of Research in Readif¢l):3&58.

Pretorius, E.J. and Ribbens, R. 2M&ading in a disadvantaged higbhool: issues of accomplishment,

assessment and accountabiliouth African Journal of Educati@5(3):13%147.

Prinsloo, P. 2009Discussion Document: Modelling throughput at Unisa: The key to the successful

implementation of ODL. Unisa: DISA/DCLD.

VAIFYY 5®d5d mMppy P 5SLIK 2F @201 06dzf F NB 1y26f SR3IASY

English as a second language. PhD thesis, University of Toronto.

Qian, D. 2002. Investigating the relationship between vocabulary knowledge and acadeswiing

performance: an assessment performancanguage Learningeptember 52(3):51536.

Qing, M. 2009Second language vocabulary acquisitiBern, Switzerland: Peter Lang.

Quirk, R. Greenbaum, S., Leech, G. and Svartvik985. A comprehensivgrammar of the English

language.London: Longman.

Rasinger, S. 2010. Quantitative methods: concepts, frameworks and.issuatsseliti, L. (EdRResearch

methods in linguisticd.ondon, New York: Continuum, pp.c49.

229


http://www.newscientist.com/search?rbauthors=James+W.+Pennebaker
http://www.homepage.psy.utexas.edu/HomePage/Class/Psy394V/Pennebaker/Reprints/LSA.pdf
http://www.cis.upenn.edu/~treebank/home.html

References

Rayson, P(2003). Matrix: a tatistical method and software tool for linguistic analysis through corpus
comparisonPhD thesisLancaster University. Available http://eprints.lancs.ac.uk/12287/1/phd2003.pdf
[Accessed January 2014].

wl & & 2 ylikeihood 2aitulator. Available atitp://ucrel.lancs.ac.uk/llwizard.html[Accessed 3 January
2014].

Read, J2004 Research in teaching vocabulannual Review of Applied Linguistiosl. 24:146¢161

Read, J. 2007. Second language vocabulary assessment: current practices and new dirgetioasonal

Journal of English Studes @2f ® 7 OGHOYMApP MHpP P
Reddy, V., Van der Berg, S., Janse vanodem<D. and Taylor, S. 2012. Educational outcomes: pathways to
performance in South African high schoo&Afr. J. Scil08(3/4), Art. #620, 8 pages. Available at:

http://dx.doi.org/10.4102/sajsv108i3/4.620Accessed 7 November 2013].

Renouf, A. and Sinclair, J.M. 1991. Collocational frameworks in Ehghgimer, K. and Altenberd. (Eds),
English corpus linguistics: studies in the honour of varivik London: Longman, pp. 1&B43.

Reppen, R. 201Wising corpora in the language classraddambridge: Cambridge University Press.

Reynolds, D.W. 200kinguistic correlates of second language literacy development: evidence from middle

grade learner essay3ournal of Second Language \igt vol. 14:1945.

Richards, J.C. and Schmidt, R. 2QGthgman dictionary of language teaching and applied linguistics

London: Longman.

Ringbom, H. 1998. Vocabulary frequencies in advanced learner English: dingnaistic approach. In
Granger, S. (EdD)earner English on computérondon and New York: Longman, ppcB&L

Roémer, U. 2005. Progressives, patterns, pedagogy: a cdrpuesn approach to English progressive forms

functions, contexts and didactics. Amsterdam/Philadelphia: John Benjamins.

Rotimi, T. 2006. Hallidayan linguistiés. Encyclopaedia tiie Arts 4(3):15¢163.

SAQMEC lll The Southern and Eastern Africa ConsddiuMonitoring Educational Quality. 20¢2014.
Available athttp://www.sacmeq.org/[Accessed 16 October 2014

230


http://eprints.lancs.ac.uk/12287/1/phd2003.pdf
http://ucrel.lancs.ac.uk/llwizard.html
http://dx.doi.org/10.4102/sajs.v108i3/4.620
http://www.sacmeq.org/

References

{ OKSSLISNEZ wod! & Hannod | aasSaaiyiddifferéit iRersion cantextsR Sy i a

Unpublished MA dissertation, University of South Africa.

{ OKSSLISNEEX wod! @ Hnncd® ¢KS STFTFSOGAa 2F AYYSNBAZY 2y

of vocabulary enough®ournal for Language Teachthg n O HUO Y M H O @

Schmitt, N. 2000vocabuary in language teachingCambridge: Cambridge University Press.

Schmitt, N.2008. Review article. Instructed second language vocabulary learamguage Teaching

ResearcE MHOOUYOHG o0cCcoO0®

Schmitt, N. and Carter, R. 2004. Formulaic sequences in aetiomtroduction. In Schmitt, N. (Ed.),

Formulaic sequenceAmsterdam/Philadelphia: John Benjamins, pj22L

Schmitt,N., Schmitt, D. and Clapham, C. 2(Déveloping and exploring the behaviour of two new versions

of the Vocabulary Levels Tesangua@ Testing18(1):5%;88.

Schmitt, N. andZimmerman, C.B. 200Perivative word forms: what do learners knoWwESOL Quarterly,
Summer36(2):145171.

Scott, M. 2001. Comparing corpora and identifying key words, collocations, frequency distributions through
the WordSmith Tools suite of computer programs Ghadessy, M., Henry, A. and RoseheRy.. (EJs

Small corpus studies and ELT: theory and pradlicesterdam: John Benjamins, ppc87.

Scott, M. 2008WordSmith Tools version Biverpool: Lexical Atysis Software.

Scott, M. and Tribble, C. 2008extual patterns: key words and corpus analysis in language education

Amsterdam/Philadelphia: John Benjamins.

Shastri, S.V., Patilkulkarni, C.T. and Shastri,1886. Manual of information to accompanthe Kolhapur
Corpus of Indian English, for use  with digital computersAvailable at:

http://khnt.hit.uib.no/icame/manuals/kolhapur/INDEX.HTpccessed 26 February 2014].

Shin, D. and Nation, P. 2008. Beyond single words: the most frequent collocations in spoken Bnglish.
Journal October62(4):332348.

231


http://khnt.hit.uib.no/icame/manuals/kolhapur/INDEX.HTM

References

Shirato, J. and Stapleton, P. 2007. Comparing English vocabulary in a spoken learner corpus with a native
speaker corps: pedagogical implications arising from an empirical study in Jdamamguage Teaching
Researchl1(4):398412.

SimpsonVlach, R. and Ellis, N.C. 2010. An academic formulas list: new methods in phraseology research.
Applied Linguistic31(4):48¢512.

Sinclair, J. McHE{.) (1987):Looking up: An Account of the COBUILD Prdjeadon:
Collins ELT.

Sinclair, J.M. 199Corpus, concordance, collocati@xford: Oxford University Press.

Sondlo, M. and Subotzky, G. 20The challenges facing SouthN& O Qa &S O2y RI NB & 0OK?2
their implications for higher educationDISA Information and Analysis Briefing. Available at:
http://lwww.docstoc.com/docs/132897527/Briefingn-Secondareducatiorand-its-implicationsfor-HE

[Accessed 20 October 2013].

Spaull, N. 2012Poverty & Privilege: Primary School Inequality in South Afsidlenbosch Economic
Working Papers: 13/12, Jul A working paper of the Department of Economics and the Bureau for
Economic Research at the University of Stellenbosch2ip 1

Available athttp://www.ekon.sun.ac.za/wpapers/2012/wp1320]2ccessed 19 July 2013]

Statistics  South  Africa. 2011. Census 2011 Key results,p. 6. Available at:
www.statssa.gov.za/Census2011/Products/Census_2011 Key resilfscpdssed 8 January 2014].

{GSAYZ D® mMppmd ¢KS LIKNI &l f JIRARXXKED. Wi2 KIF @S |
Stepten, D.F., Welman, J.C. and JordaanJ.\VW2004. English language proficiency as an indicator of
academic performance at a tertiary institutioBouth African Journal of Human Resource Management
2(3):4Z53.

Stubbs, M. 198&ducational linguistic®Oxford New York: Basil Blackwell Ltd.

Stutbs, M. 1993. British traditions in text analysis: from Firth to SindaiBaker, M., Francis, G. and

TogniniBonelli, E. (Eds)iext and technologyin honour of John SinclaiPhiladelphia/Amsterdam: John
Benjamins, pp.d33.

232


http://www.docstoc.com/docs/132897527/Briefing-on-Secondary-education-and-its-implications-for-HE
http://www.ekon.sun.ac.za/wpapers/2012/wp132012
http://www.statssa.gov.za/Census2011/Products/Census_2011_Key_results.pdf

References

Stubbs, M. 2001. Words amdhrases: corpus studies of lexical semantics. Oxford/Massachusetts: Blackwell.

Sun, C. and Feng, G. 2009. Process approach to teaching writing applied in different teaching models.

English Language Teachlhg H O M0  al NOKYmMpn wMpp @

Taylor, C. 2008. Whatd®rpus linguistics? What the data safSAME Journavol. 32:178200.

Taylor, S., Van der Berg, S., Reddy, V. and Janse van Rensburg, Bo®0&&ll do South African schools
convert Grade 8 achievement into matric outcomé&iellenbosch Economic Wang Papers: 13/11. A
working paper of the Department of Economics and the Bureau for Economic Research at the University of
Stellenbosch, pp-47. Available athttp://www.ekon.sun.ac.za/wpapers/2011/wp132011/wp3-2011.pdf
[Accessed 5 March 2014.]

Thompson, G. and Hunston, S. 20@ystem and corpus: two traditions with a common ground. In

Thompson, G. andunston, S(Eds)System and corpus: exploring connectidtendon: Eqmox, pp. t14.

TIMSS. 2011. TIMSS and PIRLS 2011: Relationships among reading, mathematics, and science achievemen
at the fourth grade. Available online alfittp://timss.bc.edu/timsspirls2011/internationatiatabase.html
[Accessed 16 April 2014]

TogniniBonelli, E. 200XCorpus linguistics at warlhmsterdam/New York: John Benjamins.

UNISA Open Distance Learning Policy (2008) Available at:
http://cm.unisa.ac.za/contents/departments/tuition policies/docs/OpenDistancelLearning Council30ct08.

pdf [Accessed 19 July 2013]

Van der Berg,.2008. Howeffective are poor schools? Poverty and educational outcomes in South Africa.
Studies in Educational Evaluatia#(3): 145154.
Available athttp://www.econstor.eu/bitstream/10419/32027/1/558658229.pdRAccessed 5 March 2014]

Van Rooy, B. 2005. Expressions of modality in Black South African English. Available at:
www.birmingham.ac.uk/Documents/.../vanrooyCL 2005paper.phacessed 11 June 2014].

Van Rooy, B. 2006. The extension of the progressive aspect in Black South AfricanVodtidinglishes
25(1):3%64.

233


http://www.ekon.sun.ac.za/wpapers/2011/wp132011/wp-13-2011.pdf
http://timss.bc.edu/timsspirls2011/international-database.html
http://cm.unisa.ac.za/contents/departments/tuition_policies/docs/OpenDistanceLearning_Council3Oct08.pdf
http://cm.unisa.ac.za/contents/departments/tuition_policies/docs/OpenDistanceLearning_Council3Oct08.pdf
http://www.econstor.eu/bitstream/10419/32027/1/558658229.pdf
http://www.birmingham.ac.uk/Documents/.../vanrooyCL2005paper.doc

References

Van Rooy, B. 2011. A principled distinction between error and conventualized innovation in African
Englishes. In Mukherjee, J. and Hundt, Bkploring seconthnguage varieties in English and learner

Englishes: bridging a paradigm gadmsterdam/Philadelgh: John Benjamins, pp. 18208.

Van Rooy, B. 2013. Corpus linguistic work on Black South African Efmgissh Todawol. 29:1@15.

Van Rooy, B. and Schafer, L. 2003. An evaluation of three POS taggers for the tagging of the Tswana Learner
English @rpus.Lancaster University Centre for Computer Corpus Research on Language Technical Papers
vol. 16:835844. Available at: http://www.corpus4u.org/forum/upload/forum/2005092Q@3174960.pdf
[Accessed 12 April 2013].

Van Rooy, B. and Terblanche, L. 2006. A cedopased analysis of involved aspects of student writing.

Language Matters: Studies in the Languages of AfBi¢é2):16@182.

Vermeer, A. 2001. Breadth and depth of voaloy in relation to L1/L2 acquisition and frequency of
output. Applied Psycholinguistiogl. 22:21%234.

Wang, Y. and Shaw, P. 2008. Transfer and universality: collocations used in advanced Chinese and Swedish
learner EnglisHCAME JournaVvol.32:201¢232.

Weinert, R. 1995. The role of formulaic language in second language acquisition: a ragjgied
Linguistics16(2):18@?205.

West, M.P. 1953. (1985 printing). A general service list of English words, with semantic frequencies and a

supplemantary wordist for the writing of popular science and technology. London: Longman.

Wierzbicka, A. 1982. Why can yieave a drinkg K Sy & 2 daveGh géR)anguage 58(4):758799.

Wittenberg, E. and Pifiango, M.M. 2011. Processing light verb coristracthe Mental Lexicqré(3):398
413.

Wray, A. 2000. Formulaic sequences in second language teaching: principle and pragtted
Linguistics21(4):468489.
Wray, A. 2002Formulaic language and the lexicdbambridge: Cambridge University Press.

234


http://www.corpus4u.org/forum/upload/forum/2005092023174960.pdf

References

Wray, A. and Perkins, M.R. 2000. The functions of formulaic language: an integrated lraodekbge and

Communicationvol. 20:£28.

Yan, Q. 2006. Acorpast a SR |yl fteaira 2F (GKS OSND UYCEREAJump# R o &
29(6):3%41. Available athttp://www.celea.org.cn/teic/70/7037.pdf[Accessed 12 March 2012].

Yeh, Y. 200&lobal perspectives on hyman language: the South African context. Programmes to increase
literacy in South Africa Available online ahttp://web.stanford.edu/~jbaugh/saw/Yoéroo_Literacy.html
[Accessed 25 October 2014].

Xue, G and Nation, P. 1984. A university wordUestguagd_earning and CommunicatioB(2):21%229.

Other websites consulted
https://statistics.laerd.com/statisticatjuides/oneway-anovastatisticalquide-4.php

[Accessed 10 October 2014

http://pages.uoregon.edu/stevensj/posthoc.pdf
[Accessed 10 October 2014

http://www.beds.ac.uk/howtoapply/departments/psychology/labs/spss/Multiple Regression
[Accessed 10 October 2014

RaysonP. Log Likelihood calculator. Available onlinétab://ucrel.lancs.ac.uk/llwizard.htmJAccessed 26
October 2014].

TIMMS and PIRLS 20http://timss.bc.edu/timsspirls2011/internationatiatabase.htm[Accessed 16 April
2014]

http://sds.ukzn.ac.zalfiles/Reddy TIMMS seminar%20presentatiofjfctfessed 23 July 2013

http://www.cambridge.org.br/[Accessed 23 October 2014]

http://www.natcorp.ox.ac.uk[Accessed 23 October 2014]

SPSS for Psychologists. (n.d.) Palgrave. Availabldttpt//www.palgrave.com/pdfs/0333734718.pdf
[Accessed 6 January 2014].

235


http://www.celea.org.cn/teic/70/70-37.pdf
http://web.stanford.edu/~jbaugh/saw/Yoo-Yoo_Literacy.html
https://statistics.laerd.com/statistical-guides/one-way-anova-statistical-guide-4.php
http://pages.uoregon.edu/stevensj/posthoc.pdf
http://www.beds.ac.uk/howtoapply/departments/psychology/labs/spss/Multiple_Regression
http://ucrel.lancs.ac.uk/llwizard.html
http://ucrel.lancs.ac.uk/llwizard.html
http://timss.bc.edu/timsspirls2011/international-database.html
http://sds.ukzn.ac.za/files/Reddy_TIMMS_seminar%20presentation.pdf
http://www.cambridge.org.br/
http://www.natcorp.ox.ac.uk/
http://www.palgrave.com/pdfs/0333734718.pdf

References

http://www.nlsa.ac.za/index.php/childrenfiterature-rogramme(accessed 23 October 2014)

http://0 -web.ebscohost.com.oasis.unisa.ac.za/ehost/detail?vid=3&sid=ee2efdlt24c193ba6 %
1d8ee75abdad4%40sessionmgr4003&hid=420data=JnNpdGU9ZWhvc30tbGI2Z2SZzY29wZT1zaXRI#db=uf
h&AN=960526089]Accessed 2 December 2013].

236


http://www.nlsa.ac.za/index.php/childrens-literature-rogramme
http://0-web.ebscohost.com.oasis.unisa.ac.za/ehost/detail?vid=3&sid=ee2eb1ce-5ab2-4c19-ba67-1d8ee75abda4%40sessionmgr4003&hid=4204&bdata=JnNpdGU9ZWhvc3QtbGl2ZSZzY29wZT1zaXRl#db=ufh&AN=9605260897
http://0-web.ebscohost.com.oasis.unisa.ac.za/ehost/detail?vid=3&sid=ee2eb1ce-5ab2-4c19-ba67-1d8ee75abda4%40sessionmgr4003&hid=4204&bdata=JnNpdGU9ZWhvc3QtbGl2ZSZzY29wZT1zaXRl#db=ufh&AN=9605260897
http://0-web.ebscohost.com.oasis.unisa.ac.za/ehost/detail?vid=3&sid=ee2eb1ce-5ab2-4c19-ba67-1d8ee75abda4%40sessionmgr4003&hid=4204&bdata=JnNpdGU9ZWhvc3QtbGl2ZSZzY29wZT1zaXRl#db=ufh&AN=9605260897

Appendix A

'ttt 9b5L - !

LETTER TO STUDENXE-STIONNAIRE ANDCABULARY LEVELS TEST

{GdzReé 2F dzy RSNHNI Rdzr 6SaQ @20 6dzZ I NB
DearStudent
Please read the information below

| am a staff member in the Department of English Studies at Unisa. At present | am engaged in doctoral
research, focussing on the relationship between student vocabulary knowledge and the vocabulary of the

study materials students encounter in their English studies.

¢t2 GKAa SyRI L ¢2dAR tA1S G2 FAYR 2dzi Y2NB | 02 dzi
appealing to students to complete a vocabulary test. At the end of this semester, | wilaioihlese
aidzRSyiaQ SEIFYAYLFGA2y aONRLIGIaAa (2 O2YLINB GKSANI 6N
| really hope that my findings will assist Unisa in its quest to provide open distance learning in a way which

is accessible to all stedts.

Participation in this study is completely voluntary and you will not be disadvantaged in any way if you
choose not to participate However, | undertake to adhere strictly to the code of research ethics and to
ensure your anonymity as well as the d@identiality of the results. Although the results will be used
towards a Doctoral degree and also for writing papers for publication or presentations at conferences, at no
time will names or identities of students be revealed. If you do decide to patiGipnd are interested in

the scores you receive on the vocabulary test, you are very welcome to contact me and | will provide you
with feedback. | can be contacted viarail atscheera@unisa.ac.zar by teleplone in my office on the

number 012 4296914.

If you agree to participate in this study, please sign in the space provided on the following page, and then
complete the vocabulary test that follows. Once you have completed it, send this tutorial letter vyibiur

signature and the completed test back to me in the envelope provided.
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Thank you for helping me to make this study possible by collecting data in this way.
Yours sincerely

Ruth Scheepers

Department of English Studies

Unisa

Tel: 012 429 6914

E-mail: scheera@unisa.ac.za
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Consent to participate in research study

If you would like to participate please read the following and sign where indicated.

1 | understand that my name will not be used and will not appeaany report emanating from this
study.
i | agree to participate in this study, but | understand that | can withdraw my agreement at any time

without any obligation if | so wish.

Signature: Date:

YYYY/MM/DD

Student number: \ ‘ ‘ ‘ ‘ ‘ ‘ ‘ ‘

Now complete the test below:

Please fill in the following information before proceeding:

Student number

Course code E |N|N

Primary language (please tick one box only)

Afrikaans English
IsiNdebele IsiXhosa
IsiZulu Sepedi
Sesotho Setswana
SiSwati Tshivenda
Xitsonga Other

Please complete the test now. It consists5ofections Please complete all sections. Please indicate the
time you started the test and the time you ended in the boxes provided. Please do not use a dictionary and

do not discuss you answers with anybaglyam interested in whayouknow!
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| started the testat:

VOCABULARY LEVELS TEST (Active version)
(Laufer & Nation 1995)

Complete the underlined words. The first one has been done for you.

The 2,000word level.

Example He was riding hicycle

They will restore the house to its orig state.

Each room has its own priv bathroom.

The tot number of students at the university of 12,347.
They mettoele_  anew president.

Many companies were manufac___ computes.

The lakes become ideee and the snow mel

They managed to stealandhi__ some knives.

| asked the group to inv her to the party.

She shouted at him for spoi the lovely evening.
You must spend less until your deb__ are paid.

His mother looked at him with love and pri
Thewindroa___ through the forest.

There was fle and blood everywhere.

She earns a high sal as a lawyer.

The sick child had a velmigh tempe

The bir of her first child was a difficult time.

In A.D. 636 an Arab army won a famous vic over another army.
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The 3,006word level.

They need to spend less on adminis and more on production.
He saw anag from Heaven.

The entire he__ of goats was killed.

Two old men were sitting on a park ben and talking.

She always showed char towards those who needed help.

He has a big house in the Cape Prov

Oh Harold dar . I am sorry. | did not mean to upset you.

Judy found herself listening to the last ec of her shoes on the hard floor.
He cutthree large sli_ of bread.

He sat in the shade beneath the pa trees.

He had a crazy sch for perfegthe world.

Theygetabigthr  out of gacing.

At the beginning of their journey they ecoun an English couple.
Nothing illus his selfishness more clearly than his behaviour to his wife.
He took the bag and tos it into the bushes.

Every year she looked forward to her ann holiday.

There is a defi date for the wedding.

His voice was loud and sav , and shocked them all to silence.

The 5,000word level

{2YS LIS2LXS FTAYR Al RAFTTAOdA G G2 0802YS AYRSLISYR
ap strings.

After finishing his degree, he entered upon a new ph in his career.

The workmen cleaned up the me before they left

On Sunday, in his last se in Church, the priest spoke against child abuse.

Her favourite musical instrument was a tru

The building is heated by a modern heating appa

He received many com on his dancithg sk
People manage to buy houses by raising a mor from a bank.
At the bottom of a blackboard there is a le for chalk.

Atfter falling of his bicycle, the boy was covered with bru
The child was holding a doll in her arared hu it.
2S5Qff KI@S G2 0SS Ay@SYyGAodS FyR RSuYYuUueuygypywy | &0
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The picture looks nice; the colours bl really well.

Nuts and vegetables are considered who food.

The garden was full of fra flowers.

Many people feel depressed and gl about the future of mankind.

The University Word List level

The afflu of the western world contrasts with the poverty in other parts.
The book covers a series of isolated epis from history.
Farmers are introducing innova that increase the productivity per worker.

They are suffering from a vitamin defic

There is a short term oscill of the share index.

They had other meansf acquiring wealth, pres , and power.

The parts were arranged in an arrévead configu

The learners were studying a long piece of written disco

People have proposed all kinds of hypot about what these things are.

The giver prefers to remain anony

The elephant is indig to India.

,2dzQf £ YSSR | YAYAQUUQUUUQUUYUYY RSLI2aAG 2F wHnzn
Most towns have takenmne eleme civil defence precautions.

The presentation was a series of sta images.

This action was necessary for the ulti success of the revolution.

He had been expe from school for stealing.

The lack ofmoney depressed and frust him.

The money from fruipicking was a suppl to their regular income.

The 10,000wo0rd level

'S 61 ayQid aSNAR2dza | o62dzi FINI® IS 2dzad RIQuUUYUueuwyy
Her parents will never acq 0 such an unsuitable marriage.

t 01 GKS RNBaasSa a2z (KFG GKSe 42y Qi ONBYYYweyypyyy

Traditionally, men were expected to nu women and children.
Religious people would never bl against God.

The car sk on thetwoad.

The politician delivered an arrogant and pom speech.

The Romans used to hire au troops to help them in their battles.

Vi
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At the funeral, the family felt depressed and mo

His pu little arms and $elgpoked pathetic.

A vol person will change moods easily.

The debate was so long and tedious that it seemed int

Drink it all and leave only the dre
A hungry dog will sa at the smell of food.
¢KS IANIQa Oft20KSa IyR akKz2Sa

Some monks live apart from society in total sec

g SNB

The enemy suffered heavy cas in the battle.

When the wedding celebrations and rev

everywhere.

| completed the test at:
h

LIAf SR dzlJ Ay

ended, there were plenty of drunk people

Vil

c
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ETHICAL CLEARANCE

12 October 2009
College of Human Sciences

Ms Ruth Angela Scheepers
Department of English Studies, Unisa
Theo van Wijk Building Roor23 12 October 2009

Proposed tite: ¢1 9 +h/ ! .![!w, D!tY I!b Lb+x9{¢LD!¢Lhb hC
DIFFICULTIES IN RELATION TO THHIRNOGBUBJECTS.

Principal investigatorMs RA Scheepers
Reviewed and processed aGlass approval (see paragraph 10.7 of the UNISA Guidelines for Ethics Review)
Approval status recommended by reviewergpproved

The Ethics Subcommittee of the CollagfeHuman Sciences has reviewed this proposal and considers the
methodological, technical and ethical aspects of the proposal to be appropriate to the tasks proposed.
Previously suggested additions have been affected appraval is hereby granted to the ipcipal
investigators to proceed with the study in strict accordance with the approved proposal and the ethics
policy of the University of South Africa.

In addition, the principal investigator should heed the following guidelines:

1 To only start thisesearch study after obtaining informed consent

1 To carry out the research according to good research practice and in an ethical manner

1 To maintain the confidentiality of all data collected from or about research participants, and maintain
security procedugs for the protection of privacy

1 To record the way in which the ethical guidelines as suggested in the proposal has been implemented
in the research

1 To work in close collaboration with your supervisor(s) and to notify the Subcommittee in writing
immediatey if any change to the study is proposed and await approval before proceeding with the
proposed change

1 To notify the Subcommittee in writing immediately if any adverse event occurs.

Approvals are valid for ONE academic year after which a continuatishbrewsubmitted.

Prof Kuzvinetsa Peter Dzvimbo

Deputy Executive Dean: College of Human Sciences
Tel: 012 429 4067

E-mail: dzvimkp@unisa.ac.za
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A

university
of south africa

UNISA

To:  Prof. RMHMoeketsi
Acting Executive Dean
College of Human Sciences
Tvw 8-08

From: Ms R Scheepers
English Studies
Tvw 6-20

Date: 12 August 2008

REQUEST FOR PERMISSION TO GATHER DATA FROM STUDENTS
Dear Prof. Moeketsi

I am registered for a doctorate in the Department of Linguistics. I am engaged in
research on the relationship between the vocabulary levels of students, and the
vocabulary demands of prescribed and study materials. I hope that my findings will
contribute meaningfully to Unisa in terms of its open distance learning objectives.

To this end, I would like to ask students attending my department’s group visits in
September and October to complete a short questionnaire and a vocabulary levels test.
[ undertake to abide by ethical requirements by providing a letter of consent to be
signed by students and by maintaining participant anonymity and confidentiality.
Participation will be strictly voluntary. At the end of this year 1 would like to have
access to these same students’ examination scripts in order to analyse their productive
vocabulary, using WordSmith Tools.

[ hope that permission will be granted as I would like to collect this data before the
end of this vear.

\
Yours sincerely R %fp’% &GQ %ﬂﬁ % W
. __«:M
Ruth Scheepers %)ﬂ'e"’\g S);o )&L (g\_f !D g

Department of English Studies ‘%,/»3 (X = nz/-”h j

A {»n
% vﬂk&
Copy: COD Prof. Z Motsa C W 08

Prof EJ Pretorius (Promoter)

RECEIVED
2003 -08- 14

QFFICE OF THE EXECUTIVE DEAN E
COLLEGE OF MUMAN SCIENCES |
= My Univarsity of South Africa

Prefler Street. Mutkleneuk Ridge. City of Tshwane

PG Box 392 UNISA 0002 South Adfrica

—— Telephene: +27 12429 3111 Facyimile: +27 12 4294150
Open Rubric WWW, unisa.ac.za
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EXPERT CORPIEXT FILES
Files making up Expert Lit Corpus

”
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EXAMINATION QUESTION PAPERS

The three examination question papers used in this study were scanned and have been inserted on the
following pages. They arENN101D ENGLISH STUDIES: APPROACHING LITERATURE ANRNYRITING
ENN102E ENGLISH STUDIES: EXPLORATIONS IN READING AND WiaNDg@ther made up the
first-year English Literature course, aBtNN106J ENGLISH COMMUNICATION FOR d.A@mpulsory

English course for Law students. Please see pages xi¥bgloiv.
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ENGLISH STUDIES: APPROACHING LITERATURE AND WRITING
Duration : 2 Hours 100 Marks
EXAMINERS :
FIRST: MR L BERMAN DR JT PRIDMORE
DR DW LLOYD DR MC MARSHALL
DR G GRAHAM-SMITH MRS RA SCHEEPERS
MR RN MALULEKE
SECOND : DR FA KALUA PROF DC BYRNE
This paper consists of 5 pages.

Answer any TWO questions. All questions carry equal marks.

Question 1
Selves and Others
Read the following two brief extracts from David Copperfield by Charles Dickens

and then answer the questions that follow. (The words marked by an asterisk (*) in
the text are glossed at the end of the quoted passages.)

Agnes laid aside her work, and replied, folding her hands upon one another, and
looking pensively at me out of those beautiful soft eyes of hers: ‘I believe he is going to
enter into partnership with papa.’

‘What? Uriah, That mean, fawning* fellow, worm himself into such promotion!’ |
cried indignantly. ‘Have you made no remonstrance* about it, Agnes? Consider what a
connexion it is likefy to be. You must speak out. You must not allow your father to take
such a mad step. You must prevent it, Agnes, while there’s time.’

Still looking at me, Agnes shook her head while I was speaking, with a faint smile
at my warmth: and then replied:

TURN OVER
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“You remember our last conversation about papa? It was not long after that —
not more than two or three days when he gave me the first intimation* of what I tell you.
It was sad to see him struggling between his desire to represent it to me as a matter of
choice on his part, and his inability to conceal that it was forced upon him. I felt very
sorry.’

‘Forced upon him, Agnes! Who forces it upon him?

‘Uriah,” she replied, after a moment’s hesitation, ‘has made himself
indispensable* to papa. He is subtle and watchful. He has mastered papa’s weaknesses,
fostered them, and taken advantage of them, unitl — to say all that I mean in a word,
Trotwood, — until papa is afraid of him.’

Later in the same chapter, the narrator meets Uriah Heep. Here are his
impressions:

I found Uriah Heep among the company, in a suit of black, and in deep humility.
He told me, when I shook hands with him, that he was proud to be noticed by me, and
that he really felt obliged* to me for my condescension*. 1could have wished he had
been less obliged to me, for he hovered about me in his gratitude all the rest of the
evening; and whenever I said a word to Agnes, was sure, with his shadowless eyes and
cadaverous* face, to be looking gauntly* down upon us from behind.

*fawning: trying to please others by paying them too much
attention without being sincere

*remonstrance: protest

*intimation: sign

*indispensable: vital, very important
*obliged: in debt

*condescension: doing something that is below his social position:
here, taking notice of the lowly Uriah

*cadaverous: from ‘cadaver’, a corpse

*gauntly: from ‘gaunt’, very thin; unhealthy-looking.

TURN OVER

xiii



AppendixD

3 ENN101D
MAY/JUNE 2010

1. From the evidence of these passages, what is the name of the narrator?

2. In one sentence, give your opinion about the character of Agnes, giving a
reason for your opinion.

3. Based on the passages you have just read, what is your impression of Uriah
Heep? Sum up the main features of his personality in a brief paragraph,
including adjectives that describe him well.

4. Do you think Uriah Heep will turn out to be a good character, working to
help others, or the opposite?

5. How did you arrive at your opinion in 4 above? Refer to and quote from the
passages to substantiate your answer.

(50 marks)

Question 2

Seasons Come to Pass

Read the text of the poem below and then answer the questions that follow:

Composed upon Westminster Bridge, September 3, 1802
William Wordsworth

Earth has not anything to show more fair:
Dull would he be of soul who could pass by
A sight so touching in its majesty:
This City now doth, like a garment, wear
The beauty of the morning; silent, bare, 5
Ships, towers, domes, theatres, and temples lie
Open unto the fields, and to the sky;
All bright and glittering in the smokeless air.
Never did sun more beautifully steep
In his first splendour, valley, rock, or hill; 10
Ne'er saw I, never felt, a calm so deep!
The river glideth at his own sweet will:
Dear God! the very houses seem asleep;
And all that mighty heart is lying still!
TURN OVER
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1. Briefly explain how the first three lines of the poem keep the reader in
suspense as to the subject of the poem.

2. The poem is divided into an octave (the first eight lines) and a sestet (the last

six lines). How does the poet’s meaning follow this division?

3. Discuss the personification of London that is central to the poem, quoting

from the poem to substantiate your statements.

4. Quote a line from the poem that suggests (in other words, does not say
explicitly) how the city’s hushed stiliness when the speaker observes it
contrasts with its usual noisy activity.

5. In your opinion, what is the speaker’s attitude to the city at the end of the

poem? Give a reason for your answer.

(50 marks)

Question 3
Heart of Darkness

The title of the novella is a metaphor for a state of mind. This is particularly so in

the case of Kurtz.

Discuss this statement. Your response need not be limited to a discussion of the

character of Kurtz, but may also explore other characters in the text.

(50 marks)

Question 4
The Madonna of Excelsior

Discuss the following statement:

The title, The Madonna of Excelsior, provides a valuable clue to Zakes Mda’s

TURN @VER
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satiric critique of the injustices of the apartheid regime.

(50 marks)

Question 5

Nervous Conditions

Stoically (Babamukuru) accepted his divinity. Filled with awe, we
accepted it too. We used to marvel at how benevolent that divinity
was. Babamukuru was good. We all agreed on this. More
significantly, Babamukuru was right. This was why my heart swelled
with gratitude as he impressed upon me the great extent of the
sacrifice he had made in leaving his work to fetch me from the
homestead that afternoon, impressing upon me particularly that the
work that he had left to fetch me was the work that paid my school
fees and bought the food that I was to eat in his house.

How are Tambu and other women dependent on Babamukuru? Using references to
the novel, explain how Tambu’s attitude changes towards this dependence.

(50 marks)
[TOTAL: 100 MARKS]
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ENGLISH STUDIES: EXPLORATIONS IN READING AND MEANING
Duration : 2Hours 100 Marks

EXAMINERS :
FIRST : MR L BERMAN DR JT PRIDMORE
DR DW LLOYD DR MC MARSHALL
DR G GRAHAM-SMITH MRS RA SCHEEPERS
SECOND : DR FA KALUA PROF DC BYRNE

This paper consists of 4 pages.

Answer any TWO questions. All questions carry equal marks.
Question 1

Seasons Come To Pass

Read the text of the poem below, and then answer the questions that follow:
Mending Wall

Something there is that doesn't love a wall,

That sends the frozen-ground-swell under it,

And spills the upper boulders in the sun,

And makes gaps even two can pass abreast.

The work of hunters is another thing: 5
[ have come after them and made repair

Where they have left not one stone on a stone,

But they would have the rabbit out of hiding,

To please the yelping dogs. The gaps | mean,

No one has seen them made or heard them made, 10
But at spring mending-time we find them there.

[ let my neighbour know beyond the hill;

And on a day we meet to walk the line

And set the wall between us once again.

We keep the wall between us as we go. 15
TURN OVER
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To each the boulders that have fallen to each.

And some are loaves and some so nearly balls

We have to use a spell to make them balance:

'Stay where you are until our backs are turned!'

We wear our fingers rough with handling them. 20
Oh, just another kind of out-door game,

One on a side. It comes to little more:

There where it is we do not need the wall:

He is all pine and | am apple orchard.

My apple trees will never get across 25
And eat the cones under his pines, I tell him.

He only says, ‘Good fences make good neighbours'.

Spring is the mischief in me, and I wonder

[f I could put a notion in his head:

'Why do they make good neighbours? Isn't it 30
Where there are cows?

But here there are no cows.

Before I built a wall I'd ask to know

What I was walling in or walling out,

And to whom | was like to give offence.

Something there is that doesn't love a wall, 35
That wants it down.' | could say 'Elves' to him,

But it's not elves exactly, and I'd rather

He said it for himself. [ see him there

Bringing a stone grasped firmly by the top

In each hand, like an old-stone savage armed. 40
He moves in darkness as it seems to me~

Not of woods only and the shade of trees.

He will not go behind his father's saying,

And he likes having thought of it so well

He says again, "Good fences make good neighbours."” 45

Robert Frost

1. How would you describe the speaker and his tone in the poem? How would
you describe the neighbour?

2. What do ‘walls’ come to represent in the poem?

3. The word ‘mending’ appears in the title of the poem, as well as in the action
that takes place throughout the poem. What is the meaning and significance
of this word in the poem?

4. The gaps in the wall serve as a metaphor for the relationship between the

TURN OVER
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5. neighbours. Briefly discuss this statement, quoting from the poem to
substantiate your statements.

6. Throughout the poem, Frost plays with form to convey meaning. Give two
examples from the poem where Frost uses changes in rhythm, visual gaps or
syntax to convey the ‘gaps’ referred to in the previous question.

7. In your opinion, has the speaker closed the ‘gaps’ in the relationship
between him and his neighbour by the end of the poem? Give a reason for
your answer.

(50 marks)

Question 2
The Great Gatsby

Jay Gatsby dies at the end of the novel. Write an essay in which you discuss
whom you consider to be most responsible for Gatsby’s death. Is it Tom? Daisy?
Myrtle? Gatsby himself? In your essay you should give reasons why or why not
each character is implicated in Gatsby’s death.

(50 marks)
Question 3

The Merchant of Venice

It has been said that Shylock deserves his punishment because he was motivated
by the desire for revenge.

Read the following extract, and then debate the validity of this claim:

Salarino: Why, | am sure, if he forfeit, thou wilt not take his flesh. What’s that
good for?

Shylock: To bait fish withal. If it will feed nothing else, it will feed my revenge. He
hath disgraced me...scorned my nation... . And what'’s his reason? | am a Jew.

TURN OVER
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Hath not a Jew eyes? ...feed with the same food, hurt with the same weapons,
subject to the same diseases...as a Christian is? If you prick us do we not
bleed?...And if you wrong us, shali we not revenge? If a Jew wrong a Christian,
what is his humility? Revenge. If a Christian wrong a Jew, what should his
sufferance be by Christian example? Why, revenge.

[ Act 3. Scene 1. |1 48-67]

(50 marks)
Question 4
Disgrace

From the beginning to the end of the novel, David Lurie suffers one devastating
humiliation after another. He loses his job and his reputation. He is forced to flee
Cape Town to live with his daughter on her smallholding in the country. There he
is beaten and burned and trapped helplessly in the bathroom while his daughter is
raped. Finally, he ends up ferrying dead dogs to the incinerator.

Write an essay in which you discuss whether there is a meaning or purpose in his
suffering; whether he is, in some way better off at the end of the novel than he was
at the beginning, and how he has changed. You must refer to the novel in detail to
substantiate what you say.

(50 marks)

[TOTAL: 100 MARKS]
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ENGLISH COMMUNICATION FOR LAW (ENGLISH 106)
Duration : 2 Houwrs 100 Marks
EXAMINERS :
FIRST : MR RA MUSVOTO MR BM NCHINDILA
SECOND : MS LM MASEHELA PROF B SPENCER
This paper consists of 14 pages plus instructions
for completion of a mark reading sheet.
INSTRUCTIONS

This examination paper consists of TWO sections. Make sure that you answer them both. Keep
track of your time and spend an hour on each section. Record the answers to section A on the
mark-reading sheet. Write your answer to Section B in the examination booklet provided.

SECTION A: Reading Comprehension

Read the case Minister of Law and Order v Milne on pages 8-14 and then answer questions 1 to
25 below.

Use the following statements to answer questions 1-3

It is in italics.

It ends with the word posea and a date.

1t is in full sentences.

It is made up of cryptic notes.

It contains a detailed narrative of the events

It concludes with the judge’s decision

It includes a full discussion of the principles pertaining 1o the case.
It lists the reported cases.

It provides details of the main players in the current case

It provides a brief summary of the case.

oo o

e e B
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Question 1
Which of the above statements apply to the headnotes section of the case?
L adfj
2 adfg
8 dj
4 adjh
Question 2
Which of the above statements apply to the Annotations section of the case?
1. bcdi
2, abhi
3. bhj
4 bhi
Question 3
Which of the above statements apply to the section of the case containing the Judge’s words?
1. cegf
2 cefg
<P cfij
4. abce
Question 4
S 49 of the Criminal procedure Act 31 of 1997 (see F p. 292) is not relevant here because
1. this section authorises the use of force to prevent someone from resisting arrest.
2. this section does not authorise the use of force 1o prevent someone from resisting arrest.
3. the driver was drunk but not resisting arrest.
4, Sergeant Assor shot the driver because he was resisting arrest.

Question 5

The headnotes include the phrase ‘Test an objective one’. Choose the correct meaning for objective in
this context.

1. What a reasonable man would have done in the circumstances.
2 The nisk of death or injury must be imminent.

3. In keeping with contemporary notions of the value of life.

4. The risk of death or injury must be reai.

Question 6
‘Harm caused by negligence also unlawfil and may be defended against” (Headnotes at C — D).
Choose the best interpretation of this sentence in the context of this case.

L The driver’s negligence in failing to realise that he was on the wrong side of the road could
have caused harm.

2 The policeman used excessive force to stop the driver.

3 The policeman had a duty to prevent the driver’s negligence from causing more harm.

4.

The policeman caused harm by neglecting to ascertain that his actions were excessive in the
circumstances.

[TURN OVER]
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Question 7

Who is being held legally responsible for the death of the driver?
1. Constable Stander

2. Sergeant Assor

3. The Minster of Law and Order

4. All three of the above

Question 8
The first thing the two policemen saw on the night was a
2, vellow Volkswagen Golf.

2 Ford Laser.

3. vehicle marked with the insignia of the flying squad.
4. flashing blue light.

Question 9

The following events led up to the shooting on the night of the incident. Arrange them in the correct
sequence:

a. the speeding driver went through two intersections without stopping
b. the policemen turned on their siren and gave chase

C. the policemen radioed for the registration of the car

d. the policemen used the loudhailer to shout at the driver

e. the policemen saw a car travelling against the flow of traffic

1. edbca

2. ebdac

3 ebdca

4. aechd

Question 10

The following events led to the death of Mr Milne. Arrange them in the correct sequence:

a Sergeant Assor fired shots at the car, resting his gun on the wing mirror
b. the speeding driver fook evasive action

¢ the police car spun out of control on the side of the road

d. shots shattered the rear window of the speeding car and it came to a stop
e Constable Stander fired a shot into the ground

1. ebadc

2. beadc

3 becead

4 eabdc

Question 11

Sergeant Stander fired at the ground in order to

1. check whether the car had been stolen.
2 get the car off the road.

3. get the driver’s attention.

4. puncture a tyre.

|TURN OVER]
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Question 12
Sergeant Assor fired at the car in order to

1. check whether the car had been stolen
2 get the car off the road.

3, get the driver’s aitention

4 kill the driver.

Question 13

On the night of the incident the deceased had been

1. driving in a stolen car on the wrong side of the dual carriageway.

2; probably too drunk to notice the police car with its blue light coming towards him.

3 returning home i a cav he had reported siolen.

4. driving in a stolen car under the influence of alcohol on the wrong side of the dual carriageway.
Question 14

The deceased was guilty of three of the following offences. Which is the exception?

1 driving under the influence of alcohol

2. driving a stolen vehicle

3. driving on the wrong side of a dual carriageway

4. failing to notify police that his vehicle had been recovered

Question 15

Sergeant Assor believed it was his duty to shoot the driver in order to prevent a possible fatal collision.
Judge Nugent believed three of the following. Which option did the judge NOT believe?

Killing the driver was not an excessive response to the risk

2 A collision was not certain and therefore the killing was not justified.

3. There was a reasonable prospect that a collision would have been avoided.

4 A collision might not have resulted in serious harm fo life and limb.

-

Question 16

The best word to replace quantum (at D - E on p. 292) in this context is

B quantity.

2 quotient.

3 amount.

4. portion.

Question 17

Match the legal principles in a to d with the names of the cases below them:

A Killing in self-defence is justified if the person concerned had been unlawfully attacked and
thought he was in danger of death or injury.

b. It is lawful for any person to use a reasonable degree of force for his or any other person’s

protection against any unlawful use of force. Force is not reasonable if it is either unnecessary
or disproportionate to the evil to be prevented.

¢: Once there is some risk of death or injury, resort may necessarily be had to lethal force because
that is the only means available to repel the risk.

d. The law set bounds to the right to defence by the rule that the force used must not be out of
proportion to the apparent urgency of the situation.

[TURN OVER]
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Pollock on Toris 15" ed

R v Attwood 1946

Nrsomi v Minister of Law and Order 1990
Salmond and Heuston on Torts 19™ ed.

Sowy

aB bD ¢C dA
aD bC ¢cB dA
aB bA ¢cD dB
aB bD cAdC

B

Question 18

ENN106J
May/June 2010

The phrase ‘as readily’ (C - D in headnotes and E on p. 294) implies there is a comparison between a

case of negligence and a case in which

| there is only a possibility of harm being caused.
2. the risk of death or injury is “real and imminent’.
3. harm to life and limb is deliberately threatened.
4. there is no possibility of harm being caused.
Question 19

What specific issue does the current court deal with?

1. action for damages

2 question of liability

3. risk of death or serious injury

4. self defence

Question 20

Who is the appellant in this case?

i. Sergeant Assor

2. the Minister of Law and Order
3. Mrs Milne
4. Constable Stander

Question 21

Who represented the respondent in the first case?
1. GEAN Barlow

2 B Roux

3. Jose da Silva

4, the State Attorney

(TURN OVER]
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Question 22
Which of the following formed part of the judge’s conclusions?
a There was a reasonable prospect that a collision would occur.
b. Even though another vehicle may have been approaching. death or sertous injury would not
necessarily have occurred. N
c. A real risk of death or serious injury was imminent.
d. Given the danger that the speeding car presented, Sergeant Assor was justified in killing the
driver.
e. Given the danger that the speeding car presented, Sergeant Assor was not justified in killing the
driver.
f. Even though another vehicle may not have been approaching. death or serious injury would

necessarily have occurred.

i abe
2. abd
3 bedf
4, acdf
Question 23

The courta quo

1 dealt with the question of both lability and damages.

2. found that the policeman was liable to the respondent.

3 found that the Minister of Law and Order was liable to the respondent.
4, All of the above.

Question 24
Sergeant Assor claimed that he would be liable for the consequences of an accident if he had not shot
Mr Milne. The judge disputed this

1. by referring to Minister van Polisie v Ewels 1975.

2. by saying that SA law rarely recognises liability for something one has omitted to do.
3 by saying that Sergeant Assor had not himsel{ created the danger.

4. All of the above.

Question 25

This case was heard in the

1. Appeal Court by Judge Goldblatt.

2 Witwatersrand Local Division by Judge Nugent.

3: Witwatersrand Local Division by Judges Nugent, Marais and Hussain.
4. Appeal Court by Judges Nugent, Marais and Hussain.

TOTAL SECTION A: 25 x 2 =50 marks
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SECTION B

Essay Question
Choose only one of the following questions.

Write an argumentafive essay of about one and a haif to two pages (450 words) on ONE of the
following topics.

1. Immigration has contributed to a rise in international crime. Discuss this statement by giving
examples and show whether or not you agree with it.

2. In some countries, the laws are punitive and not corrective. Discuss this statement by giving
examples and show whether or not you agree with it.

(98]

Corruption is mainly practised by the rich. Discuss this statement by giving examples and show
whether or not you agree with it.

TOTAL SECTION B: 50 marks

TOTAL FOR PAPER: 100 marks
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MINISTER OF LAW AND ORDER v MILNE A

WITWATERSRAND LOCAL DIVISION

MARAIS J, NUGENT and HUSSAIN AJ
1997 March 20, 27 Case No A3025/96

Delict — Liability for - Wrongful and negligent causing of death — Defences —
Killing in defence of another - Force used must not only be necessary. but
also not excessive-Where there is some risk of death or injury. resort not ¢
necessarily to be had to lethal force because such onlv means available to
repel risk — Risk of death or serious injury required to be real and
imminent — Test an objective one — Harm caused by negligence also
unlawful and may be defended against ~ But nature of conduct in cases of
negligence such that it ought not to be as readily assumed that apparent
threat will manifest itself in harm - Motorist driving in wrong direction on D
carriageway of dual carriageway — Motorist driving at high speed —
Policeman following motorist and attempting unsuccessfully to shoot tyres
of motorist’s vehicle — Thereafier policeman shooting in direction of
motorist and killing them — Main concern of policemen was to get motorist
off the road because of danger on oncoming traffic — Real risk that death ¢
or serious injury imminent not established — Killing of deceased not
Justified — Minister liable.

In an action for damages for the wrongful and negligent causing death, for the
defence of killing in defence of another to succeed the force which was
used must not only be necessary, but must also not be excessive. These are
separate and distinct requirements. It ought not to be thought that, once F
there is some risk of death or injury, resort may necessarily be had to lethal
force merely because that is the only means available to repel the risk. (At
293C.)

The risk of death or serious injury must be real and imminent in order to justify
homicide and this requirement is in keeping with contemporary notions of
the value to be attached to human life. The test is, of course, an objective
one. What must be asked is whether a reasonable man in the position of the
actor would have considered that there was a real risk that death or serious
injury was imminent. (At 294B/C-D.)

While harm caused by negligence is also unlawful and may be defended
against, the very nature of the conduct which is in issue in cases of
negligence is such that it ought not to be as readily assumed that the
apparent threat will in due course manifest itself in harm. (At 294D/E-E/F.)

In the present case, an action for damages arising out of death of the
respondent’s husband who had been shot and killed by a policeman in the
employ of the appellant, it appeared that the deceased had been driving at
high speed in the wrong direction on a carriageway of a dual carriageway.
Two policemen set off in a police car in pursuit of him and, when they
caught up with him, they tried, using a loudhailer, to call upon him to stop. I
There was no reaction from the deceased. When it became clear that the
deceased did not intend to stop, one of the policemen started to shoot at the
wheels of the deceased’s vehicle in order to try and get the deceased’s
vehicle off the road because of the danger which it posed to oncoming
traffic. This had no apparent effect, however. and the policeman then ]
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started firing in the direction of the driver. The policeman at first directed
his shots tow down but he gradually aimed higher as he continued firing.
The deceased’s vehicle then came to a stop at the side of the road. The
driver of the vehicle was found dead. slumped in the seat of the car. An
action for damages was instituted mn-a Local Division. On trial only the
question of liability was dealt with. It was held that the killing of the
deceased was not justified and that the appellant (defendant) was
accordingly liable. In an appeal to a Full Bench,

Held. applying the principles set out above, that the trial Court had correctly
concluded that a real risk of death or serious injury resulting from the
deceased’s conduct had not been presented itself and that the killing of
the deceased was accordingly not justified. (At 295A/B.) Appeal
dismissed.

Annotations:

Reported cases
Minister van Polisie v Ewels 1975 (3) SA 590 (A): distinguished
Nisomi v Minister of Law and Order 1990 (1) SA 152 (C): dictum at
530D not approved
R vAtwood 1946 AD 331: applied
R v Molife 1940 AD 202 applied
R v Patel 1959 (3) SA 121 (A): applied.

Appeal to a Full Court from a decision of a single Judge (Goldblatt J) in the
Witwatersrand Local Division. The facts appear from the judgement of
Nugent J.

B Roux for the applicant.

G E A N Barlow for the respondent.
Cu adv vult.

Posrea (March 27).

Nugent J: This appeal concerns the circumstances in which homicide may be
justified in self-defence or in defence of another.

On the night of Friday, 19 July 1991, two members of the South African
Police were in duty in a yellow Volkswagen Golf motor vehicle which
was marked with the insignia of the flying squad. The vehicle was fitted
with a radio, a siren and a loudhailer. Mounted on the inner side of the
rear window was a blue light which would flash when illuminated. The
driver of the vehicle was Sergeant Assor. Constable Stander was in the
passenger seat. Their vehicle was stationary alongside the duel
carriageway between Modderfontein and Johannesburg, where they were
observing the passing traffic.

The two carriageways are separated by a strip of land of considerable width,
which in parts is open grassland and in parts is planted with groves of
trees. Each carriageway has two traffic lanes. At intersections the
carriageway widens to provide a third lane for tuming traffic. The road is
unlit.

At about 10:00 pm the two policemen were astonished to see a Ford Laser
motor vehicle pass them by at considerable speed. travelling in the
direction of Johannesburg. What caused their astonishment was that the
v%cle was travelling on the wrong carriageway, against the flow of
traffic.

ENN16G6)
May/June 2010
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