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Abstract

The purpose of the present study concerning the acquisition of English phrasal
verbs was to examine and demonstrate, through four empirical experiments, the
effectiveness of cognitive linguistics inspired approaches with pictorial elucidations,

their teachability, learnability, and adaptability to active learning-based instruction.

The reasons for focusing on phrasal verbs are threefold. First, difficult expressions
can be articulated using a basic lexicon that language users are likely to have already
acquired. Therefore, if learners have trouble communicating in English because they do
not know how to express what they would like to communicate in English, phrasal
verbs can bridge gaps in knowledge and assist speakers in expressing themselves. The
second reason is that English phrasal verbs are economical. When combined with a
limited number of basic verbs and particles, phrasal verbs function much better than
verbs alone. The third reason is that phrasal verbs are frequently used in daily

conversation by native speakers of English.

If the objective is to develop students’ basic communication abilities in English,
phrasal verb learning should be recognized as crucial for English language education in
Japan. However, for learners of English as a foreign language, phrasal verbs can be
challenging to master. The so-called Gestalt makes it difficult to understand why phrasal
verbs mean what they do, and as a result, the learning process is laborious. As cognitive
linguistics can reveal mysteries, such as those associated with phrasal verbs, from the
perspective of linguistic motivation, a concept that conflicts with arbitrariness,

instruction utilizing still or moving images based on its insights could be effective.

The advantages of phrasal verb learning via the cognitive linguistics-based
approach are as follows: (1) a focus on linguistic motivation facilitates memory, (2) it
clarifies differences from synonymous expressions, and (3) it deepens understanding of

grammar and usage. The current research was an empirical study exploring the
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usefulness of cognitive linguistics-based approaches to phrasal verb learning, as
described above, in Japanese educational settings. This doctoral dissertation consists of

seven chapters, as outlined below.

Chapter 1 presents an overview of this study. Then, key concepts of Subject

Development Studies, in which the present study was grounded, are introduced.

In Chapter 2, previous research on phrasal verbs and their learning as well as the
theoretical background of cognitive linguistics and applied cognitive linguistics are
summarized and discussed. In addition, scientific evidence from a variety of fields, such
as psychology and learning science, is reviewed to support the usefulness of the

methodologies and materials employed in the present study.

Chapter 3 examines whether the application of materials based on the cognitive
linguistics findings proposed in the present study was effective for phrasal verb learning
or not. After dividing the participants into two groups, one of which learned phrasal
verbs on the basis of cognitive linguistics and the other on the basis of conventional
approaches, it was determined that participants in the former group scored significantly
higher on the post-test, proving the efficacy of the phrasal verb materials derived from

cognitive linguistics insights.

Chapters 4 and 5 verify the effectiveness of the cognitive linguistics approach for
phrasal verb instruction in terms of teachability and learnability, respectively. When
developing materials to put theory into practice in educational settings, it is imperative
to consider whether they are both easy for teachers to teach and for learners to learn. In
contributing research findings to the field of education, it is considered more
appropriate to focus on the findings of theoretical linguistics to enhance teachers’
instruction and cognitive abilities to enable learners to understand the explanations. The
results of the verification confirmed that teachability and learnability were guaranteed
elements when the method was applied. With respect to learnability, the gain scores
(post-test minus pre-test) for phrasal verbs learned in the proposed cognitive linguistic

approach were found to be high, regardless of English proficiency or the number of
Xl



phrasal verbs learned before the experiment. Furthermore, the cognitive linguistic
approach to phrasal verb learning was observed to be beneficial in reducing the

differences among academic groups.

In Chapter 6, a practical model for active learning-based instruction for phrasal
verb acquisition utilizing the jigsaw method is proposed. In recent years, although
active learning has been recommended in education in Japan, teacher-centered
instruction remains the main method of vocabulary teaching. To enable the results of the
present study to be incorporated into educational settings, one method of active

learning-based instruction for phrasal verb learning and its effects is demonstrated.

This doctoral dissertation investigated the effectiveness of the proposed phrasal
verb learning methods through four empirical studies, as previously described. In
Chapter 7, a summary of the multitude of results obtained in the present study is
presented, the limitations are enumerated, and recommended directions for future

research on phrasal verb learning methods are indicated.

XV



Chapter 1 Introduction

1.1 Outline of the Present Dissertation

Why does the phrasal verb “Watch out!”” mean “pay attention”? Some English learners may
ask themselves this type of question. This is one of the mysteries of English expression that cannot
be understood by simply relying on Japanese translations, akin to combining 5. % for “watch”
and “4%> for “out” separately in vocabulary learning. In this regard, phrasal verbs often pose
difficulties for learners of English as a foreign language owing to their Gestalt, or configuration
nature, in which the meaning of the entire phrasal verb cannot be predicted based on the sum
meanings of their verbs and particles. In this dissertation, prepositions and adverbs that are
combined with verbs are collectively termed particles. Gestalt, or configuration is a concept based
on the psychological notion that the meaning of the whole is more than the sum of the individual
parts. The word “blackboard” is a compound of the words “black” and “board,” yet it does not
literally mean a “black-colored board,” which, if looked for, would be commonplace. Rather, it
represents a “blackboard” attached to a classroom wall that is utilized for writing letters and
diagrams, etc. In this phenomenon, the whole simply does not add up to its partial meaning. It is for
this reason that Japanese learners of English are sometimes ridiculed for using “phrasal verbs as
painful verbs” (Aoki, 2007, p. 9). Reportedly, in addition to Japanese learners of English,
Romanians, Spaniards, and others have difficulty learning phrasal verbs, given the lack of phrasal
verb equivalents in their native languages (Neagu, 2007, p. 122). Furthermore, some studies have
revealed that learners of English tend to avoid using English phrasal verbs because of this

association with their mother tongue (Dagut & Laufer, 1985; Laufer & Eliasson, 1993). However,



phrasal verbs are, in fact, a useful vocabulary because they can express various and difficult things
with simple and basic words. Moreover, as mentioned above, the major learning problem with
phrasal verbs, which are often referred to as multi-word verbs or verb + particle constructions, is
notoriously the semantic Gestalt (via metaphors in the conceptual system) that disables their overall
meaning and, in turn, prevents predictions of their meaning from the constituent parts consisting of
verbs and particles. However, the insights of cognitive linguistics can account for why phrasal verbs
behave in such a manner. By using a theoretical rationale for the meaning of a phrasal verb, learners
of English can formulate and grasp an image for it, which gives them a better understanding of its
meaning. The purpose of the present study of phrasal verb acquisition was to examine and prove
through experiments the effectiveness of pictorial elucidations based on the outcomes of cognitive
linguistics for solving the above-mentioned problems.

This doctoral dissertation consists of seven chapters including this Introduction. Chapter 2
reviews the theoretical background of linguistics, cognitive linguistics, and applied cognitive
linguistics. It also discusses previous studies in various fields in which the present study is grounded
in terms of their methodology and materials as well as the importance and complexity of phrasal
verb acquisition.

Chapter 3 illustrates through an experiment the validity of a cognitive linguistic approach to
phrasal verb acquisition that emphasizes linguistic motivation, such as why an expression has a
certain meaning.

As the purpose of the present study is to propose methods that can be put into practice in
educational settings and to contribute the research results to English education in Japan, methods of
phrasal verb learning, acquired based on cognitive linguistics, are examined within the frameworks

of teachability in Chapter 4 and learnability in Chapter 5.



Linguistic motivation is a concept that conflicts with arbitrariness, in the sense that certain
reasons exist for the way language is expressed, or certain relationships are present between the
expressed language and the meaning embodied in its representation. According to Littlemore (2009),
“in applied linguistics the term "motivated" is usually used to refer to keen and enthusiastic learners,
whereas in cognitive linguistics, the term is applied to the language itself; it is used to refer to the
fact that some aspects of language are not arbitrary and that there are sometimes reasons why we
say things the way we do” (p. 148). Teachability and learnability are terms used in second language
acquisition (SLA) theories, such as those of Pienemann (1998) and Gregg (2001). They refer to the
ability of the learner’s internal LAD (language acquisition device) to operate within a second
language through a process of teaching and learning based on some predetermined acquisition order
according to developmental stages (Pienemann, pp. 250-264). However, it should be noted that
teachability and learnability in this dissertation obey the following definition by Tanaka (2007).
Tanaka (pp. 558-559) lists three conditions for a sound pedagogical grammar: the possibility for
the teacher to teach, the possibility for the learner to learn without stumbling, and the possibility for
the grammar to be useful for communication. School English grammar in Japan teaches grammar
comprehensively based on prescriptive grammar, but it does not clearly explain to learners why the
grammar is the way it is. Theoretical linguistics can benefit school grammar by providing the
reasons why language is or is not expressed in the way it is. However, due to a lack of theoretical
linguistics knowledge and the difficulty of the field itself, teachers do not feel confident that they
can actually teach learners by applying their knowledge of theoretical linguistics, and learners are
uncertain whether they will understand the explanations given by teachers referring to theoretical
linguistics. The concepts of teachability and learnability were used in the present study as indicators

of whether the above concerns can be addressed and the problems solved. Tanaka is committed to



cognitive linguistics, which suggests that language acquisition reflects the interaction of intrinsic
cognitive abilities, including perception, memory, thinking, and learning. On the other hand,
Pienemann and Gregg differ from Tanaka in their definitions of teachability and learnability, as “the
fundamental goal of a theory of second language acquisition (SLA) is to explain the acquisition of
competence in a second language” (Gregg, 2001, p. 152). The research focuses on the implicit
linguistic competence that constitutes linguistic knowledge. They are likely to have dissimilar
definitions of teachability and learnability due to their different concerns to Tanaka. Gregg (2001)
stated that “the connections between SLA theory and L2 instruction are indirect, complex, and
tenuous at best, when they are not non-existent, and we may as well face that fact” (p. 153). The
arrangement of grammatical items in textbooks used in educational settings does not necessarily
follow the processability theory idealized by SLA findings. In contributing research findings to the
field of education, it is considered more appropriate to focus on the findings of theoretical linguistics
to enhance teachers’ instruction and cognitive abilities to enable learners to understand the
explanations. Therefore, this study used Tanaka’s definition. Nakagawa’s (2013a) study of phrasal
verb learning showed that post-instruction retention was better when learners understood why
phrasal verbs mean what they mean, based on a cognitive linguistic approach, rather than the
conventional method of learning by rote. In the present study, experiments were conducted to
determine whether the proposed cognitive linguistic approach could be taught even by teachers who
had no knowledge of linguistics and whether learners could understand and acquire phrasal verbs
in this manner.

In Chapter 6, an inductive phrasal verb learning method is proposed to correspond to the
active learning-based instruction currently occurring in the educational sphere. In Japan, although

the practice of active learning-based instruction in classrooms has been increasing, there remain few



research examples in vocabulary learning. Furthermore, very few studies have presented case
studies that incorporate active learning-based instruction focused on phrasal verbs in vocabulary
learning or examined its effectiveness. In this paper, phrasal verb learning through application of
the jigsaw method is proposed to shift from rote vocabulary learning to vocabulary learning based
on active learning-based instruction. Oshima and Maskawa (2016) criticized the emphasis still
placed on learning “facts” in many subjects in Japan and argued the importance of “acquiring
knowledge” through “learning with understanding” and “learning in such a way that transfer occurs.”
This study investigated the effectiveness of the proposed phrasal verb learning methods
through four experiments, as previously described. In Chapter 7, various results obtained in the
study are summarized, and directions for further research on phrasal verb learning methods are

suggested.

1.2 From the Perspective of Subject Development Studies

Before proceeding with a detailed discussion of the present research, | would like to share
how it was conducted based on my own understanding of the concept of the new research field of
“Subject Development Studies,” as this dissertation seeks to contribute to it. According to Shirahata,
Shimbo, and Kitayama (2015), Subject Development Studies integrate three different but related
academic fields: (a) learning of student’s major subject (e.g., learning scientific theory); (b) learning
how to teach his or her major subject (e.g., how to teach science to students); and (c) learning of
pedagogy and education in general (e.g., learning what education should be). In the present research,
studies of specialized fields are regarded as research based on linguistics theory, while studies of

how to teach subjects are referred to as research on English teaching methods. The research was



carried out in the field of linguistics theory applications, or more precisely, the theory of cognitive
linguistics, to the field of language teaching as a bridge between the two. The main theme of the
present study, which is inserted in the field of applied linguistics, is how to transform elaborate
linguistic theories into practical applications in language education. In the past, there was a gap
between studies of specialized fields and studies of subject teaching methods, but in recent years,
with the development of this new research field, attempts are being made to construct new academic
disciplines. The purpose of the present research was to discover effective teaching methods for the
acquisition of phrasal verbs by transforming image schemas used in cognitive linguistics into
familiar illustrations and developing materials that both teachers and learners can easily comprehend.
To examine practical methods in the field of education, both qualitative and quantitative research
was employed, and efforts were made to conduct the research as scientifically as possible from a
variety of perspectives. In educational practice, vocabulary instruction, in particular, is mainly based
on rote memorization, and little has been achieved with respect to the efficient learning of figurative
idioms, including phrasal verbs. The current study, which presents explicit teaching methods that
enable learners to acquire phrasal verbs in a meaningful and comprehensible way, is helpful in this
regard.

Above, | described Subject Studies as a field that integrates studies of specialized fields and
studies of subject teaching methods in relation to the theme of this doctoral dissertation. What
follows is a description of a method that integrates Education Environmentology and Subject
Studies. Education Environmentology Studies include the recent spread of active learning-based
instruction in schools. In Chapter 6, based on the learner-centered approach, a vocabulary learning
method to assist learners, called problem-solving learning, is presented in this context of a changing

learning environment within Education Environmentology studies, such as schools incorporating



active learning-based instruction, which has been spreading rapidly in recent years. Theoretical
linguistics with a scientific basis is systematized to make it applicable to actual educational settings.
In schools where the paradigm is shifting from teaching to learning, active learning-based
instruction is taking place; therefore, in educational environments where educational equipment
based on information and communications technology (ICT) is being introduced, the present study
investigated how phrasal verb learning methods can be developed and exploited to contribute to the
diversification of learning styles from an educational technology perspective. In the case of phrasal
verb acquisition using video and still images, the construction of a learning environment and
methods of visual memorization were pursued while referring to the findings of cognitive science
on the mechanisms of memory.

Figure 1.1. outlines the concept of Subject Development Studies, as described above.

Figure 1.1.
Concept of Subject Development Studies Grounded in Nishimiya, Noji, Ito, Shirahata, Shimbo, &

Kumakura (2015, p.5)

Studies on “Subject Development”
Research on explicit teaching methods that enable phrasal
verb learning with comprehension and phrasal verb
acquisition methods that foster autonomous learners
focusing on linguistic motivation

N

Subject Studies Education Environmentology
Research on phrasal verb teaching methods Research on active learning and learner-
and phrasal verb acquisition in light of centered learning that incorporate findings
cognitive linguistics from “Learning science” and other fields
Studies of Specialized Fields Studies of How to Teach Subjects Studies of General Pedagogics
Research on conceptual metaphors in Research on phrasal verb teaching and learning Research on memory mechanisms with
cognitive linguistics based on Second Language Acquisition Theory reference to cognitive science and psychology




Chapter 2 Theoretical Background

2.1 Cognitive Linguistics

2.1.1 Overview of Cognitive Linguistics

Cognitive linguistics is a branch of theoretical linguistics that dates to the study of generative
semantics, which emerged in the late 1960s, and has developed since the 1980s. Cognitive
linguistics holds a view of language that regards linguistic competence as derivative and emergent
from operational and general cognitive competence. Yamanashi (2000, p. 8) defined “cognition” in
cognitive linguistics as “cognitive ability” in the broadest sense of the term. It is rooted in subjective
interpretation, categorization, and expansion of the external world; meaning making; interaction
with one’s environment and society; and physical experiences, including the five senses, spatial
cognition, and kinesthesia. Against the backdrop of this paradigm of “cognition” in cognitive
linguistics, research has expanded to include Taylor’s categorization, Lakoff and Johnson’s
metaphor, Langacker’s cognitive grammar, Fillmore’s frame semantics, Goldberg’s construction
grammar, Talmy’s force dynamics, Sweetser’s semantic change in Indo-European languages, and
Fauconnier’s mental space theory. Although they are not easily aligned because of the various
positions held by these scholars, most emphasize the principle that Lakoff (1987, pp. 343-345) calls
“experientialism.” Experientialism is the view that language is based on our physical and
psychological experiences in the environment in which we live. However, scholars do not
completely deny that there are some innate factors involved in language acquisition (Langacker,

20084, p. 8; Tomasello, 2003, p. 1; Tsuji, 1998, p. 33). Research on cognitive linguistics is being



conducted now in an interdisciplinary manner, extending the field of study to incorporate various

adjacent fields, from artificial intelligence to literature.

2.1.2 Application of Cognitive Linguistics to Foreign Language Learning

Flashcards are often used as a classroom activity for teaching vocabulary in junior and senior
high schools. New educational devices have emerged, yet the concept of flashcards remains, as
exemplified by the adoption of flashcards as a function of digital textbooks. The process of showing
flashcards, listening to English, and having students pronounce English words or say their meanings
is based on the Audio-Lingual Approach, a teaching method developed by Fries (1945) and Lado
(1964) at the University of Michigan. This approach refers to Skinner’s theory of behaviorist
psychology and American structural linguistics, which state that the connection between stimulus
and response is strengthened by repetition. In the field of education, pattern practice has been
performed as a way for students to acquire language patterns through practice. However, it has been
criticized as an exercise that focuses on form, rather than on the semantic content of words, and is
simply mechanically repeated sentences disconnected from actual scenes and contexts. The Audio-
Lingual Approach (Lado & Fries, 1958), on which pattern practice is based, comes from the idea

that language is acquired through repeated utterances, as shown below.

(1) Question: What is this? Answer: It is a pencil.
Question: What are these?  Answer: They are pencils.

(Fries, 1945)



Although the Audio-Lingual Approach can promote memorization of English patterns
through substitution of certain parts of the text, as in the English sentences above, it is also
monotonous. Moreover, it is difficult to develop communicative competency because the focus is
on form, rather than on semantic content. The fact that the Audio-Lingual Approach is no longer
seen in the field of education in Japan today, where communicative competency is now required,
can be attributed to this issue. Thus, we can see that foreign language teaching methods are related
to theoretical linguistics. Later, Chomsky, who criticized American structural linguistics on the
grounds that children can acquire language even in POS (poverty of the stimulus), changed the focus
of theoretical linguistics to generative grammar. Chomsky was skeptical of the application of his
theory to language teaching. When asked by an audience member at a lecture in Managua about
possible applications of his linguistic theories in language teaching, Chomsky responded that
linguistics has little to say about practical matters and that the capacity to carry out practical
activities is usually far more advanced than scientific knowledge (Chomsky, 1988). Regarding
language teaching, he stated, “The truth of the matter is that about 99 percent of teaching is making
the students feel interested in the material. Then the other 1 percent has to do with your methods”
(p. 181). As a teacher, I intuitively understand that no matter how good a teaching method is, a class
will not be successful unless the students are intellectually curious.

Although Chomsky was not active in the application of generative grammar to language
teaching, because of the focus of his research on grammar (strictly syntactic operation system),
some early transformational grammar applications for language teaching were attempted (cf. Lester,
1973). Shirahata (2008) argued that school grammar can teach “this way of saying things” but lacks
the ability to explain “not this way of saying things” and “why it is wrong to say things this way,”

while generative grammar can contribute to foreign language teaching by providing rational
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answers to such questions. Certainly, generative grammar is useful as it allows us to explain
syntactic rules explicitly. However, as generative grammar focuses on grammar and not as much
on meaning, it has few implications for vocabulary learning in foreign languages. While generative
grammar as a linguistic approach presupposes the autonomy of linguistic abilities, a linguistic
approach postulating that linguistic abilities are motivated by general cognitive abilities that reflect
human physicality later emerged and became known as cognitive linguistics. Regarding the

application of cognitive linguistics in language education, Langacker stated the following.

It remains to be seen whether language teaching will fare any better when guided by notions
from cognitive linguistics. There are, however, grounds for being optimistic. Compared to
other approaches, cognitive linguistics offers an account of language structure that—just from

the linguistic standpoint—is arguably more comprehensive, revealing, and descriptively

adequate. (Langacker, 2008b, p. 66)

According to Langacker, while there is some uncertainty about the effects of applying the
findings of cognitive linguistics in language education, it is one of the only linguistic theories that
focuses on linguistic motivation. Linguistic motivation opposes the notion of arbitrariness that is
deemed to characterize linguistic signs, which suggests that linguistic motivation can be used
effectively in language teaching. Cognitive linguistics emphasizes the human experientialism stance
and posits that language reflects the experiences gained through interactions with physical activity,
culture, and social environments. In other words, cognitive linguistics is based on the idea that how
we perceive things differs, depending on our culture and environment, and that various ways of

perceiving things results in a variety of linguistic expressions. This differs greatly from generative
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grammar, which focuses on the autonomy of linguistic ability. Language acquisition research based
on cognitive linguistics, including research fields such as applied linguistics, SLA, pedagogical
grammar, and language teaching, was, to my knowledge, first conducted by Johnson (1985) in
article form and Dirven (1989) in book form. More recently, there have been several language
acquisition studies based on cognitive linguistics (Achard & Niemeier (Eds.), 2004; Robinson &
Ellis (Eds.), 2008; Tyler, 2012; Tyler et al. (Eds.), 2018, etc.). Tyler (2008, p. 907) stated that “one
of the central challenges in applied cognitive linguistics is to demonstrate the effectiveness of the
cognitive linguistic approach to second language acquisition. As Figure 2.1. shows, Boers (2013)
summarized previous research on its effectiveness in vocabulary retention, indicating the

accumulation of empirical research.
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Figure 2.1.

An Inventory of Quasi-Experimental Intervention Studies of the Effect of CL-Informed Treatments

on Vocabulary Retention (Boers, 2013, p. 215)

Study

Targets for learning

CL group better retention
of treated lexacal items?

Kovecses & Szabd (1996)
Boers (2000a)
Boers (2000b, study 1)

Boers (2000b, study 2)
Boers (2000h, study 3)

Boers (2001)
Verspoor & Lowie (2003)
Csabi (2004)

Boers, Demecheleer &
Evckmans (2004)

Morimoto & Loewen (2007)

Berendi, Csabi & Kavecses
(2008)

Condon (2008)

Li (2009, study 1)

L1 (2009, study 4)

L1 (2009, study 5)
Cho (2010)

Gao & Meng (2010)

Tyler, Mueller & Ho (2010)
‘asuda (2010)

Phrasal verbs with up and dozen

Metaphoric word uses in economics (e.g.

hurdles; bail out; wean off)
Metaphors to talk about anger (e.g
Sfuoming; bite someone’s head off)

Phrasal verbs with in, eut, up and down

Metaphoric word uses in economics (e.g.

plunge; peak; soar; slhide)

Figurative idioms (e.g. @ dummy run; get
tnto gear; a chink in one’s armour)

Metaphoric word uses (e.g. bulge; grapple;
smother)

Uses of hold and keep (incl. phrasal verbs
and idioms)

Figurative idioms (e.g. cuf no e with
someone; watting in the wings)

Uses of break and over

Metaphors to talk about anger (e.g. blow
off steam; add fuel to the fire)

Phrasal verbs with in, eut, up and down

Metaphoric word uses (e.g. regurzitate;
downhill; erupl)

Figurative idioms (e.g. hit the ceiling; call
the shots; blow the whistle)

Proverbs (e.g. a rolling stone gathers no moss;
look before you leap)

Uses of the prepositions at, i and on

Metaphors to talk about anger

Modal verbs could, would, should and must

Phrasal verbs with into, up, down, out and

off

Yes, but no significance
calculated

Yes

Yes

Yes
Yes

Yes
Yes
Yes
Yes

The same

Yes

Yes, in 3 of 4 trials
Yes

Yes
Yes

Yes
Yesin 1 of 3 trials
Yes

The same”

Note. CL = Cognitive Linguistics
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In Japan, beginning with Tanaka (Ed.) (1987), Ueno (Ed.) (2006), Arakawa and Moriyama
(2009), Imai (2010), Onishi and McVey (2011), Nakagawa (2013c), and Cho (2016), there has been
some research on the application of cognitive linguistics to SLA and foreign language teaching, just
as in other countries. Recently, Nakagawa (2020a) discussed the affinity between English teaching
methodology and cognitive linguistics. Niemeier (2017) proposed a method that combines task-
based language teaching (TBLT) and cognitive grammar, which is mainly applied in the field of
cognitive linguistics research on grammatical theories, and new cognitive linguistic approaches to
teaching have been attracting attention. Langacker (1987) developed cognitive grammar and
proposed UBM (usage-based model) based on a maximalist, non-reductive, bottom-up approach.
UBM has also had a major influence on the development of research, such as Tomasello’s (2003)
native language acquisition and Ellis and Fernando’s (2009) SLA. The maximalist position states
that an enormous amount of learning is involved in gaining free command of a language, and it tries
to minimize the assumption that there is an inborn structure specific to a language. A non-reductive
approach posits that the concept of grammar includes not only reducible rules but also concrete
examples of repeated patterns. The bottom-up approach refers to the idea that rules are acquired
through exposure to the language used in daily life. The term usage-based model was coined by
Langacker and empirically studied by Tomasello and others to describe the inductive acquisition of
language through experience, such as the frequency of input (token frequency, type frequency).
Langacker (20004, p. 1) stated that “For better or for worse, | admit to having coined the term usage-
based model”. The idea is that language is acquired through repeated utterances, as in the Audio-
Lingual Approach (Lado & Fries, 1958), the basis of pattern practice in education. The usage-based
model is a theory of language acquisition that explains how children go from item-based

construction to adult syntactic construction (Kodama & Nozawa, 2009, p. 31).
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In fact, certain scholars used a similar approach to explain linguistic events, even before
cognitive linguistics was established. Cognitive linguistics emphasizes the usage-based model and
the empiricist position and assumes that linguistic expressions reflect experiences gained through
physical movements using the five senses and interactions in cultural and social environments and
that this view is based on the general cognitive abilities of ordinary people.

In the fields of English grammar and usage research, Konishi (1964, pp. 97-102) referred to
the difference between the prepositions IN and AT by stating that although IN contains the notion
of a wide place and AT a narrow place, it does not represent a difference in the original meaning
but in the speaker’s position and feeling in the moment, which is reflected in the preposition through
psychological processes. Lee (2001, pp. 23-24), who relied on cognitive linguistics, offered the
similar explanation of AT and IN to Konishi’s above. In cognitive linguistics, there is active study
of polysemantic words, with emphasis on their semantic extension, but the concept of the existence
of a central meaning was also used by “meaning[znachenie]” Vygotsky (1962, p. 146) after Paulhan
(1928). Additionally, Bolinger stated that one polysemous word comprises “a single overarching
meaning” (1977, p. 19), which is not based on cognitive linguistic theory. From this point of view,
the way cognitive linguistics perceive language can be said to be one of the natural cognitive
activities, rather than a way of thinking unique to cognitive linguistics.

The theoretical background of central word meanings based on the findings of cognitive
linguistics is based on prototypes and cores, which can be divided into two major categories. The

former is an idea derived from Wittgenstein’s family resemblance.
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Figure 2.2.

Family Resemblance (Armstrong et al., 1983)
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Taking a family as an example, a prototype can be said to be a typical member of a family
that does not all possess identical features but are related to one another and appear to be similar to

the family as a whole in Figure 2.2. The same is true for the bird prototype, ROBIN, in Figure 2.3.
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Figure 2.3.

Prototype for the Concept of BIRD (Armstrong et al., 1983)
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By contrast, according to Tanaka et al. (2006), core is a context-independent concept that
captures the maximum common denominator of usage examples and the entire semantic range of a

word.
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Figure 2.4.

Core Image (Tanaka et al., 2006)
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Prepositions with an expanding figurative meaning are also polysemous words. In a cognitive

linguistics approach, the central meaning of a preposition is often illustrated with an image schema
to facilitate understanding.
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Figure 2.5.

ACROSS (Langacker, 2000b)
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Figure 2.6.

ACROSS (Nakagawa, 2013b)
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The diagrams in Figures 2.5. and 2.6. are images of ACROSS. The left image shows the
movement of the object itself, as in “walk across the street,” and the right image shows the
movement of the gaze only, not the object itself, as in “live across the street.” When theoretical
linguistics is used in language teaching, it is necessary to present it in a simple way that learners can
understand. In Figure 2.6., Langacker’s (2000b) detailed representation of an ACROSS diagram
has been modified by Nakagawa (2013b) using friendly illustrations. Although scholars have used
similar images, there is no unified set, as there have been various iterations. This can be seen by

comparing Tyler and Evans (2003) and Tanaka et al. (Eds.) (2003) to image figures.

Figure 2.7.

TO (Tyler & Evans, 2003)

o
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Figure 2.8.

TO (Tanaka et al. (Eds.), 2003)

Furthermore, image schemas themselves are theoretically based on the physical experiences
in an individual’s daily life, from which a certain abstract pattern is derived and emerges in the mind
(Nakagawa, 2019a).

In recent years, some textbooks have been designed to enable students to learn English
prepositions with accompanying imagery, but there is still room for improvement in the usage of
prepositions such as AT, IN, and ON when they are used to represent time. While the physical
positional relationships represented by prepositions are shown by images in some textbooks, the
abstract time-representing uses of prepositions and the reasons the preposition represents that use
are rarely explained through images. Time prepositions have figurative extended meanings, and
although they are taught in junior high school, many high school students have not mastered them.
Nakagawa (2019b) mentioned that the percentage of correct answers to basic questions about time
prepositions was only 72%; exploring the pedagogical effects of “time prepositions” using imagery.

In the study above, first-year high school students were divided into two groups: one based on rote
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learning (control group: 31 students) and the other based on cognitive linguistics (experimental
group: 31 students). Students were given a pre-test, a post-test immediately following the instruction,
and a delayed test one week after the instruction.

In the control group, the following handout (Figure 2.9.) was used to promote retention by

checking the usage of the prepositions on the test..

Figure 2.9.

Handout Used for Explanation

R R T RIE R
at : Il - 42 - 1B
in: H « & - ZFE - R PR
on: Af} - WEH - FFEDH

In the experimental group, after a video was shown and the images of prepositions explained,
the handout above was used to confirm each usage in English to promote understanding.
Specifically, while showing the video (Figure 2.10.), the researcher explained to the learners that
AT, with its image of a single point, is used to express a point in time and is used for the
instantaneous moment; IN, with its image of inclusion in space, is used to express a relatively wide
range of times; and ON, with its image of contact, is used to express a sense of contact at a specific
time and is also used to mark a calendar with a sticker. As ON has the image of contact, the
researcher explained to the participants that in the expression of time, it is used when there is a sense

of perfect contact at a particular time and also when a sticker is attached to a calendar to mark it.
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Figure 2.10.

Preposition Images Used for Explanation (Nakagawa, 2013Db)
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The results of the study showed that the experimental group scored significantly higher than
the control group on the delayed test. The study reported that comments in the questionnaire
indicated the participants in the experimental group learned more about the different meanings of
prepositions through imagery, as opposed to the participants in the control group who only learned
superficially through the test.

As there is no equivalent part of speech for prepositions in Japanese, and as the meaning of
prepositions have figurative extensions, Japanese learners of English can have difficulty with them.
English includes a wide variety of prepositions, but the nine most frequently used are AT, BY, FOR,
FROM, IN, OF, ON, TO, and WITH, accounting for about 92.6% of all prepositional use (Fries,
1940). Prepositions that express physical positions, such as “The cat is on the chair,” are relatively
easy to learn, but the following metaphorically extended usage of the preposition to express time

(“on” for “as soon as”) seems to be difficult to learn.
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(2) On getting home, I phoned Taro.

Many uses of figurative extension prepositions in English are taught at the high school level
in Japan. For high school students, who have acquired the relative ability to think logically, it would
be effective to teach them why “on” can mean “as soon as” by focusing on linguistic motivation.
With the semantic concept of “contact,” ON extends from its usage to indicate physical location to
the abstract meaning of “as soon as,” depending on the context. The reason for this is that people
replace the abstract “event” with the concrete “thing” and think that the “event” of the phone call is
placed right on top of the “event” of the arrival without any gap (free time), as shown in the

following figure.

Figure 2.11.

The Image of ON Meaning AS SOON AS
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Another example from Nakagawa (2019c), which is an expression frequently used by native

English speakers, is “What’s up?” Learners who rely on the translation of WHAT as “{n] (what)”
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and UP as “_I= (up)” may take this expression to mean, “What is the meaning of UP?” Therefore,
when asked by a native English speaker, “What’s up?” they are sometimes unable to answer. The
UP in this expression does not literally represent a spatial “top” but is a usage that reflects the
sensory image that humans have of space on a daily basis, “What is the thing/event that appears/is
happening?”; in other words, “What’s going on?”” Our minds are unconsciously dominated by these

conceptual metaphors.

Figure 2.12.

Orientational Metaphors (Lakoff & Jonson, 1980, pp. 15-17)

HAPPY IS UP; SAD IS DOWN

CONSCIOUS IS UP; UNCONSCIOUS IS DOWN

HEALTH AND LIFE ARE UP; SICKNESS AND DEATH ARE DOWN

HAVING CONTROL OR FORCE IS UP; BEING SUBJECT TO CONTROL OR FORCE IS
DOWN

MORE IS UP; LESS IS DOWN

FORESEEABLE FUTURE EVENTS ARE UP

HIGH STATUS IS UP; LOW STATUS IS DOWN

GOOD IS UP; BAD IS DOWN

VIRTUE IS UP; DEPRAVITY IS DOWN

RATIONAL IS UP; EMOTIONAL IS DOWN
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When teaching learners that even a single word can have multiple meanings depending on
how it is perceived, explicit explanations such as the orientational metaphors shown in Figure 2.12.

can be effective in promoting intuitive understanding.

2.1.3 Phrasal Verb Learning Methods Based on Cognitive Linguistics

One of the advantages of the cognitive linguistic approach, as Morgan (1997) argued, is that
it can give an explicit explanation of linguistic motivation based on phrasal verbs being semantically
analyzable. When applying the findings of cognitive linguistics to phrasal verb acquisition, many
studies have attempted to explain the effects of phrasal verbs by presenting imagery based on image
schema. As described by Langacker (2008a, pp. 9-10), diagrams range from simple, cartoon-like
sketches to elaborate technical displays of great complexity. Langacker calls them “diagrams,”
which are not the equivalent of image schema (which are patterns of mental activity) but are merely
intended to evoke them and suggest their nature (Langacker, 2008a, p. 32). Kurtyka (2001) insisted
that visualization, i.e., the ability to form mental representations of verbal and non-verbal input,
seems to be indispensable in learning and that to enhance comprehension and retention, a teacher
would be advised to combine the verbal and visual when presenting phrasal verbs (pp. 33—-36). Here,
mental representation is interpreted as imagery that facilitates people’s understanding of things they
picture in their minds, based on information obtained from their sensory and motor functions.
Numerous examples of image schemas have been proposed in linguistics research (Mandler &
Cénovas, 2014, p. 527). In particular, there has been much discussion about OVER. See Dewell
(1994) for details. The term “schema” itself is an adaptation from psychology. Yoshimura (2013, p.
16) defined image schema as a cognitive ability related to mental representations that exist prior to

the formation and conceptualization of words. Johnson (1987, p. 156) stated that the origins of the
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concept can be traced back to the philosopher Kant. Lakoff (1987) mentioned that “Mental imagery,
we pointed out above, is not merely visual. And that image schemas are kinesthetic in nature, that
is, they have to do with the sense of spatial location, movement, shapes, etc., independent of any
particular sensory modality” (p. 445). The imagery that underlies image schema, although similar,
is not uniform, and there are many different types. For example, Tyler and Evans (2003) called
imagery proto-scene, meaning that it represents abstract mental representations in the primary sense
(p. 65). Tyler and Evans stated that “any senses not directly derivable from the primary sense itself
should be traceable to a sense that was derived from the primary sense” (p. 49). On the other hand,
Tanaka et al. (Eds.) (2003) referred to the images used in their research as “core.” According to
Tanaka (1990, pp. 21-26), the core image is a context-independent concept that captures the
maximum common denominator of usage examples and the entire semantic range of a word. The
image figure of Tanaka et al.’s (Eds.) (2003) core-based TO was provided for the peripheral use of
“face-to-face”, while the image figure of Tyler and Evans’ (2003) primary sense-based TO was
described for the central use of “to school”. Tyler and Evans’ may be more consistent with our
intuition. For advanced-level learners, comprehensive image figures are useful for reconstructing
the concept of a preposition like TO, which they would have mastered. However, considering that
learners at the beginner level are not exposed to many examples of usage, it would be useful to have
an image figure representing the most frequent usage. It is important to use them appropriately
according to learners’ proficiency levels and the depth of their learning. Different scholars have
different ideas, as what is placed at the center of an image, even if the image figure is drawn based
on image schema, so it is not surprising that there are various types of imagery. Theoretically, image
schemas are based on the physical experiences of individuals in their daily lives, from which certain

abstract patterns are derived and emerge in the mind, and thus individuality and universality may
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be mixed. Cognitive linguistic approaches using imagery diagrams based on such image schemas
were pioneered by Brugman (1981), Lindner (1981), and Yeagle (1983), who focused on specific
particles such as OVER, OUT, UP, and OFF. In addition, there is a study book by Rudzka-Ostyn
(2003) that focuses on phrasal verbs that co-occur with seven particles, and Holme (2004) provided
not only a method for teaching phrasal verbs but also examples of worksheets. Furthermore, as
shown in Figure 2.13., Mahpeykar and Tyler (2015) attempted a new approach by presenting not

only images of particles and verbs, but also images of the phrasal verbs that combine them.

Figure 2.13.

Image Figure of TAKE, UP, and TAKE UP (Mahpeykar & Tyler, 2015, p. 24)
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Many conventional cognitive linguistic approaches were proposed in studies that presented
only image figures of particles that affect the meaning of phrasal verbs until Mahpeykar and Tyler

(2015). Again, this view is not limited to the field of cognitive linguistics but, rather, it expresses the
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fundamental idea that experiences gained through daily activities, including physical exercise, are
reflected in linguistic expressions. Therefore, the effectiveness of the presentation of images in
promoting the retention of words, especially those with multiple meanings, is not an idea that is
unique to the field of cognitive linguistics, as evidenced by the fact that there used to be educational

resources in Japan that took a similar approach, as shown in Figures 2.14. and 2.15. below.

Figure 2.14.

Semantic Network of FROM (Nagasaki, 1975, p. 84)
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Figure 2.15.

Image Figure of FROM (Masamura, 1989, p. 206)
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In another study aid book, Ando (1967) proposed the term “essential meaning” to describe
combining the meanings of derived and subdivided prepositions into a single meaning as much as
possible, though it did not provide image figures.

Empirical studies have analyzed English learners whose mother tongue was Hungarian
(Kovecses & Szabco, 1996), French (Boers, 2000), or Iranian (Sadri, 2012; Ansari, 2016), and each
found that phrasal verb acquisition was improved by the cognitive linguistic approach. In addition,
Kartal and Uner (2017) investigated whether there was a difference in phrasal verb acquisition
between different proficiency levels of English among native Turkish learners of English. The
results showed significant differences between the elementary and beginner levels and between the
pre-intermediate and introductory levels but not between the elementary and lower intermediate
levels. Yasuda’s (2010) study of Japanese-speaking learners of English showed a significant
difference between the control group who had memorized phrasal verbs along with their Japanese
translations and the experimental group who received instruction using a cognitive linguistic

approach about their phrasal verb tests not mentioned in the instruction. However, the tests on
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phrasal verbs used in the instruction showed no significant differences, indicating that the usefulness
of the cognitive linguistic approach cannot be demonstrated in part. Further, in Condon and Kelly’s
(2002) study of French-speaking Belgian learners of English, it was shown that teaching phrasal
verbs based on cognitive linguistic findings resulted in lower test scores than teaching based on a
dictionary. Therefore, while many previous studies have shown the cognitive linguistics approach
to be useful in phrasal verb acquisition, opinions remain divided, and more practical studies and
evidence are needed. As demonstrated by Kartal and Uner (2017), phrasal verb acquisition is
expected to differ not only due to differences in English language proficiency but also due to
differences in general academic ability, but the relationship between the two has not yet been
clarified. In addition, Shirahata (2012, p. 188) suggested that intelligence or intellect may play arole
in vocabulary learning.

It is natural to have difficulty retaining what cannot be understood. Learners who have already
passed the critical period hope, to some extent, to learn English logically. The present study presents
an effective method with illustrations for mastering phrasal verbs to provide a rationale for why
phrasal verbs mean what they do. The hypothesis focuses on linguistic motivation, according to
cognitive linguistics theory, which regards it as significant. Cognitive linguistics is grounded in the
concept of “motivated meaning” (in the form of bodily and/or conceptual motivation). Kurtyka
(2001) showed positive results when using cognitive semantic description as a basis for teaching
phrasal verbs. Langacker, who is known as a founding father of the cognitive linguistics movement,
pointed out that, “With proper instruction, the learning of a usage is thus a matter of grasping the
semantic ‘spin’ it imposes, a far more natural and enjoyable process than sheer memorization”

(Langacker, 2008b, pp. 72-73).
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Ilustrations are used because they are considered to be helpful for learners in memorizing
phrasal verbs. Many kinds of mental images—visual, auditory, olfactory, tactile, kinesthetic,
etc.—can be created in the human mind, but visual images are the most important, as they are said

to constitute the majority: from 80% to 97% (Shone 1984, p. 15). Therefore, teaching phrasal verbs

with illustrations is indispensable for effective instruction.
There are three main advantages of using illustrations based on cognitive linguistics to learn

phrasal verbs: (1) the focus on linguistic motivation, (2) the clarification of synonymous expressions,

and (3) a better understanding of grammar and word usage.
1) Examples of linguistic motivation are shown below in the figures. For example, Figure

2.16., which depicts the phrasal verb TURN OUT, helps learners understand “to turn”” and “to know”
because something that was contained and invisible pops “out” and becomes visible. Furthermore,

if the word is associated with a rotating conveyor belt, the learner can understand from Figure 2.17.

that going out from the conveyor belt represents “to ship” or “to produce.”

Figure 2.16
Image Figure of TURN OUT for “Knowing” (Nakagawa & Tsuchiya, 2011)
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Figure 2.17.

Image Figure of TURN OUT for “Shipping” (Nakagawa & Tsuchiya, 2011)
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One factor that hinders learners’ mastery of phrasal verbs is the difficulty in inferring the
meaning of the whole phrase from the words that make up the phrasal verb. Although there is
certainly an aspect of arbitrariness in language, not only in phrasal verbs, as language teachers, we
should try to explore linguistic motivation as much as possible and provide reasonable explanations
that will help learners retain vocabulary as they learn it.

For example, simply stating that the meaning of “put off” is “to postpone” is not an
explanation of the vocabulary. Teaching methods that focus on linguistic motivation would be
especially efficient in the case of phrasal verb learning. As Figure 2.18. shows, “put off” refers to

the act of putting something off from its original schedule to a different date.
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Figure 2.18.

Illustration of PUT OFF for “Postpone” (Nakagawa & Tsuchiya, 2011)

However, the term “put off” by itself does not show the nuance of “postponement,” because
it could also mean to move things ahead of schedule. The reason that “put off” means to postpone,
rather than advance, the scheduled date and time can be explained by the fact that “put off” co-
occurs with “until.” In other words, PUT OFF, when co-occurring with “until,” means to put
something off from the scheduled date and time until another date and time, which means “to

postpone.” Note that while “until”” does not always co-occur and may not be verbalized, it is implied.

(3) The meeting was put off until next week.

2) The cognitive linguistic approach to phrasal verb acquisition can also clarify synonymous
expressions. Although a common sight in teaching for university entrance exams that may seem
efficient in terms of encouraging memorization, the method of writing synonyms on the blackboard
and connecting them can be harmful when the goal is to have students acquire true communicative

competency.
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For example, depend on and turn to are almost the same in the sense of “rely on,” but the
contexts in which they are used may be different. While DEPEND is associated with ON, which
means “dependence,” TURN is associated with TO, which means “direction.” As is evident from
the fact that the co-occurring particle is TO, the meaning of TURN is to “change” direction by
turning, and TURN TO has a strong connotation of an action done to change the direction of a
situation from a previous one. Therefore, “turn to”” must be followed by “for,” which means “to
acquire (in search of),” to have the meaning of “to rely on.” The following are definitions from

phrasal verbs dictionaries:

turn to

(4) to go to someone for advice, sympathy, or help. (Summers (Ed.), 2000)

(5) to go to sh / sth for help or information. (MclIntosh (Ed.), 2006)

In the following example, the use of TURN TO brings out the context for the change of

direction.

(6) North Korea may have to turn to China for financial assistance.
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Figure 2.19.

Ilustration for TURN TO for the Above Sentence (Nakagawa & Tsuchiya, 2011)
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By using TURN TO in Figure 2.19., we can infer a situation in which North Korea has

changed its previous policies and started to ask China for economic support.

Furthermore, consider SEE OUT and SEE OFF as examples of a learning effect that can
clarify synonymous expressions using figures based on cognitive linguistics. The phrasal verbs SEE
OUT and SEE OFF are both translated as “ /.25 % in Japanese; therefore, it is difficult to conjugate
them without an awareness of the context, but Figure 2.20. and Figure 2.21. can help learners of

English notice the difference between SEE OUT and SEE OFF.
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Figure 2.20.

Ilustration for SEE OUT (Nakagawa, 2013b)

Figure 2.21.

Ilustration for SEE OFF (Nakagawa, 2013b)
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In the Cambridge Phrasal Verbs Dictionary (McCarthy & Walter (Eds.), 2011°%), SEE OUT
is defined as “to go with someone to the door of a room or building” and SEE OFF as “to go to the

place that someone is leaving from.”

(7) My secretary will see you out. (McCarthy & Walter (Eds.), 2011°)

(8) My parents came to the airport to see me off. (McCarthy & Walter (Eds.), 2011°)

What would an English language teacher answer if asked by a student, “The dictionary says
that RUN INTO, COME ACROSS, and RUN ACROSS all mean ‘to meet by chance,” but is there
a difference?” It is difficult to understand the difference in meaning between some English
expressions, particularly based on the Japanese translation. While asking a native speaker of English
is one way to find out, few will mention linguistic motivation because, although they can explain
differences in the nuances of phrasal verbs, it is only due to their unconsciously acquired linguistic
sense. Thus, it is sometimes difficult even for native speakers of English to explain linguistic
motivation. On the other hand, non-native speakers who learn the target language as a foreign
language often acquire the language consciously and may be able to answer these kinds of questions,
which is where the role of a Japanese teacher of English who is a non-native speaker of English
comes in. Therefore, cognitive linguistics can be a powerful tool for Japanese teachers of English,
as it provides clues to linguistic motivation. The following considers the differences in meaning
between RUN INTO, COME ACROSS, and RUN ACROSS. The phrasal verb RUN INTO has the

nuance of “bump into.”

(9) I ran into Taro in a store.
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Figure 2.22.

llustration for RUN INTO (Nakagawa & Tsuchiya, 2011)

The collision-like nuance of “bump into” comes from the particle “into.” The particle “into”
was used separately as “in” and “to” until the 16th century, and the two meanings of “in” and “to”
coexist. The word “in” implies “inclusion” and “to” implies “direction,” or “reaching” an object.
The word “into” denotes reaching inside, or “into the middle.” A nuance similar to a collision is
created by TO. From the image of “reaching,” when we profile the point of destination, we expand

to the image of ““contact.” The simplified image schema for INTO is shown in Figure 2.23.
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Figure 2.23.

Image Schema for INTO

For learners, it may help to present the following illustration and mention that INTO is an

image of making collision-like contact with an object before entering it and then entering.
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Figure 2.24.

llustration for INTO (Nakagawa & Tsuchiya, 2011)
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In the illustration above in Figure 2.24, tr is shown as a circle, Im as a rectangle, and the
movement of tr as a gradation, for the convenience of learners. In addition to the meaning of “to
meet by chance,” RUN INTO has the meaning of “to collide,” and the nuance of “collision” is
created by the meaning inherent in the TO of INTO. Moreover, the reason that it is an instantaneous
event, as suggested by the sound of the word “{X--> 7= ¥ > in Japanese, is that RUN is a verb that
describes relatively fast movement. The term RUN INTO means to collide with an object while
moving at a relatively high speed, which means to “bump into” or “meet by chance.”

The following looks at COME ACROSS and RUN ACROSS, which both co-occur with

ACROSS.

(10) I came across my old friend Kenji by the shop.

41



Figure 2.25.

lllustration for COME ACROSS (Nakagawa & Tsuchiya, 2011)

(11) Sometimes, | run across someone who has never recovered from their bad experiences.

Figure 2.26.

Ilustration for RUN ACROSS (Nakagawa & Tsuchiya, 2011)
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The root of the word ACROSS is “cross,” which means “to cross” and has an image of
“crossing.” It is from this image of “crossing” that the meaning of “coincidence” is created. It is
inevitable that the word “cross” has the meaning of “coincidence,” considering that two objects
cannot intersect at a certain point unless their directions and times coincide. As “come” and “run”
are both verbs that refer to movement, they indicate that people happen to meet each other at a
certain place during movement. However, there is no small difference in nuance between “come
across” and “run across.” COME ACROSS means “to meet someone by chance you don’t usually
see.” On the other hand, RUN ACROSS indicates only “to meet someone by chance.” The reason
for this difference in meaning is obviously the difference between “come” and “run.” As “come” is
originally an image of approaching from a distance, through the intervention of conceptual
metaphor, the object is metaphorically something or someone that is usually perceived as distant,
that is, someone that is not familiar. Based on Japanese translations, some of the differences in
nuance can be incomprehensible, as in CALL IN  (FE&§% A41%) and CALL UP (&E3&% 7>
7 %) . Some learners do not understand why “you can call in and leave a message if I’m out” is
an unnatural English sentence. However, by using the following illustrations, they can intuitively

understand why the sentence is unnatural.
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Figure 2.27.

Image Figure of CALL IN (Nakagawa, 2013b)
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Figure 2.28.

Image Figure of CALL UP (Nakagawa, 2013Db)
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The word “call in” implies that the caller can get through to the other party, while the word
“call up” originally indicates the act of making a call, as it refers to the physical movement of lifting
the telephone receiver upward.

Students cannot learn to use English simply by memorizing meaning and form. Rather, they
need to be made aware of the situations in which they will be able to use it. Larsen-Freeman (2014)

argued the importance of thinking about meaning, form, and situation when learning English, as

shown in the following diagram.

Figure 2.29.

A Three-Dimensional Grammar Framework (Larsen-Freeman, 2014)
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The illustrations used in the present study are useful as phrasal learning materials because

they help make learners aware of context as well as meaning and form.
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3) The third point pertains to the function of helping learners understand grammar and the
grammar of phrasal verbs. According to Konishi’s (1997) informant survey, HURRY UP is not

used in negative imperative sentences.

(11)

OHurry up, or you will be late for school.
ODon’t hurry. There’s plenty of time.
xDon’t hurry up. There’s plenty of time.
xDon’t hurry me up.

Konishi (1997)

In conventional grammar and grammar instruction, it is difficult to provide explanations for
such linguistic facts, and furthermore, the instruction is limited to verbal explanations. The
following illustrations will help learners understand grammar and usage of phrasal verbs in a

convincing way.
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Figure 2.30.

Image of Peripheral Meaning for UP (Nakagawa, 2013b)

UP can also mean, in some contexts, to wrestle power to the end. The reason we say, “Hurry
up” but not, “Don’t hurry up” is that there tend to be few situations that forbid us to do something
with all our effort.

In some cases, the addition of a single particle to a transitive verb can change the meaning. If

we add the particle IN to BELIEVE, it means “to believe that something or someone exists.”

(12) 1 don’t believe in gods in human form.

This is because BELIEVE IN means to believe in what is in an object. As shown by the

following illustration (Figure 2.31.), believing in the invisible inner thing, as opposed to the visible

outer thing, is connected to believing in the existence of something within it.
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Figure 2.31.

Ilustration for BELIEVE IN (Nakagawa & Tsuchiya, 2011)
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Another similar example follows. ENTER INTO is often explained as a transitive verb that
can be easily mistaken for an intransitive verb, especially in English teaching spheres in Japan.

Moreover, it is not uncommon for students to be taught to associate ENTER with GO INTO by

teachers of English.

(13) He entered into a conspiracy with the children against the teacher.

As shown in the English sentence above, the expression “enter into” actually exists. When
used as a phrasal verb, ENTER INTO means “to join (an activity, etc.)” or “to enter into (a
relationship, agreement, etc.).” By adding the particle “into” to “enter,” the image of entering further
into the object is created, and the conceptual metaphor is extended to not simply entering a place,

but also entering into the activities taking place within the place, as shown by Figure 2.32. below.
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Figure 2.32.

Ilustration for ENTER INTO (Nakagawa & Tsuchiya, 2011)
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Learners may not be able to understand words from only the descriptions in dictionaries.
Therefore, they look for effective ways to acquire vocabulary. The teacher’s role is to show the
learner how to implement creative vocabulary acquisition and further promote vocabulary retention.
In this sense, a cognitive linguistic approach to phrasal verb learning, which has the potential to be

applied to English language teaching, deserves attention, as mentioned.

2.2 Phrasal Verbs

2.2.1 Definition of Phrasal Verbs

Scholars have various definitions for the term “phrasal verb.” Some linguists define phrasal

verbs based on syntactic features, referred to as the particle placement phenomenon, and others

define them based on their semantic features. Dirven (2001) maintained that “the whole of the
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phrasal verb has a meaning which is more than the sum of its parts.” Quirk et al. (1985) defined
phrasal verbs both at the syntactic level, where they can function as single transitive verbs, and at
the semantic level, where they can have figurative meanings that are manifested in a wide range of
idiomaticity. A close study of the definition of phrasal verbs is not the present concern and lies
outside the scope of this paper. Therefore, in this paper, phrasal verbs are simply defined as phrases
that combine verbs and particles commonly called prepositions or adverbs as well as phrases that
are listed in dictionaries such as Oxford Phrasal Verbs: Dictionary for Learners of English
(Mclintosh (Ed.), 2006) and Collins Cobuild Phrasal Verbs Dictionary (Hands et al. (Eds.), 2020),

as they are relatively recent materials available to learners of English.

2.2.2 Difficulties in Learning Phrasal Verbs

There are many different ways to learn vocabulary, from using prefixes, suffixes, and stems
to guessing in context, writing and pronouncing words repeatedly, and making word books (Schmitt,
1997). A method based on self-determination theory (Deci & Ryan, 1985), in which learners are
presented with a variety, rather than a uniform set, of learning strategies to choose from, would also
be useful in promoting intrinsic motivation. In high school, because of the large amount of content
required to be studied and the large amount of vocabulary to be acquired for university entrance
exams, there are few opportunities to devote time to vocabulary study in the classroom, and home
study using vocabulary books is often the main method of self- study. Folse (2004) admitted that
there is a certain efficacy to vocabulary learning in making lists this way, commenting that it is an
effective, albeit monotonous, activity. As Chickering and Gamson (1987) listed respect for diversity
of learning as one of the seven principles of good practice, it seems important for teachers to present

a variety of ways for learning to occur, while also allowing learners to choose from among these
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options, instead of simply rejecting the notion of learning diversity. In junior high school, the
number of vocabulary words to be learned is not as large as in senior high school; therefore, more
time is available to spend on vocabulary study using flashcards in the classroom. However, the
method of vocabulary learning in the classroom is the same in both junior high school and high
school, in that the teacher often explains the meaning of the vocabulary in Japanese and makes use
of flashcards for retention. Inaba (2016) stated that learners’ and teachers’ perceptions of classroom
activities (preferred and disliked activities) tend to not always be the same, reporting that learners’
(junior high school students) support for teacher explanations, in Japanese, concerning vocabulary
meaning was 81.55%, while teachers’ support stood at 59.00%. Phrasal verb learning as a learning
strategy has not been very successful among Japanese learners of English compared to other types
of vocabulary learning. lio’s (2013) corpus-based study found that Japanese learners of English also
used phrasal verbs less frequently overall than native English speakers, while Morimoto (2010)
reported that even among Japanese learners of English who had lived in English-speaking countries
for more than 10 years (average TOEFL score of 598), the overall percentage of correct responses
on a phrasal verb evaluation test was only in the 50% range. These issues are the result of the Gestalt
nature of phrasal verbs (Gestalt/configuration), in which the meaning of the whole phrasal verb
cannot be predicted from the sum of its verb or particle parts by those who are learning English as
a foreign language. Allerton (1982, p. 92) stated that the particles have the strongest influence on
the meaning of phrasal verbs. Tomasello (1992) observed that in one-word sentences that occur in
the process of language acquisition, his child not only began to use DOWN to mean PUT DOWN
after 17 months (p. 85), but also uttered phrasal verbs as one word, such as GET OUT (GEOUT)
(p. 98). This observation confirms that phrasal verbs have a semantic focus on the particles and are

acquired at a relatively early stage in the native language. The appearance of phrasal verbs in mother
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tongue acquisition is reported to occur between the ages of 1 year, 7 months and 2 years, with 38
verbs and 10 particles co-occurring, of which PUT is the most frequent co-occurring verb,
accounting for about half (Diessel & Tomasello, 2005, pp. 95-96). However, phrasal verbs, which
seem easy to learn at first glance, are in a sense difficult, even for native English speakers, because
of their economy of meaning, their polysemy, and their metaphorical nature. Metaphors are
expressions that can be used symbolically. One example (quoted from Birch 2007: 68) including

two interpretations in one sentence is offered below:

(14) The man turned on his friend. (Two meanings: One is bawdy)

Birch (2007, p. 68)

Phrasal verbs can change their meaning depending on the context, as in Birch’s example (1),
TURN ON. Thus, phrasal verbs present some difficult aspects without any context, even for native
speakers of English; therefore, it is not easy for them to specify the meaning of phrasal verbs.

For the above linguistic aspects, cognitive linguistics considers the relationship between base

and profile. The base serves as the background, while a profile is a focalized and distinctive part.

Figure 2.33.

Hypotenuse (Langacker, 1988, p. 59)

(a) (v) (e)

HYPOTENUSE
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Figure 2.33.(c) is a “line segment,” but when the right-angle triangle in (b) is placed in the
background, it is recognized as the “hypotenuse” side of the triangle. As for (a), it stands out and is
foregrounded as the hypotenuse side of the right triangle. Similarly, if we use a rectangle as a base,
we can easily recognize the line segments as “diagonals.”

The concept of base and profile is rooted in the notion of differentiation and inversion of
figure and ground used in psychology, and in cognitive linguistics, it is adopted as a tool for
language analysis to try to explain linguistic phenomena. The figure and the ground correspond to
the profile and the base, respectively. The division of which parts are focused, and which parts are
background is called differentiation, and the reversal of the relationship between the focused figure
and the backgrounded ground is called inversion. The following image, called Rubin’s Vase,
appears to be a vase when observers fix their eyes on the white part and persons facing each other

when observers fix their eyes on the black part.

Figure 2.34.

Rubin s Vase Adapted from Rubin (1915)
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However, the vase and the persons facing each other are not visible at the same time. This
phenomenon consists of the differentiation and reversal of the foreground image and the
background ground.

The picture in Figure 2.35. can appear to be a rabbit or a duck.

Figure 2.35.

Duck-Rabbit Adapted from Jastrow (1899)

This famous picture of Duck-Rabbit teaches us the essence of the human cognitive process,
that different ways of perception lead to different ways of expression. Wittgenstein, in his
Philosophical Investigations, described this event as follows:

“The expression of a change of aspect is the expression of a new perception and at the same

time of the perception’s being unchanged” (Wittgenstein, 1953/1953, p. 196).
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Figure 2.36.

Differentiation and Reversal of Figure and Ground (Langacker, 2008a, p. 44)
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In Figure 2.36., all the glass containers are half full of water, but even in the same situation,
the linguistic expressions differ depending on which part of the glass is profiled. Construal 1 is “the
glass with water in it” and refers to the container, Construal 2 is “the water in the glass” and refers
to the liquid, Construal 3 is “the glass is half full” and refers to the volume of liquid occupying the
glass, and Construal 4 is “the glass is half empty,” indicating the amount of empty space in the
container. Thus, in cognitive linguistics, the emphasis is on how the conceptualizer perceives things.

If we replace phrasal verbs with linguistic phenomena, the same expression can have its
context evoked by background knowledge called a frame, which brings up and foregrounds the
meaning embedded in the context and determines its meaning. In other words, the meaning that
emerges depends on what the background is. The way we perceive things differs depending on our
culture and environment, and if we perceive things differently, our linguistic expressions will also
differ.

There are other examples of phrasal verbs that seem to be difficult, even for native English
speakers. Lederer (1989, p. 23) pointed out the peculiarity of the English language by showing that

“to fill out” can be expressed by both FILL OUT and FILL IN, even though the meanings of OUT
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and IN are contradictory. This example can be understood if we think of it as a series of processes
known as conceptualization that reflect differences in how we perceive and interpret things. Lee
(2001, p. 34) explained that we use fill in when we think of the process of inserting something
written into a blank space in a document and fill out when we think of the process of increasing the

size of something written by adding to it.

Figure 2.37.

OUT (Lindner, 1982, p. 309)

Lindner’s image in Figure 2.37. reminds us that as the initial circular boundary expands
outward, the spatial area increases as well. When we FILL OUT a blank document, we are reminded
of the process of completing the blanks by increasing the number of filled parts. In general, FILL
IN and FILL OUT are explained as differences between British and American English, but if we
think of them as differences in the way we perceive things, we can often provide an explanation for
linguistic phenomena such as IN and OUT, whereby words that should be antonyms have similar
meanings. See Lindner (1982) for details.

A similar example that cannot be explained even by native English speakers is “slow down”

and “slow up,” but the problem is different from the previous examples.
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(15) Slow down, I can’t keep up with you.
(16) The bus slowed up as it approached the junction.

Mclntosh (2006)

The problem of FILL OUT and FILL IN is due to differences in conceptualization, while the
problem of SLOW DOWN and SLOW UP is considered to be a misalignment caused by the
manifestation of customary aspects of language through history. In cognitive linguistics, attempts
to understand language diachronically, such as grammaticalization, have been actively studied,
therefore, such issues will also be analyzed from a historical perspective. It seems natural that
SLOW, which means deceleration, would be incompatible with UP. However, in the same way that
“pull up” means “stop (a car, etc.),” it makes sense to think that in the old days, people used to pull
the reins of their horses to slow down and stop the carriage and that this action was associated with
“up” and motivated by their physical experience, or “embodiment,” and appeared in linguistic
expressions. As Pinker (2008, p. 239) noted, when metaphors are fossilized in a language, even
native English speakers do not possess the metaphorical imagination of their ancestors. As “support”
can be seen as “endure,” the conceptual metaphor rooted in the body is related to the meaning of

phrasal verbs, as shown in the following image by Holm (2004) in Figure 2.38.
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Figure 2.38.

PUT UP (Holm, 2004, p. 162)

We can see that the person is lifting and supporting the stick to prevent it from falling. From
this physical experience, it is not hard to imagine that PUT UP WITH can mean “to endure,” as the

following illustration in Figure 2.39. shows.

Figure 2.39.

PUT UP WITH (Nakagawa, 2013Db)
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However, because we are unconsciously governed by the metaphors on which our concepts
are based, not many native speakers of English can explicitly explain the meaningfulness of these
notions. As this is a difficult aspect to notice in one’s mother tongue, it is an area in which non-
native English-speaking teachers can excel if they acquire the knowledge necessary for explicit
explanation. Tanaka (2007, p. 552) stated that the greatest appeal of cognitive linguistics is the
possibility to provide rational explanations for “why things are the way they are,” as opposed to the
conventional view of language as a set of arbitrary components. In other words, the greatest
advantage of cognitive linguistics is that it provides clues to linguistic motivation and thus enables
non-native English educators to have “lightbulb moments” and to teach English as a foreign
language with confidence to their students.

Phrasal verbs are complicated, even for native English speakers, but they are predictably
much more difficult for learners of English as a foreign language. The main reason for this is the
gestalt nature of phrasal verbs, which does not follow the principle of compositionality and does not
allow us to predict the meaning of the whole phrasal verb from the sum of its verb and particles.
The constitutive principle assumes that the meaning of the whole can be obtained by adding up the
individual elements that make up the whole.

As previously mentioned, the meaning of a phrasal verb can be determined by its context.
Without a context, it is challenging for many English native speakers to specify the meaning of a
phrasal verb. Most Japanese English learners also find it challenging to define the meanings of
phrasal verbs, but the reason for this difficulty is not the same as it is for English native speakers.
The present study hypothesized that the lexical processing of phrasal verbs is different between

English native speakers and Japanese English learners. In general, when we put a phrasal verb
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consisting of a verb “x” and a particle “y” into a lexical processing function “f,” several

interpretations m1, m2, m3... can be made (See Figure 2.40.).

Figure 2.40.

Basic Lexical Processing of Phrasal Verbs (Nakagawa, 2013a)
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The shape of “f” used in the lexical processing function is diagramed differently because
English native speakers and Japanese English learners don’t go through the same lexical processes.
Figure 2.41. represents the way English native speakers output one meaning through each context

directly.

Figure 2.41.

English Native Speakers’ Lexical Processing of Phrasal Verbs (Nakagawa, 2013a)

Verb x —»

Particle y ——»

Context
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For Japanese learners of English, they can list the following two types of lexical processing
for phrasal verbs. The rectangles in Figure 2.42. surrounding Japanese English learners’ verb “x”

and particle “y” mean that they remember English paired with Japanese translation respectively.

Figure 2.42.

Japanese English Learners’ Lexical Processing of Phrasal Verbs (1) (Nakagawa, 2013a)

Verb | x> -
____+ ;?
Particle| y [ h 9

First, Figure 2.42. maps the manner of lexical processing by Japanese English learners as they
memorize separate meanings for verb “x” and particle “y.” Thus, despite having input for the lexical
processing function “f,” their output could include inappropriate meanings, or nothing, as many

phrasal verbs are completely different from the meanings of their individual words.

Figure 2.43.

Japanese English Learners’ Lexical Processing of Phrasal Verbs (2) (Nakagawa, 2013a)

N
mi
Verb| x [ —
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Particle| y — > ms
Context
S
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Second, from the lexical processing described in Figure 2.43, the following fact emerges:
Japanese learners of English learn each meaning of a phrasal verb by heart. The characteristic of
these learners is that they have the ability to interpret the meaning of a phrasal verb based on its
context. That is, they filter many memorized meanings of phrasal verbs by taking their contexts into
account. However, in countless cases, Japanese English learners might not intuitively understand
the meaning of a phrasal verb. Moreover, there may be various meanings for each phrasal verb;
therefore, it can be a formidable task to remember each meaning without reasoning.

When particles and verbs co-occur and become phrasal verbs with potentially numerous
meanings, it is difficult for learners to guess the communicative implications, and they tend to regard
them as complicated. For memorization tasks in educational settings, learners are often shown only
the factual meanings that arise and are obtained from a combination of verbs and particles, without
explanation of the reasons they have such connotations. Phrasal verbs can take various forms
because the particles themselves are polysemous. The polysemy of particles is due to the fact that
they represent “space” and “position” rooted in the body, and humans replace abstract matters with
concrete positional relations. For example, the polysemy of the usage of UP includes not only the
positional “upward” but also “appearance,” “increase,” “perfection,” “‘completion,” “consciousness,”
and “activation.” The wide range of metaphors that humans associate with the positional
relationship of “upward” makes it possible to express so many ideas, including the richness of
human emotion and thought. This is not only true in English, but also in Japanese, as seen in
expressions such as “&5713_E4 72 (I’'m feeling good),” “ff&E723 7 | L 7= (a problem has come
up),” and “32. % _EIF % (start up).” However, when studying a foreign language, it is quite laborious
to learn polysemous words. The acquisition of polysemy in a foreign language can be aided by a

consistent central word meaning that summarizes the polysemous senses. For example, it is useful
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to present learners with the following illustration to show how polysemy extends from the central

word meaning from the super-schema (basic image) to the local schema (extended word sense).

Figure 2.44.

UP (Nakagawa & Tsuchiya, 2011)
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The acquisition of polysemous usage extended from the central meaning can be expected to
have the effect of fostering a learner’s ability to notice differences in nuance between similar

expressions.
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2.2.3 Importance of Learning Phrasal Verbs

Phrasal verbs diversify their meanings by enlarging their metaphors. Kdvecses (2001)
suggested and showed empirically, to some extent, that the learning of idioms is facilitated by the
apprehension of their metaphorical motivation. Rudzka-Ostyn (1988) explained the differences in
meaning between metaphoric expressions using phrasal verbs and those using only one verb, based
on “vomit out” and “tell,” as follows: “by using a metaphoric expression, he can both describe and
judge, and since the description draws on another, more concrete, domain, the image created also
gains in concreteness” (p. 525).

Phrasal verbs are rarely used in news and academic writing, but they are frequently used in
conversation and fiction (Douglas et al., 2002, pp. 127-128). Aizawa (2007, p. 138) stated that the
association of 16 basic verbs with 21 particles can substitute for the meaning of about 4,000 verbs,
indicating that phrasal verbs are also useful from the aspect of language economy. For purposes of
expression, this is convenient because learners do not necessarily have to learn tricky verbs to
express what they want to say if phrasal verbs are economical and can have many meanings. The
number of verbs and particles that make up phrasal verbs is relatively limited. Gardner and Davies
(2007), in a study based on the British National Corpus (BNC), found that about half of phrasal
verbs are composed of 20 verbs and eight particles.

Ogden (1931, p. 160), who is known as the inventor of Basic English, insisted on the necessity
of basic words and mentioned that we can use “get better” instead of “‘convalesce.” Therefore, it
could be said that phrasal verbs are indispensable to English learners.

Kurtyka (2001) noted that “Since phrasal verbs are very common in everyday language, they
are important to learn so that speakers might be able to use them and be understood, if not merely

to understand others” (p. 29). In reality, however, most Japanese English learners cannot use phrasal
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verbs properly. In addition, Nakagawa (2013b) used the Wordbanks Online corpus to extract verbs
co-occurring with OUT from approximately 3,000,000 words of American English (National Public
Radio) and approximately 2,500,000 words of British English (BBC World Service) and reported
that each of the 10 most frequent verbs was at the level taught in government-authorized junior high

school English textbooks.

Table 2.1.

Ranking of Verbs + Out (N) from Wordbanks Online (Nakagawa, 2013b)

Ranking 1 2 3 4 5 6 7 8 9 10
Word cary  point  find come work go tun  break rule set
N 580 410 330 325 324 270 266 196 151 141

As the survey in Table 2.1. presents, each of the 10 most frequent words that co-occur with
“out” are also included in junior high school English textbooks, which is to say, they are familiar
words to Japanese English learners. It is generally believed that learning phrasal verbs is difficult
mainly because learners cannot grasp their whole meaning owing to the combination of constituent
parts.

As the main phrasal verbs are composed of basic words, phrasal verb learning is considered
to have educational significance because it enables learners to express themselves in English using
basic words. For example, “SZAEfT 5, “fEEET 2 GES7 L), and “FHTE3 % are formal
expressions in Japanese, but in English, they can be expressed with simple phrasal verbs such as
“run for,” “break up,” and “step down,” respectively. Ogden (1930, pp. 19-20) argued the necessity

of Basic English, stating that even the difficult Latin-derived word DISEMBARK can be replaced
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by “get off a ship.” Basic English is said to function with 20,000 words in 850 basic forms. See
Ogden (1930) for details. Therefore, phrasal verb learning is important for both listening and
speaking in communication, as it is frequently used in daily conversation by native speakers of
English, has the utility to express a larger number of ideas, and even difficult expressions can be
expressed using basic words. We often hear people say that individuals can communicate with the
English they learned in junior high school, but | would argue that the ability to use basic phrasal
verbs is a prerequisite. Moreover, only about 55 to 80 phrasal verbs can be learned from three years
of junior high school textbook study in Japan. Based on a survey of government-authorized
textbooks published by five publishing companies, many phrasal verbs are often accompanied by
Japanese translations and treated as supplements, rather than as important words. We should note
that phrasal verbs tend to be neglected, even though they play an important role in communication.
According to Tanaka (2007, pp. 558-559), usability is a measure of what is useful for
communication. The more phrasal verbs to which learners are exposed, the more familiar they will
become to them. Learning their use will become easier as they gradually use them more through
repeated listening and reading. As a result, phrasal verbs can be used in communication, and the
conditions for usability can be established. If the goal is to improve communicative competence,

phrasal verb learning should be recognized as crucial for English education in Japan.
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2.3 Methodology

2.3.1 Active Learning

Cognitive linguistics unravels linguistic motivation using image schemas formed on the basis
of various bodily experiences as a tool to demonstrate extended cases by abstract and conceptual
metaphors. In phrasal verb learning, presenting illustrations based on image schemas in concrete
form to help students understand meaning has been recognized as a more effective learning method
compared to rote learning (Nakagawa, 2013a). For example, consider the following image schema-

based illustration for teaching WATCH OUT.

Figure 2.45.

WATCH OUT (Nakagawa, 2013b)

The basic image of “watch” is to see something in motion. We tend to be aware of what is in
our field of vision but not necessarily of what is out of our field of vision. Therefore, WATCH OUT,
as Figure 2.45 shows, also means to look beyond the normal range of our eyesight, and the

conceptual metaphor of directing attention to a place that has not been attended to gives it the
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meaning of “pay attention to” or WATCH OUT. The above explanation, based on the findings of
cognitive linguistics, can help learners answer the question, “Why does it mean that?” In this respect,
it can be more effective to use cognitive linguistics-based teaching methods in phrasal verb learning
than other linguistic theories.

Kdvecses and Szabcd (1996) stated that by teaching the valency of meaning, learners not only
learn idioms faster than usual, but also remember them longer. Although there are phrasal verb
learning studies of the usefulness of such cognitive linguistic findings (cf. Lindner, 1981; Yeagle,
1983), Akamatsu (2014) pointed out that deductive learning is the mainstream because it
emphasizes the presentation of explicit knowledge based on cognitive linguistic findings, and there
Is not much research on inductive learning methods, such as inferring regularities and concepts from
given examples. In particular, few studies have incorporated induction into phrasal verb learning.
As the practice of active learning-based instruction advances in the field of education in Japan, there
IS an urgent need to explore the transition of phrasal verb instruction methods from teacher-centered
teaching to learner-centered learning. In 2012, the Central Council for Education (Ministry of
Education, Culture, Sports, Science and Technology) made active learning a policy in its “Report
on Learning Qualitative Transformation” (2012), and since then it has been spreading in the field
of education in Japan. As pedagogical theories are undergoing a major shift from positivism to
constructivism, based on Kuhn’s (1970) view of paradigms, it can be said that this is a paradigm
shift in the field of education. In fact, Barr and Tagg (1995) summarized this paradigm shift as going
“from teaching to learning.” In terms of vocabulary learning, even at this time of a paradigm shift,
many lessons are still teacher-centered, and the search for learner-centered vocabulary learning

classes is ongoing.
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The following section presents a specific method for active learning-based vocabulary
learning, focused on phrasal verb learning, and explores the future of vocabulary learning based on
learner-centered methods. In this thesis, although scholars have proposed various definitions of
“active learning” (cf. Bonwell & Eison, 1991; Johnson et al., 1998), | adopt the following definition

by Mizokami (2014) in light of the current situation in Japan:

If we define passive learning as learning to listen to lectures that are designed to impart
knowledge in a one-way direction, active learning refers to all in the sense of overcoming

that (Mizokami, 2014, p. 7).

Furthermore, for Mizokami (2014), ““active learning-based instruction” is a concept that

combines teaching and learning, wherein lectures are also considered components of the lesson.

2.3.2 Active Learning-Based Instruction for Phrasal Verb Learning Using the Jigsaw Method
Based on Akamatsu’s (2014) critique, learning methods based on cognitive linguistics tend
to fall into the trap of explicit knowledge transfer teaching, or, in other words, deductive learning.
In Chapter 6 of the present dissertation, I introduce a case study that used the jigsaw method to
design an active learning-based instruction method that allows learners to engage in interactive and
deep learning while benefiting from cognitive linguistic insights to break away from deductive
learning. Nakagawa (2020b) proposed a method for teaching prepositions of time using the jigsaw
method. This section presents the theoretical background of active learning-based instruction
combined with phrasal verb learning using the jigsaw method, as mentioned in Chapter 6. The

jigsaw method (Aronson et al., 1978) is a learning process developed by Elliot Aronson, a social
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psychologist at the University of California, to help children in the United States learn from one
another in the classroom against a backdrop of various social problems, such as competition and
discrimination. In English language education, the jigsaw method has become popularized as jigsaw
reading in Japan. The technique divides one material between separate learner groups, who work
on the tasks assigned to them. Then, the learners come together to share their segments of
information, and finally, they solve the problem, which can only occur if all the learners in the group
have shared their information correctly. The name “jigsaw” refers to the fact that the learning format
resembles the process of putting together the parts of a puzzle to make a whole. The learning method
involves three elements: first, it is designed so that students do not have to compete with each other
to achieve the task. If a task is to be accomplished according to individual ability differences, the
number of learners who are willing to engage in the task from the beginning will be limited. Second,
the task is set so that it can only be accomplished through the collaborative learning. This type of
task fosters a positive attitude toward problem-solving by giving each member responsibilities.
Third, each learner’s information, although related to other information, is different and unique. In
other words, the method contains an element of essential interdependence among learners. This kind
of activity, when assigned to learners, promotes interaction among them and deepens understanding
through dialogue, which is paramount during active learning-based instruction.

The main reason for choosing the jigsaw method to attempt to transform phrasal verb learning
from deductive to inductive learning is the affinity between phrasal verb learning relying on
cognitive linguistic insights and the jigsaw method. Particles constituting phrasal verbs are extended
from the central to the peripheral senses through the intervention of metaphors. Accordingly, image
schemas are also classified into super-schemas with a high level of abstraction and local schemas

with a low level of abstraction. Each image schema can serve as information for the learners, as in
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the previous explanation of the jigsaw method. In addition, when learners understand each local
schema and construct concept, they can understand the more abstract super-schemas and reconstruct
their knowledge. For instance, consider the meaning of the particle UP. The various Japanese
translations of UP in the dictionary are peripheral word senses via conceptual metaphors, including
“the higher position sense,” “the existence sense,” “the more sense,” “the completion sense,” and
“the active condition sense.” In the present study’s jigsaw method, these are the roles of information
given to the learners as materials.

Next, a concrete method for learning phrasal verbs using the jigsaw method is described. The
following procedure assumes a 50-minute class, with 10 phrasal verbs to be learned, and high school
students as the target learners. The main reason for choosing high school students as the learning
target is that the cognitive linguistic approach uses highly abstract concepts, such as images and
metaphors; therefore, learners with a certain level of general cognitive ability can be expected to
benefit from the approach. Imai (2016) practiced teaching English expressions using a cognitive
linguistic approach and obtained different results in terms of effectiveness for different items. He
mentioned that instructions based on the findings of cognitive linguistics have different effects
depending on learners’ analytical abilities and English proficiency due to complicated explanations.
Figure 2.46. illustrates the flow of an active learning-based instruction activity using the jigsaw

method. The number of students in each group in Figure 2.46. is for illustrative purposes only.
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Figure 2.46.

Flow of Active Learning-Based Instruction Activity
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Teachers may give learners questions that lead them to immediately engage in group learning.

However, some learners (known as “free riders”) may rely on their friends too much and end up
doing nothing. The basis of active learning-based instruction is the process of individual activity =
collaborative activity = individual activity. It is important that learners think individually first, then
solve the problem by sharing their thoughts with classmates, and finally, work on a task that allows
them to reflect on whether they have understood and retained the information. In the learning

method proposed in the present study in Chapter 6, learners are first asked to answer questions in
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which they have to put the appropriate phrasal verb in parentheses in an English sentence with
Japanese translation. Once the learners finish answering the questions, the teacher shares the correct
answers. Next, in the individual activity, learners A, B, and C are given the peripheral word sense
they are responsible for as a task and are asked to draw an image of what the peripheral word sense
represents. Then, the learners are asked to choose an English sentence in the phrasal verb questions
they have just answered that matches the image they have drawn.

Next, they move on to the expert activity and form groups of learners with the same task. In
the group, they share their thoughts about each other’s answers to the question. The teacher then
gives the answers to the questions to each expert activity group and encourages learners to work
together to understand each other.

Next, the learners move on to the jigsaw activity, and learners with different tasks form groups.
Each learner teaches the other learners the peripheral particle senses and images they have been
assigned. After they have finished teaching each other, the teacher asks them to guess which images
are common to each of the peripheral particle senses. In this simultaneous activity, the teacher
explains the peripheral senses of the particles as a review, asks the learners what the common central
meaning of the peripheral senses is, and shares the answers with them.

Finally, the teacher asks the learners to look up English sentences containing the phrasal verbs
they have learned in the textbook or dictionary and asks them to present the phrasal verbs they have
found.

We have looked at phrasal verb learning with the aid of the jigsaw method, and now a
discussion around the usefulness of the learning method will be offered. Instruction and assessment
are two sides of the same coin, but the educational goals as learning outcomes that provide the

guidelines require a framework. Bloom et al. (1956) proposed a taxonomy to elaborate and classify
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the framework of educational goals. The revised version (Anderson and Krathwohl, 2001), which
improved on Bloom’s taxonomy and made modifications mainly for the cognitive domain, presents
a taxonomy table and divides the cognitive process dimensions into six categories: REMEMBER,
UNDERSTAND, APPLY, ANALYZE, EVALUATE, and CREATE, among which ANALYZE,

EVALUATE, and CREATE are classified as higher-order cognitive processes.

Figure 2.47.

Cognitive Process Dimension (Anderson & Krathwohl, 2001)

THE THE COGNITIVE PROCESS DIMENSION

KNOWLEDGE 1. 2. 3. 4. 5. 6.
DIMENSION REMEMBER UNDERSTAND APPLY ANALYZE EVALUATE CREATE
A.

FACTUAL
KNOWLEDGE
B.
CONCEPTUAL
KNOWLEDGE
C.
PROCEDURAL
KNOWLEDGE
D.

META-
COGNITIVE
KNOWLEDGE

While traditional teacher-centered classes are limited to REMEMBER, UNDERSTAND, and,
at best, APPLY, the phrasal verb learning proposed in the present study using the jigsaw method is
designed to include activities that require higher-order cognitive processes, including ANALYZE
and CREATE. It incorporates activities that engage various cognitive functions, including not only
thinking, but also perception and memory, and sometimes higher-order cognitive thinking, which

is part of cognitive functioning. The following Figure 2.48. by Biggs and Tang (2011) shows that
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phrasal verb learning using the jigsaw method includes activities that range from surface approaches
to learning such as MEMORIZE, COMPREHEND SENTENCE, and PARAPHRASE to deeper
approaches to learning such as REFLECT, APPLY: FAR PROBLEMS, HYPOTHESIZE,

RELATE TO PRINCIPLE, EXPLAIN, RELATE, and COMPREHEND: MAIN IDEAS.
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Figure 2.48.

Cognitive Level of Learning Activities (Biggs & Tang, 2011)
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The following section explores the usefulness of the jigsaw method for phrasal verb learning

by referring to the theoretical findings for each activity process.

First, we will consider individual activities. In the field of education, we see some classes in

which questions are given, and learners are asked to immediately engage in group activities, but this
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IS not very effective. If learners are not given enough time to think and make decisions individually,
they will be forced to participate in interactive activities before they can formulate their own ideas.
As aresult, it is possible that some may be led by others and end up being unable to formulate their
own ideas, in addition to being distracted from the purpose of interaction by comparing their own
and others’ opinions. Even if after much thought, they are unable to come up with answers on their
own, the exercise is not meaningless. This is because, as outcomes of learning, I don’t know” is
beneficial, in that it allows for metacognitive self-analysis. Furthermore, knowledge is also
necessary for identifying what is not understood, and there is a stage at which the learner begins to
understand a little and then gradually realizes that there is much more that is not understood (Miyake
& Norman, 1979; Miyake, 1986), and this can motivate further learning.

Expert Activity, which involves the externalization of cognitive processes, including
deductive and hypothetical reasoning and explanation of one’s ideas and the reasons for those ideas
to others, is a basic model of active learning-based instruction. Some expert groups may not be able
to reach the correct answers owing to the difficulty of the given task. However, it is important for
teachers to be patient and support the learning process of learners, even if the expert groups do not
arrive at the correct answers, because there is the possibility that problems can be solved through
collaborative activities, even if they cannot be solved by one person, and the process of thinking
itself is a very important element of learning. According to Masukawa (2016), if the teachers
intervene too much in the learning activity, there is a risk that reaching the correct answers itself
will become their goal. Although discussion activities have some limitations in terms of a “deep
approach to learning,” they are expected to promote understanding at the stage of expert group
activities, after the answers are distributed. By stating their ideas to each other, comparing each

other’s ideas, and analyzing the similarities and differences between their own and others’ ideas,
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constructive interaction (Miyake, 1986) can occur to create new ideas, such as revising one’s own
ideas for the better or combining and integrating the ideas of both parties, giving learners the
opportunity to deepen their thinking.

While the purpose of Expert Activity is for the teacher to give the answers to each expert
group and to promote understanding among the learners, a critique of this method is that it is better
for the teacher to provide direct explanations to avoid the possibility of learners forming false
concepts in the first place. Vygotsky (1962) named the difference between learners’ intellectual age
and the level at which they can solve problems with assistance as the “zone of proximal
development” and argued that it is necessary to consider this zone of development when assessing
developmental status. The present study was based on the idea that the support or scaffolding does
not have to be provided by the teacher and that enrichment materials given to learners can serve as
substitutes for the teacher’s oral explanations. Scaffolding is temporary and should be dismantled
progressively over time for learners to achieve their goals (Lu et al., 2014). Therefore, as a step-by-
step process to removing the scaffolding, it is more effective to have learners develop the habit of
reading and understanding materials and then following the process of searching for them on their
own in the future, rather than relying on the teacher’s verbal explanations. Moreover, dialogue
among learners promotes understanding (Ito & Kakihana, 2009), which can be expected based on
the perspective of the zone of proximal development. The materials are designed to make learners
aware of existing knowledge through explicit explanation, to structure their knowledge, and to allow
for meaningful learning. Memory is promoted through the natural human process of understanding,
which is to relate and combine new knowledge with existing knowledge. Existing knowledge here

refers to latent conceptual metaphors that are acquired unconsciously.
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In a jigsaw activity, the learner is the only one in their group who knows their own material;
they must listen to others’ explanations of their different materials, think about how they relate to
their own material, and infer the central meaning of the particles. In addition, as with a jigsaw puzzle,
each member of the group plays a role in revealing the whole picture of the central meaning of the
particles by connecting the pieces of materials by means of each peripheral sense. The essential
interdependence and responsibility of roles are designed to facilitate the jigsaw activities.
Furthermore, unlike learning by memorizing Japanese translations, learning by explaining to others
can lead to a deeper understanding at the conceptual level. It is desirable for learners to be able to
explain ideas in their own words so that others can understand, but it is assumed there will be times
when they get stuck or are unable to explain material well. Nevertheless, noticing that they cannot
explain well may lead to self-reflective analysis of personal understanding.

In the next activity, the review is to be made by the teacher, so students will not be left without
understanding due to any in-group inadequate explanations. A jigsaw activity involves not only
giving explanations but also receiving explanations by others. As these explanations rely on
cognitive linguistic findings, knowing the linguistic motivation can lead to deeper learning
(Littlemore, 2009) and enable learners to understand why the meaning is what it is. Moreover, some
studies have reported that analogizing the meaning of unknown words can help learners develop
their abilities (cf. Nakagawa, 2013a). Miyake (2016) stated that what one expresses oneself with
conviction tends to become “knowledge that can be used”; therefore, it is expected that learners will
also develop the ability to use English through this method.

If learners only teach each other, there is a concern that they may form misconceptions and
cause some group members to feel that they do not have sufficient understanding of the peripheral

particle meanings they have not explained. In fact, Tomono (2016) conducted a questionnaire after
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a jigsaw activity and found that participants reported their level of understanding of the part other
than the section for which they were in charge to decrease. With inadequate explanation and
communication, misunderstandings occurred. The main purpose of the teacher’s review of the
meaning of the peripheral particles following a jigsaw activity is to overcome these challenges. In
the simultaneous activity, the central particle meaning inferred in the activity can also be
summarized by having each group present their answers. Then, the teacher can present illustrations
of the answers to promote the reconstruction of their knowledge and turn it into meaningful learning.
Knowledge, by its very nature, can only be obtained when it is accompanied by the learner’s
independent activities of understanding, and it is not imparted via one-way teaching. Consequently,
during the last Individual Activity, the questions should be brought back to the individuals so that
they can work on them and come up with the answers themselves. The questions for individuals
should not involve choosing the phrasal verb in a given English sentence this time but finding it in
a textbook, dictionary, or other source. Based on the knowledge gained from the previous activities,
participants will be able to search and relate to the knowledge by referring to it repeatedly, which
will help to consolidate their learning and deepen their understanding. At the end of the class, they
can be asked to present the English sentences they found, but it is better to have them raise their
hands voluntarily. This is because they have already given each other answers in the previous step,
and their psychological anxiety about wrong answers and resistance to public speaking are likely to

be reduced. The number of presenters should increase.
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2.4 Materials

2.4.1 Materials Development

Materials utilized in teaching and learning activities are generally referred to as teaching
materials, but they can also be learning materials from the perspective of learners. Teaching and
learning materials are taught by instructors and learned by students. In other words, as Bolitho
(1990) showed, they are also the concept of the relationship between the instructor, the learner, and
the materials/learning materials, and thus they are important elements for an instructor and the

learners when teaching or learning something.

Figure 2.49.
Eternal Triangle (Bolitho, 1990)

Materials

g

Learncers

A\

Tcacher

Figure 2.49. represents the relationship between learners, teachers, and materials by a
symbolic diagram as well as the tendency for teachers to blame the materials (or learners) when
things go wrong and a similar tendency displayed by learners to blame the teacher (or materials).
Nakagawa (2021) reviewed how the findings of cognitive linguistics can be utilized in learning and

teaching materials.
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In this section, the materials used in Chapters 3, 4, 5, and 6 of the present study will be outlined,
specifically with respect to the theoretical background from which they were derived. As the
materials were originally conceived for self-study, they are designed to be fully comprehensible to
the learner as well as the teacher. The verification is done in Chapters 4 and 5. For an educational
setting, teaching and learning materials must be developed with an awareness of teachability,
learnability, and usability, as pointed out by Tanaka (2007). Equally, Ueno (2007) insisted that
complex research must be modified with ingenuity, rather than being applied in its original form to
junior high and high school English teaching and learning. In keeping with the indications of Tanaka
(2007) and Ueno (2007), the teaching and learning materials used in the present experiment were
developed with the highest priority given to ease of understanding for learners and teachers,
although for some aspects, the theoretical elaboration was sacrificed. Furthermore, they were
designed to foster proactive learning. Proactive learning is defined as learning to persevere with
perspective, to reflect on one’s own learning activities, and to connect them to the next activities
(Ministry of Education, Culture, Sports, Science and Technology, 2016). It is closely related to
metacognition and can be described as learning through a series of processes, such as reflecting on
the past and present by objectively overviewing one’s own behaviors and emotions and making
one’s own decisions about the direction of the future referring to it. As Mizokami (2018) pointed
out, it does not simply mean active or spontaneous learning. A sense of “cultivating,” rather than
“expecting” learners’ initiative, is important (Naka, 2016), which may require scaffolding (Wood

etal., 1976).
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Figure 2.50.

Model with Scaffolding

Teacher Object Agent Object
(Teacher’s Statements, Materials, etc.) (Learner) (Teacher’s Statement, Materials, etc.)
Note: MS: maximal scope IS: immediate scope

The teacher triggers the object, and the learner, as the agent, works on it. The wavy line in
Figure 2.50. represents the learner’s approach to the object and the resulting changes. A denotes a
diversity of items, such as the teacher’s statements and materials, as the object. Dashed lines indicate
identical items. The double arrow is for the exerting force. In the figure, the agent’s behavior
changes depending on the object, and the teacher may be involved in some way, i.e., by scaffolding
the object. However, as the object does not have to be provided by the teacher, Figure 2.51. shows
that learning that does not require teacher assistance, that is, learning without scaffolding, is possible

if the materials are well devised, for example.
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Figure 2.51.

Model Without Scaffolding

IS,

Teacher Agent Object

(Learner) (Teacher’s Statement, Materials, etc.)

Fundamentally, scaffolding temporarily helps achieve a goal and is removed after a certain
period of time, as noted by Lu et al. (2014). By practicing the model of gradual release of
responsibility (Pearson & Gallagher, 1983), which shifts instruction to enable students to learn from
one another, autonomous learners can be developed. In the case of phrasal verb learning using
illustrations applied in the present experiment, | consider that the materials imply effective ways of
phrasal verb learning and that the learners’ approach to the materials can be proactively transformed.
The presentation of learning methods to students through materials, when viewed from the

perspective of learning how to learn, can lead to the acquisition of higher-order cognitive skills.
2.4.2 Animation Materials Development

While many applications for learners have been developed, some studies have been conducted

to examine the effects of preposition learning from the perspective of educational technology by
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adapting the findings of cognitive linguistics to animation (cf. Kojima et al., 2007). Mayer (2008)

proposed 10 principles that render narrated animation more efficient.

Figure 2.52.

Ten Ways to Overcome Challenges to Learning with Animation (Mayer, 2008, p. 38)

Reducing Extraneous Processing
Coherence principle

Signaling principle

Redundancy principle

Spatial contiguity principle
Temporal contiguity principle
Managing Essential Processing
Segmenting principle
Pre-training principle

Modality principle

Fostering Generative Processing
Personalization principle

Voice principle

Nakagawa (2013b) followed Mayer’s principles to develop an application by producing a
narrated animation that enables students to learn phrasal verbs while focusing on the motivation of
language. In the present study, | propose a cognitive linguistic approach to phrasal verb learning
using illustrations. Given that Mayer (2001) stated that people learn better with illustrations than
with words alone, learning methods using illustrations appear to be viable in the field of educational
technology. The images used in the current study, whether still or animated, are designed to facilitate
memorization by making it easier to grasp the extension to a conceptual metaphor through

visualization.
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Figure 2.53.

A Set of Semantic Units (Langacker, 1987, p. 74)

FRUIT' TOMATO
FRUIT } — — SITOMATO
' — sfomm
APPIE| [BANANA| [PEAR FRUIT APPLE
FRULT BANANA
FRUIT PEAR

In Figure 2.53., full schematicity is represented by a solid arrow and partial schematicity, or
extension, by a broken-line arrow. According to Langacker (1987), APPLE, BANANA, and PEAR,
are unproblematic instantiations of the category defined by the schema FRUIT, while TOMATO is
assimilated only through extension of the category, FRUIT’. Hence, FRUIT” is an elaboration of
both FRUIT and TOMATO, as it is a higher level of abstraction, or a higher-order schema. Those
shown in (b) are sets of individual categorizing relationships. APPLE, BANANA, and PEAR as
well as TOMATO are existing knowledge and are concrete, but FRUIT and FRUIT’ are abstract
concepts. This indicates that both the prototype, FRUIT, and its elaborated schema, FRUIT’, are
abstract concepts, and they are structured on the basis of something concrete, that is, something
instantiated. The illustrations employed in the present study were developed to enhance
understanding by means of visualizing abstract concepts, including the conceptual metaphor, which
is an extended case, but also by representing them by the movement of concrete objects. Illustrations

that reflect the movement of visualized objects are accessible because they also convey existing
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knowledge and can lead to an expanded understanding of abstract concepts. Moreover,
unconsciously acquired conceptual metaphors derive from general cognitive abilities; therefore,
although it is new information, it connects to existing knowledge and promotes understanding by
raising awareness. Figure 2.54. showcases the process by which the applied materials make
PROTOTYPE and EXTENSION —both abstract concepts —conscious through visualization and

schematization.

Figure 2.54.

The Process of Schematization
SCHEMA
P
Consciousness Raising

S —
[T / Visualization ...........................

PROTOTYPE------------- ~EXTENSION |

.

As Piaget (1947/1950) noted that every new acquisition modifies previous ideas, the
aforementioned cognitive processes are also natural from the perspective of memory mechanisms.
According to Ausubel and Robinson (1969, p. 53), meaningful learning occurs if learners have the
intention to relate the material in a nonarbitrary and substantive fashion to relevant items in their
cognitive structure. Hatano and Kuhara (1969) insisted that even if the same materials are used,
there is no effect unless the students engage in meaningful learning; therefore, in the current study,

attempts were made to develop teaching and learning materials that would foster meaningful
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learning. The materials utilized in the current study allow for meaningful learning because they are
intended to be related to existing knowledge, as previously mentioned.

In Chapter 5, the effectiveness of the cognitive linguistic approach to phrasal verb learning is
examined in an experiment using animation videos. In the 1990s, with the technological innovation
of personal computers (PCs) in the education field, the use of multimedia teaching materials became
popular, and research on the development of teaching materials using animation as well as still
images, such as illustrations, increased (Rieber, 1991). For example, Mayer (2002) proposed the
dual coding theory and the cognitive load theory. The dual coding theory asserts that narrated videos
are processed through audio processing circuits, while images are processed in visual information
processing circuits, and that the two types of information are integrated in the learner’s mind to
facilitate comprehension, resulting in new information being unified with information in long-term
memory and storage. In summary, the idea is that when designing materials, one should take
advantage of these two channels, the audio processing circuitry and the visual information
processing circuitry, as they are important for promoting learning effectiveness. The cognitive load
theory arises from the fact that learners’ cognitive resources are limited, and if the video exceeds
these limits, understanding will not be promoted. The video material utilized in the experiment in
Chapter 6 attempts to reduce cognitive load. The video is streamed along with audio descriptions
so that the effect of dual coding can be accomplished.

In the present experiment, | explored the effectiveness of a learning method that provides
explicit explanations that focus on linguistic motivation materials that can clarify the differences of
grammar and usage and the nuances of synonyms by aiding image schemas (illustrations and

animation videos) used in cognitive linguistics. | examined whether teachability, learnability, and
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usability were maintained in terms of educational soundness with respect to materials and also

discuss their effectiveness.
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Chapter 3 The Effectiveness of Using Visual Images in Teaching Phrasal VVerbs?

3.1 Research Question

Cognitive linguistics is increasingly being applied within language teaching fields in Japan.
This chapter focuses on the question of whether illustrations can modify image schemas based on
cognitive linguistics theory and whether they can contribute to the learning of English phrasal verbs.

English native speakers tend to use phrasal verbs frequently in conversation. On the other
hand, Japanese learners of English tend to use one-word synonyms instead of phrasal verbs because
figurative meanings of phrasal verbs can be quite confusing. In addition, the main reason Japanese
learners have trouble with phrasal verbs is that they often attempt to learn all the individual words
by heart.

Some Japanese learners who have difficulty speaking English are apt to fall into the trap of
believing that they must build up their vocabulary and learn additional English grammar points to
speak English. That may be true, but learning phrasal verbs is important as well, because they are
useful for expressing what learners want to say through basic verbs and particles they have already
acquired.

This chapter presents a method of more effectively learning phrasal verbs, discusses some of
the findings, and offers several suggestions. | hypothesize that teaching phrasal verbs using visual

images is significant. I report the comparative results of two post-tests derived from two groups:

1 This chapter has been revised slightly from the previously published version in Nakagawa
(2013a).
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group A conducted by conventional methods and group B by a cognitive linguistics-based approach.

I then examine whether its teaching method, with the tentative theory, is useful or not.

3.2 Method

The teaching method presented in this chapter is an example of a cognitive approach to
teaching phrasal verbs that is centered on prepositions and adverbs, not basic verbs. If we focus on
basic verbs and consider their combinations with prepositions or adverbs, the number of phrasal
verbs is limited. As a result, we can learn no more than a few dozen phrasal verbs. By contrast,
prepositions and adverbs are fewer in number than verbs, but the number of verbs that can be
combined with them is almost infinite. Therefore, the advantage of the method is simply that. If
learners can understand an image of a preposition or adverb, which exhibits the motivation for the
extension from the prototypical center to the different senses, they can easily infer the meaning of
unfamiliar phrasal verbs when they first encounter them.

Here, we will consider phrasal verbs with “out.” The basic image for out is “outside,” which

represents motion from inside to outside. From this basic image, various meanings emerge.

91



Figure 3.1.

Basic Image for “OUT ” (Nakagawa & Tsuchiya, 2011, p. 26)

3-H->0
in(t}) out(¥})
WAL A=Y

For instance, in terms of expressions that can change meaning according to the viewpoint of
the observer, we can list “go out” and “come out.” When an observer’s viewpoint is from within,

the observer can use “go out,” which means an object has “disappeared” or “vanished.”

Figure 3.2.

Extended Image 1 for “OUT ” (Nakagawa & Tsuchiya, 2011, p. 26)

in(l")
AA—=T D

out(ifi’k)

Conversely, when the object is seen from the outside, the observer can say “come out,” which

means that an object has come into one’s view and can be recognized.
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Figure 3.3.

Extended Image 2 for “OUT ” (Nakagawa & Tsuchiya, 2011, p.27)
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These different meanings illustrate the relevance of an observer’s viewpoint to the process of
conceptualization. One piece of evidence supporting this claim is the fact that we say “they worked
out a compromise between ideals and reality.” The basic meaning of “work” is to do something by
exerting the given functions and abilities. This basic meaning extends according to the person, place,
and circumstances. For example, when we think about something, “what one carries out in one’s
brain” is essentially equal to “thought.” When “work” is used with “out,” “thoughts” go “out” of
our brain. In other words, it means a result of a “thought” such as “coming up with something” or

“solving something,” or the means to bear fruit from them such as “doing well.”
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Figure 3.4.

Image for “WORK OUT ” (Nakagawa & Tsuchiya, 2011, p. 31)

work

9
out(HANEN3)
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The test materials were prepared as follows. First, the 10 most frequent phrasal verbs (carry
out, point out, find out, come out, work out, go out, turn out, break out, rule out, set out) were
selected from the corpus.? Second, two different sentences were made using each phrasal verb, one
for the pretest (Appendix 1) and the other for the posttest (Appendix 2). Lastly, an extra sentence
including the phrasal verb “run out” was added to the posttest to examine whether the learners could
improve their ability to guess the meaning of the unfamiliar phrasal verb. Thus, 10 question items
were made for the pretest and 11 for the posttest.

As for the procedure, first, to grasp the extent to which the learners understood phrasal verbs,
we conducted a five-minute pretest on the phrasal verbs listed above. The learners were asked to
write the Japanese translations of these phrasal verbs in the sentences. Based on the results of the
pretest, the learners were divided into two groups, A and B, while ensuring the levels of the two
groups were equivalent. Second, the learners in Group A were given 10 minutes to memorize the

phrasal verbs any way they preferred. Conversely, the learners in Group B spent 10 minutes

2 This corpus includes the data of about 300,000 American English words (National Public Radio)
and about 250,000 British English words (BBC World Service).
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receiving an explanation of the phrasal verbs, based on our hypothesis. Two weeks later, learners in
both groups were given a five-minute posttest, which was similar to the pretest in that they were
asked to give Japanese translations of the phrasal verbs. They were not notified of the test in advance.
Both the pretest and posttest had a total possible score of 10, with one point for each question. To
examine whether the means of the two groups’ test results were significantly different, a t-test was

conducted at a significance level of 5%.

3.3 Participants

The participants were 226 Japanese students (aged 15-16 years) at three different high schools

(a total of six classes).

3.4 Results and Discussion

As for the pretest, the results of the t-test revealed that the two groups were equivalent in their
knowledge of the target phrasal verbs (t = .19, df = 224, p = .84, ES: d = 0.84) prior to the
experimental instruction.

The descriptive statistical results of group A and group B on the pre and post-tests are

summarized in Table 3.1.
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Table 3.1.

Descriptive Statistics of Group A and Group B on Pre-Test and Post-test

Group A
(n=115)
Group B

(n=111)

M SD  Minimum Maximum Skewness Kurtosis
Pre-test 2.63 1.88 0.00 7.00 0.49 -0.55
Post-test 3.63 2.38 0.00 9.00 0.20 -0.81
Pre-test 259  1.89 0.00 10.00 0.63 0.66
Post-test 506 2.71 0.00 10.00 -0.40 -0.85

A two-way repeated measures analysis of variance (ANOVA) was performed with time as

the within-participants factor and group as the between-participants factor. A significant main effect

was found for time (F(1, 451) = 154.60, p < .001, np? = 0.41), group (F(1, 451) = 6.92, p < .01, 1p?

=0.03), and time by group interaction (F (1, 451) = 28.38, p <.001, ,? = 0.11). A significant simple

main effect was found for group at the posttest (F(1, 224) = 17.94, p < .001, 15> = 0.07).
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Figure 3.5.

Mean Scores of Group A and Group B at Pre-Test and Post-Test

Group A
+#- GroupB
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Note. The error bars attached to each item show 95% CI.

As shown in Figure 3.5., Group B made significantly greater score gains than Group A, which

suggests that the cognitive approach was effective.
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Figure 3.6.

Percentage of Students who Answered Correctly [%]

Group A (Pre-test)

=

] B  Group A (Post-test)
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B  Group B (Post-test)

Table 3.2.

Details of the Percentage of Students who Answered Correctly [%]

@ carryout @ pointout @ findout @ comeout (& work out

Pre-test 31.30 18.26 40.87 13.91 5.22
Group A

Post-test 26.09 41.74 57.39 62.61 26.96

Pre-test 40.54 26.13 34.23 9.01 541
Group B

Post-test 29.73 56.76 79.28 81.08 38.74

©® goout @ turnout break out @ rule out set out

Pre-test 53.04 61.74 26.96 6.96 5.22
Group A

Post-test 50.43 7.83 38.26 13.91 37.39

Pre-test 48.65 48.65 33.33 541 7.21
Group B

Post-test 66.67 22.52 51.35 36.94 43.24
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From even a cursory examination of Figure 3.6. and Table 3.2., the following facts emerge:
the percentage of those who gave the correct answer to the question concerning “carry out” and
“turn out” decreased in both Group A and Group B. As for “go out,” only the Group A percentage
became smaller. Higher percentages in Group A were associated with “come out” (+48.7%), “set
out” (+32.2%) in the post-test compared to the pre-test. In Group B, they were “point out” (+30.6%),
“find out” (+45%), ““come out” (+72.1%), “work out” (+33.3%), and “rule out” (+31.5%), and “set
out” (+36%). These figures yielded the following observation: overall, the learners in Group B, to
whom explanations were given based on our hypothesis, retained more phrasal verbs than those in
Group A for a certain period.

| first hypothesized that in using a cognitive approach, learners would improve their ability to
guess the meaning of unfamiliar phrasal verbs they encountered. To examine this, one extra question
unknown to the learners on “run out” was added in the post-test. It is possible that many Japanese
English learners think “run” has only one meaning: to move very quickly, by moving your legs
more quickly than when you walk. Hence, it would be difficult for them to suppose that “run out”
has an alternative meaning of to “be exhausted” or to “dry up.” The results of the test concerning
the inferred meaning of the unknown phrasal verb, “run out,” showed that 50.5% of the learners in
Group A and 64.9% in Group B answered the question correctly. Even in Group A, around half of
the learners grasped the correct interpretation by learning a certain number of phrasal verbs, based
on generalizing how the phrasal verb meanings were formed. However, the result indicated that
more learners in Group B tended to write the correct translation than those in Group A.

Not only has little attention been paid to phrasal verbs in Japanese EFL (English as a
Foreign Language) education, but little instruction has been given to help learners memorize/acquire

phrasal verbs and transfer/apply it to unknown phrasal verbs. Our analysis has implications for ways
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of more effective phrasal verb learning. Based on this research comparing two groups, it can be
concluded that the cognitive approach hypothesis was more effective. However, the percentage of
improvement of some phrasal verbs such as “carry out” and “turn out” were low in the post-test
because the figurative meanings of phrasal verbs can be quite confusing. It is often claimed that the
cognitive approach is not applicable to all learners for learning phrasal verbs with absolute certainty.
One reason might be that teaching methods based on cognitive linguistics often rely on somewhat
abstract explanations; therefore, this method may not be suitable for all learners. Further phrasal

verb study is therefore imperative to give learners more concrete and more concise explanations.
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Chapter 4 The Teachability of a Cognitive Linguistics Approach to Phrasal Verbs?

4.1 Research Question

The purpose of this chapter is to examine the differences in English learners’ acquisition of
phrasal verbs depending on the presence or absence of cognitive linguistic knowledge on the part
of instructors, which has not been discussed in previous studies from the viewpoint of teachability.
To measure the usefulness of teaching materials and methods from the viewpoint of teachability,
experimental designs should include a group of English learners who are taught by instructors who
do not have expert knowledge. However, no studies have ever attempted to examine teachability in
cognitive linguistic approaches to phrasal verb acquisition, and as a result, high versatility may not
be expected. Langacker (2008b) indicated that unless they are themselves experienced language
teachers, the advice of linguists on language pedagogy is likely to be of no more practical value than
the advice of theoretical physicists on how to teach pole vaulting (p. 66). It is obvious that teaching
methods and materials must be sufficiently understandable and usable, even by instructors who do
not specialize in cognitive linguistics if they are to be used in the field of education. Therefore, |
believe that this study can contribute to the accumulation of empirical research from the perspective

of exploring higher versatility.

3 Some parts of this chapter (written in Japanese) appeared in Nakagawa (2019a).
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4.2 Method

This chapter focuses on teachability, one of the three conditions for sound educational
grammar proposed by Tanaka (2007, pp. 558-559), and examines approaches to phrasal verb
acquisition from a cognitive linguistic perspective. | hypothesize that even if teachers do not have
cognitive linguistic knowledge, if they use materials that are designed in some way to facilitate
comprehension, the effect on English learners will be similar to that of teachers with cognitive
linguistic knowledge.

To ensure the teachability of a method for teaching phrasal verbs with the aid of cognitive
linguistics, | examined whether the presence or absence of cognitive linguistics knowledge on the
part of an instructor makes a difference to a learners’ retention of phrasal verbs among students. In
School A, students were taught by a teacher who majored in Russian at university, studied English
teaching in graduate school, and did not have knowledge of cognitive linguistics. On the other hand,
students in School B were taught by a teacher who specialized in cognitive linguistics.

With respect to the teaching materials in the present study, | utilized the 10 most frequent
phrasal verbs (carry out, point out, find out, come out, work out, go out, turn out, break out, rule out,
and set out) with a high frequency of co-occurrence with “out,” adapted from Nakagawa and
Tsuchiya (2011), a book on phrasal verb learning that supports the findings of cognitive linguistics.
The images and explanatory methods used in this book are undeniably at the expense of theoretical
sophistication; however, in accordance with Cho and Kawase’s (2011) suggestion, there is a need
to eliminate the jargon used in cognitive linguistics in order to apply cognitive linguistics to

educational settings. Ueno (2007) also argued that it is necessary to “modify” cognitive linguistical
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insights to apply them to educational settings, so that the materials are as simple and accessible as

possible. Shown below is the example of “presence,” which is used in “find out.”

Figure 4.1.

Presence Image for “OUT ” (Lee, 2001)

conceptualiser

»

LM

Figure 4.2.

Presence Image for “OUT ” (Nakagawa & Tsuchiya, 2011)

@

out
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Comparing the two images in Figures 4.1. and 4.2. shows that the image material in Figure
4.2. is designed to promote intuitive visual understanding without the use of cognitive linguistic

terms, such as a landmark or conceptualiser. The following is an example of an explanation.

Figure 4.3.

Example of Phrasal Verb Explanation (Nakagawa & Tsuchiya, 2011)

5 \l/'60
point out
HiAET (FHB)

pointout [~ZHEHT D)

$ (in) ISA2TUL=30H% (out) ITHDE, BATUWV:-2ONRZ S

REIZLY, TOFESHNONAIKRIZBEYVET. HH5EHZpoit (JEL

) CEICEKST, TOBHEN (ou) ITHT E, HOAIZHSh D &

ITBYET. JIHhL (~ZHEHTH) EVLSERIZLZLHDTY.
Economusts pointed out the problems Japanese workers are having.

(BFRPEIBROFWHENMBATVWSRBEEIEB/L)

The explanation is based on the concept of cognitive linguistics, and it explains the meaning
of the phrasal verb in a simple and concise manner. To be able to teach phrasal verbs based on the
findings of cognitive linguistics, the teacher at School A did so after reading and understanding
Nakagawa and Tsuchiya’s explanation (pp. 26-42) of the phrasal verbs used in the present
experiment.

Regarding the procedure, first, to grasp the learners’ knowledge of phrasal verbs prior to the
present experiment, a pre-test was conducted for 10 phrasal verbs from the material with a test time
of 5 minutes. One week later, in both schools A and B, each teacher presented the imagery sketched

in Nakagawa and Tsuchiya (2011) and gave an explicit explanation based on the insights of
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cognitive linguistics for 10 minutes to encourage learners to retain the meanings of each phrasal
verb. After another week, both sets of students were given a post-test. The pre-test and post-test
were scored out of 10 and were written questions in which students were asked to write a suitable
Japanese translation for the meanings of each phrasal verb according to the context in the English

sentences, as shown in Figure 4.4.

Figure 4.4.

Example of Phrasal Verb Test

i AT OIELERLIZAEALD ( ) ERVRSU,

Fire suddenly broke out in the kitchen. 223K, BT ( )o

4.3 Participants

A total of 79 students (15-16 years), 37 from School A (Group A) and 42 from School B
(Group B), whose native language was Japanese, were participants in this study. Considering that
only a limited number of phrasal verbs, such as “talk about,”” were learned in junior high school and
that the experiment was conducted in September of the first year, the number of phrasal verbs known

before the experiment was thought to be relatively small.
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4.4 Results and Discussion

The results of the descriptive statistics of School A and School B on the pre- and post-tests

are shown in Table 4.1.

Table 4.1.

Descriptive Statistics of Group A and Group B on Pre-Test and Post-test

M SD Minimum Maximum Skewness Kurtosis

Group A Pre-test 3.65 2.02 0.00 10.00 0.51 0.84
(n=37) Post-test 6.49 1.41 4.00 10.00 0.29 -0.25
Group B Pre-test 298 1.35 0.00 6.00 -0.67 0.21
(n=42) Post-test 6.38 1.87 3.00 10.00 -0.18 -0.98

To examine whether the presence or absence of cognitive linguistic knowledge by the teacher
made a difference in the retention of learners’ knowledge of phrasal verbs, a two-way ANOVA with
a mixed design was performed. As Mauchly’s sphericity test showed that the assumption of
sphericity was not satisfied, the degrees of freedom were adjusted by Greenhouse-Geisser’s method.
The results of the ANOVA indicated that the main effect of the presence of cognitive linguistic
knowledge by the teacher was not statistically significant (F(1, 77) = 1.85, p = .18, 1>~ 0.02).
However, the main effects of the test times were statistically significant (F(1, 77) = 156.51, p < .01,
np? = 0.67). Furthermore, the interaction of the presence of teachers’ cognitive linguistic knowledge
x test times was not significant (F(1, 77) = 1.29, p = .26, n,*> = 0.02). In other words, the only

significant effect was the test times, and the interaction effect was not significant. Therefore, it can
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be concluded that if the theory of cognitive linguistics is modified well for teaching materials so
that it can be applied in the field of education, the retention of learner's knowledge of phrasal verbs
will significantly improve with instruction, regardless of a teachers’ knowledge of cognitive
linguistics; therefore, the teachability of the teaching method based on cognitive linguistics in the

present study is guaranteed.

Figure 4.5.

Mean Scores of Group A and Group B at Pre-Test and Post-Test

7
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“ & Group B
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Note. The error bars attached to each item show 95% CI.

In both School A and School B, the mean score of the post-test was higher than that of the
pre-test, which confirmed the effectiveness of teaching methods based on cognitive linguistics for
the teaching/learning of phrasal verbs. In addition, this study’s findings reaffirm those of many
previous studies. However, the standard deviation of the post-test was lower than that of the pre-test

in School A, although it was within the margin of error, and the variability was converged, while
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the standard deviation of School B was larger, and the variability seemed to be a little wider than
that of the pre-test. Although it is difficult to make a general statement owing to various factors such
as individual differences in learner characteristics, the teacher at School B, who had knowledge of
cognitive linguistics, mentioned a few peripheral cases, which may have caused a slight gap to
appear between learners who found this learning method difficult and those who did not because,
as established, they had not experienced it much until junior high school. On the other hand, the
teacher at School A did not have any knowledge of cognitive linguistics; therefore, his simple and
concise explanations, which consisted of only the images of the teaching materials and their
explanations, may have made it easier for learners who were not familiar with this learning method
to understand overall. Figure 4.6. shows the mean difference in scores between the post-test and

pre-test (post-test minus pretest), which is the amount of change in schools A and B, respectively.

108



Figure 4.6.

Gain Scores of Individuals in Group A and Group B
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Note. The red center point of the up and down arrows shows the average gain scores.

The learners in School B were observed to have a slightly larger score increase between the
pre-test and post-test than those in School A. One reason for the slightly greater increase may be
that although the scatter of scores was smaller for learners in School A than in School B, there were
learners whose score difference was negative or retained no difference, while there were learners in
School B whose score difference was zero, but there was also a relatively large number of students
whose score difference appeared large, ranging from 6 to 7 points. The reason for this was
hypothesized to be the fact that the teacher of School B, who had knowledge of cognitive linguistics,
was able to promote understanding of abstract phrasal verbs with similar examples, which can be

expected to be difficult for some learners to understand.
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With respect to teachability, it was found that when teachers without knowledge of cognitive
linguistics taught, the effect was the same as that of teachers with knowledge of cognitive linguistics,
as long as the materials and teaching methods were sufficiently well designed for the teachers to

understand them.
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Chapter 5 The Learnability of a Cognitive Linguistics Approach to Phrasal Verbs*

5.1 Research Question

This chapter investigates whether there is a relationship between general cognitive abilities
and the acquisition of phrasal verbs using cognitive linguistics-based teaching methods from the
perspective of learnability to examine the cognitive linguistic approach to phrasal verb acquisition.
The current research aims to bridge theory and practice. The cognitive linguistic approach to
language acquisition research maintains that general cognitive abilities are deeply related to
language acquisition, in part of the theoretical framework attempting to clarify language acquisition
processes from the perspective of cognitive faculty and language performance. However, previous
studies, such as Kartal and Uner (2017), which explored the relationship between English
proficiency level and phrasal verb completion test scores, have not clarified—in a fairly broader
sense—the relationship between general cognitive ability and academic achievement as one of the
general cognitive abilities. In the present research, | operationally defined the score of a nationwide
trial examination as a measure of general academic ability and conducted an experiment to
determine whether there was a relationship between phrasal verb acquisition through a cognitive
linguistic approach and general academic ability. Based on the theoretical background that linguistic
competency is motivated by cognitive ability, | hypothesized that both English language proficiency
and the general academic ability of English learners is related to differences in phrasal verb
acquisition, even if the same cognitive linguistic approach is used for phrasal verb instruction. One

study that investigated the correlation between SLA and intelligence was conducted by Genesee

4 Some parts of this chapter (written in Japanese) appeared in Nakagawa (2019a).
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(1976) and found that both reading and language usage tests were related to 1Q tests because many
IQ tests aim to predict how accurately students will perform on important criteria such as school
grades and achievement-tests. Conversely, no correlation was found between 1Q tests and listening
and communication skills, which implies the skills being acquired, despite the absence of rigorous
teaching of formal language structures and rules in native language acquisition. The current study
examined whether phrasal verb acquisition was correlated with English proficiency level and
academic achievement, and if so, whether a cognitive linguistic approach has the potential to

eliminate or reduce the difference.

5.2 Method

To verify the learnability of the teaching method of phrasal verbs with the aid of cognitive
linguistics, the correlation between the general academic ability and the retention of phrasal verbs
was confirmed using the nationwide Benesse Corporation’s trial examination. Benesse
Corporation’s trial examination was utilized to denote general academic ability because of a useful
index of academic achievement used most widely in Japan. To accurately measure the effects of the
teaching method using the findings of cognitive linguistics, phrasal verbs were combined with each
of the 15 different types of particles, which are not often taught in junior high schools: bring about,
call at, come by, care for, turn down, hear from, cut in, put off, hit on, stand out, get over, belong to,
pull up, go with, and look into. These were selected as the material for verification. The procedure
was as follows: first, a pre-test of the 15 phrasal verbs was conducted, with a time of 10 minutes,
followed immediately by a 15-minute explanation using a cognitive linguistic approach. Two weeks

later, a post-test was given without notice and without explanation, with a test duration of 10 minutes.
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The pre-test and post-test consisted of questions in which students were asked to choose appropriate
phrasal verbs that expressed the meaning of Japanese words from the verbs and particles, and each
question was scored out of 15 points. We adopted a full-answer format, in which both verb and
particle had to be correct. In addition, the students were given two minutes after instruction to

answer an open-ended survey questionnaire that asked them to write how they felt about the learning

methods used during the class.

Figure 5.1.

Example of Pre and Post-test Questions

[ AAGEOERZRTAERE L TORERF A & B NOTNTIEDERRS
WV, TRENOFET 1 EILMEX FEA, ok, M#EEINMEONLELHS

LSV,
ORIy
She () () myrequest. ZIFFDOFHAZW >,
@ &%)
The policeare ( ) ( ) thematter. ZENZOMHZIHAEL T 5,
® s

Wouldyou () ( ) aglassofwine? U % 1 AR T,
A

[belong, bring, call, care, come, cut, get, go, hear, hit, look, pull, put, stand, turn ]
B

[about, at, by, for, down, from, in, into, off, on, out, over, to, up, with ]

With respect to the teaching method, an animation video of phrasal verbs by Nakagawa
(2013b) was presented, and the students were encouraged to attempt to understand the meaning of

the phrasal verbs by explicitly explaining why they had such a meaning, based on the findings of

cognitive linguistics.
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Figure 5.2.

Example of Animation Video Used in Teaching Phrasal Verbs (Nakagawa, 2013b)

come by ~ZFICANhD)
ML IEVIBRD come (&, by DFOHAESIEVIMA—De— @b dE, HRANELIC
FAHEERLFET. ARIMTHNIE, “FRICB ZEFNTFICANRDIEWSERIZBYET.
BIXTIE, RREBBFIINEFIZTTHIHREN, IHDNTELELNIM A= “BARIZT, “E
R EVSTENBRICEFRLTVET.

How on earth did you come by these tickets?

(BEIENAT=WNESFO>TINLDFrIREFIZAN=-OTTHY)

5.3 Participants

A total of 60 second-year high school students (16-17 years), whose mother tongue was
Japanese, were involved in the experiment. Their average GTEC Advanced score (upper limit 810
points: reading 320, listening 320, writing 170) in June was 435.92, and their average score on the
nationwide Benesse Corporation’s trial examination (upper limit 300 points: English 100, Japanese
100, mathematics 100) in July was 99.22. Their average score on the GTEC (Global Test of English
Communication) Advanced was equivalent to the Al level of the CEFR (Common European
Framework of Reference for Languages). The national average for second-year high school students
on the GTEC Advanced at the time of the research was approximately 445 points, and the national

average for second-year high school students on the nationwide Benesse Corporation’s trial
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examination was 110.60 points, which indicated that the participants in the experiment had English

and general academic abilities that were slightly below national averages.

5.4 Results and Discussion

The results of the descriptive statistics for each test are shown in Table 5.1.

Table 5.1.

Descriptive Statistics of Pre-Post-tests, Gain Scores, GTEC, and Benesse Corporation’s Trial

Examination
M 95%ClI SD  Minimum Maximum
Pre-Test 243 2.02-2.85 1.60 0.00 6.00
Post-test 8.43 744943 3.86 1.00 15.00
Gain Scores 6.00 510-6.90 349 0.00 15.00
GTEC 43591 424.22-447.61 4527 330.00 554.00
Benesse Corporation’s Trial Examination ~ 99.22 90.79-107.64 32.62 33.00 173.00

A paired t-test was performed to assess the difference between the means of the pre-test and
the post-test on phrasal verbs, and a statistically significant difference was confirmed at the 0.1%

level (t (59) = -13.30, p < .01, d = 1.84, 95% CI [-6.90, -5.10]).
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Figure 5.3.

Individual Scores of Pre-Test and Post-Test

10 4

Pre-Test Post-Test

Note. The bold line indicates the average point.

The changes in the mean scores of the individual data points in Figure 5.3. show that not only
did the scores increase significantly in the post-test compared to the pre-test, but also that the
learners who scored low in the pre-test increased as much as the learners who scored high. The
results indicate that the cognitive linguistic approach proposed in the present study was effective for
phrasal verb learning.

The research question intended to explore whether the difference in scores between the post-
test and pre-test were related to English language proficiency verified in previous studies and/or to

the general academic ability hypothesized in this study. | examine whether the difference in scores
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between the post-test and pre-test were related to the aforementioned proficiency that has been
verified and/or to the wider academic abilities found among English learners in Japanese schools.
To verify the effects of a cognitive linguistic approach from the viewpoint of learnability, |
measured the strength of the linear relationship among the gain scores (post-test minus pretest),

English language proficiency, and general academic ability by correlation analysis.

Table 5.2.

Correlations Among GTEC, Benesse Corporation’s Trial Examination, Pre-Tests and Gain Scores

1 2 3 4
1. GTEC —
2. Benesse Corporation’s Trial Examination .53™ —
3. Pre-Test 54 577 —
4. Gain Scores 17 31 01 —

Note. **p <.01, *p < .05

As the correlation matrix in Table 5.2. shows, the correlation coefficient between the pre-test
and Benesse Corporation’s trial examination as a criterion for general academic ability was r = .57,
which is a moderate correlation. Although general academic ability cannot be equated with
intelligence, the present study can confirm that intelligence was also correlated with vocabulary

learning, just as Shirahata (2012, p. 188) stated.
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Figure 5.4.
Scatterplot Depicting the Correlation Between Benesse Corporation’s Trial Examination and Pre-

Test
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Figure 5.5.
Scatterplot Depicting the Correlation Between Benesse Corporation ’s Trial Examination and Gain

Scores
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In general, a prediction can be made that a learner whose English is good knows more phrasal
verbs than one who is less proficient in English. This is also confirmed by the fact that the correlation
coefficient between the GTEC and the pre-test was moderate in current study (r =.54). Interestingly,
the results of the correlation between the gain scores (post-test minus pretest) and Benesse
Corporation’s trial examination and GTEC were different from the results of the correlation with
the pre-test. The correlation coefficient between Benesse Corporation’s trial examination and the

gain scores was r = .31, which appears to be a weak correlation (Table 5.2.).
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In light of the above results, it is possible to stimulate well-designed conditions for learnability
by processing the findings of cognitive linguistics to create teaching materials and provide adequate
instruction. However, it cannot be denied that general academic ability has some influence on the
level of comprehension, regardless of the teaching method, akin to applying the cognitive linguistic
approach, as seen by the weak correlation between Benesse Corporation’s trial examination and
gain scores in this instance. The factors could be explored by investigating learners’ perceptions of
the instructional methods. Therefore, | conducted an exploratory analysis of learners’ perceptions
of the instructional methods by means of a qualitative dataset in the form of an open-ended
questionnaire administered after instruction. In the case of open-ended questionnaires as qualitative
data, there is the possibility of differences in individual expressive ability. Participants’ differing
abilities, perhaps unrelated to their understanding of phrasal verbs, could have affected the results.
Nevertheless, | consider the results to be meaningful inasmuch as they suggest a tendency, though
partial. Therefore, | attempted to verify the results without interpreting them subjectively, as
explained below.

Preprocessing by KH Coder 3 produced the following statistics: the total number of extracted
words was 2,683 (1,086), the number of different words was 395 (280), the number of sentences
was 117, and the number of paragraphs was 60. The 10 most frequently used words in the list were

as follows (Table 5.3.).
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Table 5.3.

Ten Most Frequently Used Terms List

Extracted Word Frequency Extracted Word Frequency
w2 7% (learn) 101 A A— (image) 35
EBE (meaning) 44 ©7>% (understand) 30
HE5 (think) 43 T&E % (can) 15
HAZE (word) 43 & 2% (consider) 14
Z\GE (idiom) 40 EEN() 13

Next, | conducted a correspondence analysis using extracted words, dividing the scores from
33 to 80 into the lower stratum (n = 19), 81 to 130 into the middle stratum (n = 3), and 131 to 173
into the upper stratum (n = 10) (Figure 5.6.). The minimum number of occurrences was set to 3.
The depicted circles represent extracted words, and the squares represent external variables. The
sizes of the circles and squares correspond to the number of occurrences of each item, and the more
strongly related items are placed closer to each other on the plane distance, while the weaker items
are placed farther away. In addition, in correspondence analysis, items are placed away from the

origin if the tendency is characteristic and near the origin if the tendency is general.
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Figure 5.6.

Correspondence Analysis of Words and Variables (Extracted Words x Academic Abilities)
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22 | i

0
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While multiple extracts were concentrated and similar among the upper and middle learners,
only a few extracts such as “HiA1 % (can get),” “fibgi(study),” and “f& 5 (think)” were distributed
nearby for the lower learners, indicating that they perceived learning superficially, which is called
a surface approach to learning, evidenced by the following opinion, “fh584AuE (%% Hi
% & FE 5 (1 think | can get good scores if | study).” This is a rather typical reasoning of a learner

characterized by lower academic attainment levels.
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Then, a co-occurrence network analysis result was produced, which visualized the co-
occurrence between the extracted words and the external variables of the academic achievement

levels, as shown in Figure 5.7.

Figure 5.7.

Co-Occurrence Network of Words and Variables

Nodes 10 (10), Edges 21 (21), Density .467, Min. Coef. .002

Deqgree:
Os

Coefficient:
0.25

— 0.50

—0.75
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The minimum number of occurrences was set to 20, and the number of edges representing
co-occurrence relations was set to 60, which was the top number (in terms of the strength of co-
occurrence relations). The stronger the co-occurrence relationship, the thicker the line. Words
(nodes) in the same group are connected by solid lines, and words in different groups are connected
by dashed lines. The numbers on the lines are the Jaccard similarity coefficients, which emphasize
whether the words co-occur or not. Note that the co-occurrence network depicted indicates the
strength of the co-occurrence relation by the Jaccard similarity coefficient; it is not represented by
the distance between each word.

The co-occurrence relationship suggests that learners in the upper- and middle-level groups
felt that “the meanings of words and phrases can be understood and remembered based on images,”
while the output co-occurrence network showed that learners in the lower-level groups had weaker
co-occurrences with the “image.” It can be concluded that the lower-level learners were less
stimulated by the cognitive linguistic approach to learning phrasal verbs through images, and it can
be inferred that their failure to consciously utilize the imagery learning method may have led to the

differences in scores between them and the other academic level groups.

(17) Free comment from a learner (1) (upper level)
| realized once again that even though I know the general meaning of each word, 1 do not
have detailed knowledge. | thought it was important to memorize the image and etymology of the

word, because | don’t understand it when it becomes an idiom.
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(18) Free comment from a learner (2) (middle level)
| always just read and wrote, and | couldn’t remember anything before the instruction.
However, | was able to memorize them by visualizing them as taught in the class, which made it

much easier for me to remember them.

(19) Free comment from a learner (3) (lower level)
| was surprised that | got more points in the post-test when | memorized the words in
combination. | learned that it is better to memorize the words separately instead of memorizing the

whole idiom.

As for learnability, | hypothesized that the difference in general academic ability was related
to the difference in phrasal verb acquisition, which verified the hypothesis. The results showed that
before the cognitive-linguistic approach intervention concerning teaching phrasal verbs, there was
a moderate correlation between phrasal verb acquisition test scores at the pre-test, but after the
intervention, the correlation coefficient difference between the post-test and pre-test scores became
weaker. Moreover, based on the qualitative data collected, | explored how learners perceived the
learning method utilized by means of their academic ability group and found that learners in the
lower academic ability group tended to regard it as a superficial learning method whereby they
could get good scores on the test by simply studying and memorizing. On the other hand, learners
in the middle and upper levels of academic attainment realized that they were able to learn with
conviction using the images, and they viewed the study’s learning method more as an image-based
learning method. It can be inferred that learners in the middle and upper levels were relatively

accustomed to thinking with logic and that their perception of learning methods might be different
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from that of learners in the lower academic achievement levels. As there are differences in the
characteristics of learners at different ability levels, further research is needed to examine the factors
that contribute to the correlation between general academic ability and phrasal verb acquisition from
the perspective of learning strategies in vocabulary acquisition. Additionally, as the number of
participants in this experiment was not very large, a follow-up study with more numerous

participants is a logical future endeavor.
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Chapter 6 Applying Active Learning-Based Instruction to Phrasal Verbs®

6.1 Research Question

To demonstrate the effectiveness of active learning-based instruction using the jigsaw method
proposed in this paper, quantitative data from test scores and qualitative data from open-ended
questionnaires were selected. My aim was also to explore the differences in the degree of knowledge
retention and the learners’ perception of each learning method. This chapter focuses on the
significance of applying active learning-based instruction to the learning of phrasal verbs
combinable with “up.” The hypotheses of the present study are as follows:

(1) The jigsaw method has a higher retention rate than the teacher-centered method.

(2) The jigsaw method enables a deep approach to learning by externalizing cognitive

processes and thus enhances the educational effect in learning phrasal verbs co-occurring with “up.”

6.2 Method

To assess the learners’ mastery of phrasal verbs, a pre-test was conducted with a test duration
of 3 minutes. The test questions were multiple-choice questions in which the participants were asked
to choose the appropriate verb among break, come, get, give, go, grow, pick, put, set, and show,

according to their context in each English sentence.

5 Some parts written in Japanese of this chapter appeared in Nakagawa (2018).
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Figure 6.1.

Test Questions with Multiple Choice
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break, come, get, give, go, grow, pick, put, set, show
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In terms of scoring, one point per question was available, for a total score of 10 points. The
participants in the survey were divided into two groups: a comparison group of 28 students (teacher-
centered deductive learning) and the experiment group of 28 students (learner-centered inductive
learning). Immediately after the pre-test, the participants in the comparison group were asked to
look up the same phrasal verbs in a dictionary and then write English and Japanese translations (15
minutes), followed by a read-aloud activity using flashcards (10 minutes). Conversely, in the
experiment group, five activities were conducted based on the design of the proposed jigsaw-based
inductive learning method (Chapter 2). There were, as follows: an “individual activity” (3 minutes),
“expert activity” 1 (2 minutes), “expert activity” 2 (3 minutes), “jigsaw activity”” (10 minutes), and
a “simultaneous activity” (7 minutes). Both groups spent the same amount of time on the activities:
25 minutes in total.

A more detailed instructional description of the teaching processes and materials (handouts
and teacher’s materials) used for the experimental group (Appendix 3) is outlined. Figure 6.2. shows

the flow of group formation for each stage of each activity.
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Figure 6.2.

Flow of Group Formation for Each Activity
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(1) Individual activity: The learners are given a list of the peripheral meanings of particles as
materials and asked to draw an image of the infinitive while thinking about why it has that
meaning. Then, they must select an English sentence that matches the image.

(2) Expert Activity 1: Expert groups of learners who have the same materials (A, B, C, D, and
E in Fig. 6.2. represent types of materials) are formed, who should then share their thoughts
with one another. The number of people in each group in Figure 6.2. is for illustrative
purposes only, and group sizes can vary.

(3) Expert Activity 2: The teacher gives the answers to each expert group and encourages the

learners to work together to understand one another (Appendix 4).

130



(4) Jigsaw Activity: Jigsaw groups of learners who have brought different materials from each
expert group (groups consisting of A, B, C, D, and E in Figure 6.2.) are formed, who teach
one another the information (images of peripheral senses, reasons they mean what they mean,
and any English sentences that match the senses). Then, they are told to find the similarities
among their peripheral senses, infer the image/gist of the central sense, and discuss it.

(5) Simultaneous Activity: The teacher explains the image of the peripheral meaning of each
inflectional verb for review, then asks the learners to find the image of the central meaning
and summarize their answers. Finally, the learners are asked to find English sentences
containing phrasal verbs that match the peripheral senses they have learned about, this time

from a textbook or dictionary, and then present them.

Take UP as an example. As there are five peripheral senses, “the higher position sense,” “the
existence sense,” “the more sense,” “the completion sense,” and “the active condition sense” for the
word “up,” the meaning of which depends on the context, the expert group consists of five members.
As previously mentioned, A, B, C, D, and E represent the type of material. To reiterate, the number
of participants in an expert group is not necessarily only two.

The handouts for the participants instruct them to illustrate an image of the given peripheral
meaning. They are also asked to describe the reasons they think that the peripheral meaning has
such an image and to select an English sentence containing a phrasal verb that matches the
peripheral vocabulary. The following figure shows one of the actual examples of participants’

writing on the material (Figure 6.3.).
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Figure 6.3.

Example of the Material Filled out by a Participant
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After the individual activities, the participants who are in charge of the same materials gather
together to form expert groups and move on to Expert Activity 1. The main purpose of the expert
activity is for participants to recognize the similarities and differences between their own and others’
ideas by describing their own ideas to one another and comparing them.

Then, the participants move on to Expert Activity 2. At this stage, the teacher distributes the
answers for the materials to each expert group and encourages them to promote understanding
among themselves (Appendix 4).

Then, the participants change their group formations from expert group to jigsaw group and
teach one another what they have learned in their expert activities. After that, through explanation
and listening, all members of the group are asked to infer the central meaning from the construction
of knowledge of the peripheral meaning. The participants act as linguists. The activity is graded, as
it is rather difficult, but they may get to the correct answer. In any case, it is the process by which
learners maximize their thinking and work together to arrive at varied theories that is meaningful
for better learning.

At the end of the whole process, an element of teacher-led plenary is vital. When participants
teach one another, there is a strong possibility that they will form false concepts. To correct them,
the teacher reviews the peripheral word meanings in the form of teacher-led simultaneous activities.
After completing the review, the teacher asks the participants to think about the relationships
between each of the peripheral word senses to reconstruct their knowledge and prompts them to
offer answers for the main objective concerning central word senses.

Then, using Figure 6.4., the teacher visually shows the network of word meanings by
conceptual metaphors, which have been acquired unconsciously, and then the participants

reconstruct their conceptual knowledge of peripheral word senses and central word meanings.
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Figure 6.4.

Semantic Network for “up”” (Nakagawa & Tsuchiya, 2011)
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One week after each of the above-mentioned activities were completed by the comparison

group and experiment group, both groups were given a post-test in the same format as the pre-test.
After the post-test, to understand the learners’ perceptions of the learning method, both the
comparison group and the experiment group participants were given an open-ended questionnaire

(2 minutes) that asked, “How do you feel about phrasal verb learning?”
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6.3 Participants

There were 56 first-year high school students (15-16 years) in two classes of a private high
school, taking their required subject “Communicative English 1.” Most of the participants wanted
to go on to vocational schools or universities, but their academic ability was not yet high enough,

and their English attainment was poor.

6.4 Results and Discussion

To examine the differences in the effects of different learning methods on test scores, a2 x 3
ANOVA was conducted with learning method (the comparison group and the experiment group)
as the independent variable and the test time (pre, post, and delayed) scores as the dependent
variables. KH Coder 3 was used for the exploratory analysis of the free text from the questionnaire
evaluating the teaching method. The analysis of the free text with KH Coder can be considered an
efficient and objective analysis technique without the influence of the analyst (Higuchi, 2004),
particularly when presenting a summary of an entire dataset by multivariate analysis. Morphological
analysis and detection of compound words were performed using Chasen.

Initially, based on the assumption of equal variances (verified by the Levene test), the
difference in means between the comparison group and the experiment group on the pre-test was
verified by an independent t-test (two-tailed), and no difference was found between the two groups
(t (54) =.80, p = .427, r = .11). The t-test confirmed that the two groups were equivalent in the pre-

learning phase.
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The following table represents the results of the descriptive statistics for the tests of the

comparison group and the experiment group.

Table 6.1.
Descriptive Statistics of Comparison Group and Experiment Group on Pre-Test, Post-Test and

Delayed-Test

M SD Minimum Maximum Skewness Kurtosis

Comparison

Pre-test 4.82 1.89 1.00 10.00 0.28 0.47
Group

Post-test 839 1.93 4.00 10.00 -0.75 -0.85
(n=28)

Delayed test  8.07 2.26 2.00 10.00 -0.92 -0.12
Experiment  Pre-test 4.39 211 0.00 8.00 -0.23 -1.00
Group Post-test 7.57 2.69 0.00 10.00 -0.88 0.05
(n=28) Delayed test 9.50 1.86 2.00 10.00 -3.27 9.28

As shown in Figure 6.5., the difference in scores between the comparison group (CG) and the
experiment group (EG) in the delayed test was greater than in the other test times (error bars in

Figure 6.5. show 95% confidence intervals: ClI).
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Figure 6.5.

Mean Scores of CG and EG at Pre-Test, Post-Test, and Delayed Test

CG

Scores

Pre-test Post-test Delayed-test

Time

Note. CG = Comparison Group EG = Experiment Group

The scores of the comparison group on the delayed test were observed to be lower than those
on the post-test, while those of the experiment group were higher. The scores of the experiment
group tended to increase with each test session.

Subsequently, the results of the two-way ANOVA for the two-factor mixed design are shared.
As a result of Mauchly’s sphericity test, sphericity was assumed.

The main effect of group, a factor with no correspondence as a between-participants test, was
F (1, 54) = .01, p = .90, Mse = 9.80, np> = 0.0003. As a test of within-participants factors, the main
effect of the corresponding factor of test time was F (2, 108) = 139.18, p < .001, Mse = 1.98, np?

=.7205, and the main effect of test time was significant at the 0.1% level.
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Furthermore, the main effect of group x test time was F (2, 108) = 10.22, p <.001, n,® =.1592,
indicating an interaction. As the main effect and interaction were found to be significant, a simple

main effect test was conducted.

Table 6.2.

Simple Effects for Group x Test Time Interaction

Source SS df MS F p NP

Group at Pre-test 2.57 1.00 2.57 0.64 42 0.0117
Group at Post-test 9.44 1.00 9.44 1.72 19 0.0310
Group at Delayed test 28.57 1.00 28.57 6.68 p<.05 0.1101
Test time at CG 218.59 2.00 109.29 57.07 p<.001 0.6789
Test time at EG 372.45 2.00 186.22 8124 p<.001 0.7717

Note. CG = Comparison Group EG = Experiment Group

As shown in Table 6.2., the results of the test of the simple main effect of the group at each
level of the test time factor (pretest, posttest, and delayed test) were significant at the 5% level for
the delayed test (F (1, 54) = 6.68, p < .05, Mse = 4.28, ny,? = 0.1101). There were no differences
between the two groups in the pretest (F (1, 54) = 0.64, p = .42, Mse = 4.01, n,> = 0.0117) and
posttest (F (1, 54) =1.72, p = .19, Mse = 5.47, n,? = 0.0310).

The simple main effects of test time at each level of the group factor (comparison group and
experiment group) were significant at the 0.1% level for the comparison group (F (2, 108) = 57.07,
p <.001, Mse = 1.91, ny? = .6789) and the experiment group (F (2, 108) = 81.24, p <.001, Mse =

2.04, 2 = 0.7717. Both groups were found to be significant at the 0.1% level.

138



Multiple comparisons using the Holm’s method (SRB) adjusted for Bonferroni’s method

showed that both groups improved significantly from test to test, except for the difference between

the post-test and delayed test in the comparison group (Tables 6.3. and 6.4.).

Table 6.3.

Multiple Comparison for Test Time at Comparison Group

Pair Diff t df p adj. p

Pre-test-Post-test -3.57 8.58 27.00 p<.001 p<.001 Pre-test< Post-test

Pre-test-Delayed-test -3.25 8.39 2700 p<.001 p<.001 Pre-test< Delayed-test

Post-test-Delayed-test 0.32 1.08 27.00 28 .28  Post-test = Delayed-test
Table 6.4.

Multiple Comparison for Test Time at Experiment Group

Pair Diff t df p adj. p

Pre-test-Post-test -3.17 8.56 27.00 p<.001 p<.001 Pre-test< Post-test
Pre-test-Delayed-test -5.10 13.85 2700 p<.001 p<.001 Pre-test< Delayed-test
Post-test-Delayed-test -1.92 4,76 2700 p<.001 p<.001 Post-test< Delayed-test

In the comparison group, the retention rate immediately after learning was no different from

that of the experiment group, and it improved significantly compared to the pretest. However, the

experiment group improved significantly more on the delayed test than on the post-test, while the

comparison group showed no such tendency. From the results, it can be suggested that the

experiment group reconstructed their knowledge by continuing to learn independently after learning,
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or by looking back to review their mistakes, and as a result, they scored higher than the comparison
group on the delayed test. In fact, in the experiment group, even at the end of class and during recess,
students were observed discussing the content of the test, for example, “I didn’t understand the
difference between go up and come up, but should | remember that ‘appear’ means ‘come up’?”
The following are the results of the preprocessing by KH Coder 3 of the questionnaire data
obtained from 28 participants in the comparison and experiment groups, respectively. In the
comparison group, the total number of extracted words was 1,297 (481), the number of different
words was 238 (156), the number of sentences was 75, and the number of paragraphs was 28. In the
experiment group, the total number of extracted words was 1,316 (508), the number of different
words was 253 (162), the number of sentences was 63, and the number of paragraphs was 28. In
KH Coder analysis, words such as particles and auxiliaries are excluded; therefore, the number of
words that is actually analyzed is smaller (the numbers in parentheses indicate the number of words

actually analyzed, respectively). The 10 most frequent words in the list are as follows.
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Table 6.5.

Ten Most Frequently Used Terms List

Experiment Group Comparison Group
Extracted Word Frequency Extracted Word Fregquency
.5 (think) 28 .5 (think) 25
"2 5 (learn) 23 EIR (meaning) 23
537>%  (understand) 15 "Z% (learn) 18
#GE (idiom) 13 4373%  (understand) 16
LV (difficult) 12 up 14
HAZE (word) 11 HAZE (word) 14
fhsR (study) 11 PRf% (comprehension) 11
5 (know) 9 Hiv% (can take) 10
up 8 filsR (study) 10
B (meaning) 8 FGE (idiom) 9

In the comparison group, there were words such as “difficult” and “know,” which were not
among the 10 most frequent words listed in the experiment group. The results show that even though
the students were able to familiarize themselves with the idioms through deductive learning, they

found it difficult to learn them.
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(20) Free comment from a participant (1) in the comparison group
| can easily do the idioms I know, but most of the questions I didn’t know, so they were very
difficult. I’'m glad that | was able to learn idioms that I didn’t know. | would like to be able to

remember more idioms. | was glad to know how many idioms I did not know by taking this test.

On the other hand, in the experiment group, the words “comprehension” and “‘can take” were
not among the 10 most frequently used words in the comparison group. This indicates that the
participants in the experiment group had the impression that they were able to obtain a good score

through activities that were accompanied by understanding through inductive learning.

(21) Free comment from a participant (2) in the experiment group
Once | understood the proper meaning, | could apply it. It is important to understand the

meaning of the words.

Furthermore, although “meaning” and “up” were among the 10 most frequently occurring
words in both groups, the number of occurrences differed greatly from the other words, resulting in
more occurrences in the experiment group. As these words represent the content that was learned,
it seems the participants in the experiment group were able to reflect on the content that was learned

with more focus. The following statement from a participant suggests that this was the case.

(22) Free comment from a participant (3) in the experiment group

The word “up” alone has five meanings, and today’s lesson helped us understand the meaning

of English sentences by holding on to our own images of phrasal verbs and visualizing them well.
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To visualize the connections between words, a network analysis was conducted, and a co-
occurrence network was drawn (Figures 6.6. and 6.7.). The co-occurrence networks of the
comparison and experiment groups were output after setting the minimum number of occurrences
of words to 3 and the number of edges representing co-occurrence relationships to 60. The stronger
the co-occurrence relationship, the thicker the line. Words (nodes) in the same group are connected
by solid lines, and words in different groups are connected by dashed lines. The numbers on the
lines are the Jaccard coefficients, which emphasize whether words are co-occurring or not. Note
that the drawn co-occurrence network shows the strength of the co-occurrence relation by this
Jaccard coefficient, not by the distance between words. As for the size of the circle, it varies
according to the number of occurrences. Clusters (communities) are color-coded according to the
degree to which each word plays a central role in the network structure, and the results of automatic
detection and grouping of words that are relatively strongly connected to each other are shown. The
density is the number of co-occurrences that are drawn minus the number of possible co-occurrences.
The numbers in parentheses indicate the number of words and co-occurrences that were included in

the input data.
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Figure 6.6.

Co-Occurrence Network of Frequently Occurring Words in the Comparison Group

Community:
01 [@o4
[Jo2 Mos
o3

Coefficient:
0.25
—0.30
—0.35
—0.40
—0.45
—0.50

Frequency:

20

Nodes 33(33), Edges 77(360, Density .146, Min. Coef. .25
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Figure 6.7.

Co-Occurrence Network of Frequently Occurring Words in the Experiment Group

Nodes 25(32), Edges 60(318), Density .2, Min.Coef. .232

Community:
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[Jo2 [Eos
o3

Coefficient:
—0.3
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—0.5
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First, a focus on the common word “remember” may allow for a comparison of the differences
in cognitive processes between the two groups. In the comparison group, the word “remember”
formed a network with words such as “study (%h5#) ,” “difficult L\ ,”“word (HFE) ,”
“meaning (M) > “understand (437%>%) ,”“interesting G L) ,”and“think (f£95) »
suggesting that participants thought that it was interesting because they studied and learned the

meaning of a difficult word and came to understand it in the learning process.

(23) Free comment from a participant (4) in the comparison group

It was difficult, and I’m glad I did a little better than the first time. It was hard to remember.

Alternatively, in the experiment group, the word “remember’” was connected with words such
as “up,” “word (HFE) ,” “meaning (EPE) ,” “comprehension (Eif#) ,” “understand (537>
%) > and “think (/2£9) ,” indicating that the participants understood the meaning of the word

UP and thought that they understood it.

(24) Free comments from a participant (5) in the experiment group
Once | understood the meaning of the senses, such as “the more sense” and “the completion
sense,” | knew which words to put on the answer sheet. If we can remember the meanings of the

words in this way, we can get full marks for the idioms.

The participants in the comparison group felt that the learning process was difficult and that

it was interesting to remember. On the other hand, the participants in the experiment group did not
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co-occur with adjective words that express emotion and subjectivity, indicating that they were able
to learn with understanding and were able to objectively reflect and analyze the learning process.
Next, | focus on the word “idiom (Z43E) .” Both the comparison group and the experiment
group had something in common, in that the participants thought it was good that their scores
improved. In the comparison group, however, as in the previous cluster, the word “hard (KZ) ,”
which has a negative meaning, was included, indicating that a burden was felt by participants in

phrasal verb learning, as shown in the following free comment.

(25) Free comment from a participant (6) in the comparison group
It was hard to remember just one phrasal verb. | will study and memorize the meanings of the

idioms we learned today so that | don’t forget them.

On the other hand, the participants in the experiment group reflected objectively on their own

learning process and wrote descriptions that showed that they had learned how to learn.

(26) Free comment from a participant (7) in the experiment group
At first, my score was only 3, but when | took the group activities seriously, my score went

up to 9, which was good. | found out that it is easy to remember idioms using images.

Next, clusters that represent learning methods are explored. The participants in the

comparison group looked up the phrasal verbs in the dictionary, wrote down their example

sentences and their Japanese translations, and then read the sentences aloud using flashcards,
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forming a network with the words “example sentence  (5132) > “first (Be#))) > “self (H4%y) ,”

“lookup (FH~<%) ,”“assignment (H1%) ,”“know (H#1%) ,”and“read (Fcde) .”

(27) Free comment from a participant (8) in the comparison group
I knew some of them before. | thought it would be good to remember all of them. By searching
for not only the meanings of phrasal verbs, but also example sentences for them, I think | can

understand how to use them.

In the experiment group, the network was drawn with the words “different G&5) ,” “sense
(&R) > “solve (fi#1F %) ,”“various (fa4) ,”and“usage (f¥\ J5) * because they learned

various usages using illustrations based on the image schema.

(28) Free comment from a participant (9) in the experiment group
| thought it was important to remember the various senses of idioms. There were senses that
were different from the Japanese, and | thought it was important to remember things like “put up

your hand.”

When comparing the aforementioned comments of participants in the experiment group with
those of the comparison group, insights into participants in the experiment group were gained. In
short, they tended to adopt a “deep approach to learning” strategy not seen in the descriptions of the
comparison group. An example was that students noticed the difference in the way Japanese and

English are expressed in relation to their mother tongue, Japanese. In addition, the following
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statement infers that they realized learning various usages through illustrations based on image

schemas helped phrasal verb learning.

(29) Free comment from a participant (10) in the experiment group
| didn’t know that there were so many usages of “up.” Even if the Japanese translations are
similar, they are all different when translated into English. Using pictures and diagrams, | can get

some of them into my head.

Phrasal verb learning using the jigsaw method has broader educational implications that go
beyond simply transferring knowledge or assisting in passing entrance examinations. In educational
settings, it is difficult to devote a lot of time and attention to phrasal verb learning owing to time
constraints. However, | believe that even a few sessions of similar activities will make a difference.
Presenting such a learning method to learners as an option for phrasal verb learning will help them
acquire higher-order cognitive skills when viewed from the perspective of learning how to learn. In
the future, 1 would like to examine the differences in retention rates when the period of the delayed
test is longer as well as the effect of combining the inductive phrasal verb learning method with

other learning methods, to develop this research into a more sophisticated study.
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Chapter 7 Conclusion and Future Directions

This doctoral dissertation has suggested effective methods of learning phrasal verbs for
English language education in Japan to contribute to the advancement of the field of Subject
Development Study. The basis of the proposed phrasal verb learning method mainly drew on the
findings of cognitive linguistics and utilized both video and still images. Among the various
concerns in English language teaching, such as speaking, writing, reading, listening, and grammar
learning, the present study focused on phrasal verb learning for the reasons explained in this
dissertation. One of the most frequently discussed issues in English education in Japan that most
interests Japanese learners of English are methods of learning to speak English. As a solution, the
present study aimed to develop participants’ ability to use the vocabulary they had learned in
Japanese junior high school to express themselves if they had not yet acquired more advanced
vocabulary. | consider that phrasal verb learning is an essential component of the ability to speak
English, which can be accomplished using words learned up to and including junior high school, as
most phrasal verbs are composed of basic verbs, particles, prepositions, and adverbs. Phrasal verbs
allow learners to express what they intend to say using basic vocabulary, instead of a difficult
lexicon. Nevertheless, despite being composed of simple vocabulary, they are challenging to learn
because it is difficult for learners to understand why phrasal verbs have certain meanings. This is a
negative aspect that inhibits their acquisition. The methods proposed in this doctoral dissertation
were coherent in that they offer ways for learners to acquire a satisfactory understanding of why
phrasal verbs have these meanings. The underlying theory supporting this method is cognitive
linguistics, which can guide students in overcoming the challenges associated with phrasal verb

learning, as it provides clues to linguistic motivation.
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Following Chapter 1, which was devoted to the outline of this doctoral dissertation, Chapter
2 addressed the various background theories that served as the basis for implementing the
experiments in the present study. This dissertation reviewed previous research on cognitive
linguistics applied to learning, phrasal verbs, the methodology, and materials as well as cognitive
linguistics, which belongs to theoretical linguistics, helping describe how the methods of phrasal
verb learning were designed within the theories of these various scientifically supported disciplines.
These were presented as background to demonstrate the effectiveness of phrasal verb learning.

Chapter 3 covered the effectiveness of the cognitive linguistic approach to phrasal verb
learning, which is the foundation of this dissertation. The results of the experiment showed that
learning based on cognitive linguistic findings was more effective than rote learning as practiced in
Japan. Although the effectiveness of the cognitive linguistic approach to phrasal verb learning was
shown, concerns remained about whether teachers could actually use such a method in an
educational setting and whether the effectiveness of the approach might vary among learners. Hence,
to solve these problems, in chapters 4 and 5, the methods for learning phrasal verbs were examined
by applying a cognitive linguistic approach from the perspective of teachability and learnability.

In the investigation of the teachability of methods that employ cognitive linguistics, which
was the research question established in Chapter 4, | examined whether the effectiveness of phrasal
verb learning differed between teachers with no knowledge of cognitive linguistics and those who
specialized in cognitive linguistics. One group of learners was taught by a teacher who majored in
Russian at university, had studied English teaching in graduate school, and had no knowledge of
cognitive linguistics, while the other group was taught by a teacher who had researched cognitive
linguistics. The results showed no significant difference in the effectiveness of the phrasal verb

learning method based on the findings of cognitive linguistics. One possible rationale for this was
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that the materials developed in accordance with the materials development theories detailed in
Chapter 2 enabled the teacher with no knowledge of cognitive linguistics to teach effectively. The
developed materials explained phrasal verbs to learners based on plain, concise expressions without
jargon. This revealed that teachability can be ensured if learning materials are well organized and
cater to easier understandability based on the findings of cognitive linguistics.

In Chapter 5, phrasal verb learning methods based on the findings of cognitive linguistics
were explored to ascertain whether they were easy to learn for participants. Several previous studies
of learner factors and phrasal verb retention have indicated their relation to English language
proficiency and general cognitive ability. The present study also replicated the results of previous
studies, finding moderate correlations between pre-testing and English language proficiency
(Golkar & Yamini, 2007; Laufer & Goldstein, 2004) and between pre-testing and academic
performance operationally defined as general cognitive ability (Szabo et al., 2020). In contrast,
almost no correlation was detected between gain scores as a measure of phrasal verb learning
effectiveness based on the findings of cognitive linguistics, English language proficiency, and the
pre-test score. Furthermore, the correlation coefficient between the gain scores and academic
achievement was lower than that between the pre-test score and academic achievement. In this
regard, the cognitive linguistic approach to phrasal verb learning guaranteed learnability because its
effects were less influenced by the differences in academic ability and English proficiency that
existed prior to instruction.

In Chapter 6, one effect of integrating the active learning-based instruction method was
highlighted. The study aimed to propose an inductive phrasal verb learning pedagogy in response
to recent educational policy, in which teachers must engage in dynamic exploration of active

learning instruction. In the field of vocabulary learning research, there have been relatively few
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reports focusing on inductive approaches to phrasal verb learning. This study produced a design for
enhancing phrasal verb learning by applying the jigsaw method to shift from a deductive approach,
such as teacher-centered instruction, to an inductive approach. Thereafter, a discussion was
conducted concerning the benefits of inductive phrasal verb learning, based on previous studies and
the significantly positive effects shown in the survey. Additionally, the research attempted to
contribute to the establishment of studies on “Subject Development” by integrating “Subject Studies”
from the SLA and cognitive linguistics theory perspectives with “Education Environmentology”
from the point of view of cognitive science.

This doctoral dissertation did not eliminate all the challenges of learning phrasal verbs by
means of a cognitive linguistic approach, and the findings can be further developed by increasing
the number of participants and conducting experiments with a variety of learners. Tanaka (2007)
proposed the following three conditions for a sound educational grammar: teachability, learnability,
and usability. Usability is a measure of whether learners are able to utilize what they have learned
in actual communication and is related not only to teachability and learnability, but also to the
complex issue of the extent to which learners’ internalize the expressions they use.

In addition, many cognitive linguistic approaches utilize imagery, as shown in the present
study; however, it is necessary to elucidate the characteristics of each type of imagery, such as still
images and animations. Fukada (2012) noted that still images have the advantage of focusing on the
parts that are closely related to the learning objectives and the disadvantage of requiring learners to
use their own imaginations to fill in the parts that are not fully depicted. However, moving images
have the strength of being able to appropriately represent the world of words and the weakness of
not being able to easily highlight only what needs to be learned. While keeping these points in mind,

it is necessary to continue to develop materials for phrasal verb acquisition. Then, exploring and
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empirically verifying more appropriate methods should follow. In particular, phrasal verb learning,
as pointed out in the current study, is an area critical for the improvement of communicative
competency in English. Therefore, | have high expectations that future research will aim to solve
this issue to contribute to education, including the further studies mentioned earlier.

In Chapter 5, | examined the cognitive linguistic approach to learnability, which is required
to describe general academic skills in more detail and to specify learner characteristics and their
effects. Especially, it should be explicated how the effects of phrasal verb learning using a cognitive
linguistic approach relate to the academic skills generally taught in Japanese schools, such as
mathematics, Japanese, and social studies because more accurate learning methods adapted to
various learner characteristics may be found. Furthermore, Norris and Ortega (2000) suggested that
explicit grammatical instruction in tandem with communicative activities is more effective than an
inductive approach without explicit instruction; therefore, it is essential to investigate the effects of
combinations with communicative activities in the future. The challenges raised above will be the
subject of ongoing research.

It is hoped that the results of this doctoral dissertation will assist learners and teachers in some

way and contribute to the further development of English education in Japan.
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Appendices

Appendix 1. Chapter 3 Pre-test

INF R
7T A e 2Xi |
O LA FDOHLHFR LI HALD ( ) EAfo TEX IV,

CRBIERNIIEH] <~795, ~L7= 72 &> IR TEERIVY,)

1. The police are carrying out an investigation.

EBEITEY Fi~z ( )o

2. Economists pointed out the problems Japanese workers are having.

PR FE L AARDTBHEN LA THLHREE ( )o

3. I found out the book I had been looking for.
FToLELTWEARE ( )o

4. Thousands of people came out on the streets.

MTANENDI A% I ( )o

5. Finally, they worked out a compromise between ideals and reality.

BOEHIHE O IX B B OO M EE ( )o

6. He went out with his friends.
WITRNT=HBE ( )o

7. He turned out to be a real good man.

BIEDVDATZE L NS Z & ( )o

8. Outside, street fights broke out.
SECRE BIEHEAS ( )o

9. They have ruled out the possibility of such cooperation between each other.

W HIZBHENED L S 72t hoaetx ( )o

10. They set out on another bus tour today.
WHXAH, BIONRZYT—IT ( )o
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Appendix 2. Chapter 3 Post-test

INF R
7 T A e 2Xi |
OLL FDOJELEFR LI AASLD ( ) EAfio TEX 2RIV,

CRENGNIERR] <~7 %, ~L72 &> IR 22 TEX L EV,)

1. They are carrying out an experiment.

W Hi3H 53R Z ( )o

2. Ipointed out to him the weaknesses in the plan.

FNTE DFHB DT R Z BT ( )o

3. She found out the CD she had been looking for.
iz o LBEL T2 CD % ( )o

4. The boss came out of his office.

HRPEREND ( )o

5. We worked out a plan to save the company 20 percent of production costs.

=Bk, SHNEET R R 2 20%EHTEL LR T T 0% ( )o

6. Mother went out to the store to do some shopping.

RHIEWZ LT~ ( )o

7. He turned out to be a friend of my brother’s.
ML, HoKERELE ( )o

8. Fire suddenly broke out in the kitchen.
7K, BHTTAD ( )o

9. He has ruled out the possibility of his retirement.

AEGIPEE 1= =l T )o

10. In 1492 Christopher Columbus set out on his first voyage to America.
14924F, 7 VA NT 7 —an 7 AXT A U A~OEHOHHEZ () Lz,

YeBatteries are running out.
Ny T U—=n% ( ) T TN D,
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Appendix 3. Chapter 6 Materials Given to Participants in Each Part

Participant’s Material of A Part

A A =1
up 2L, "R~ EWSREFLED T RG] OA4A—URH0 £7,

RED T EH ) 260037 A A M2 FICHINTAHAEL X S,

MEQREZD L ) 7oA A=V OO HBEEEZ THAEL X I,

M@ T T 1] #Hbbd 3% 2 DA THEL X I,
7~ He picked up the pieces of marbles.
T KRB A O Z e\ BTz )
4 Will that topic come up at the meeting?
(ORI EETHNRDIE5H D D
7 The new bank set up a central computer system to monitor the amount of money.
(2O LWUTIIRB SO L ENT 2ot R oL a v Ba—X
AT Mz S
T We didn’t give up all hope.
[FEZD DD LHHLEEHE LRI
Z Energy prices and transport fares went up last month.
[JeH = L 2 — Al C A S EAs - 7
77 1 grew up in this small town.
[FNTZ D/NS 7T CE 72
% Last year I was in love with a woman but we broke up in February.
(WEAERLIX & D Lot % L7es, 2 BICEAT= Bidhilinz )
7 Tusually get up at seven.
[FATTZ T, TIRACE & 5 )
/7 She showed up twenty minutes late for class.
% 2134361 20 Sy TBL T )
= Four out of twenty students put up their hands.
20 AH 4 NOZENTFZ RITTZ

c
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Participant’s Material of B Part

A A—T2
up ([Z1E, THEBL DA A—=T0nH 0 7,

WO THH] 26004 T A M2 TICHIWTHAEL X 9,
QR EZD L I A A=V HFFODONHHEZEZLTHEL X I,

Q@ T 0 THH 2H b I 3% 2 DB®ATHEL L I,
7~ He picked up the pieces of marbles.
TR DR ZF v BT
4 Will that topic come up at the meeting?
[ DFEHITEHR CTHN DA D 1
7 The new bank set up a central computer system to monitor the amount of money.
(2R LTI B &ORBAER T 570 F I avEa—X
T Lzl S
T We didn’t give up all hope.
(FLEZDHOPLMEEHE LORN>T]
4 Energy prices and transport fares went up last month.
(56 H 3 L2 — iR A SEE A 3 7
7 1 grew up in this small town.
(N Z DN S ZRBTTE 72
=% Last year I was in love with a woman but we broke up in February.
(WEAERLIX & D ot % L7es, 2 BICEAT= Bidhilinz )
[ usually get up at seven.
LT TY, TREICHE X 2
/7 She showed up twenty minutes late for class.
Fia:qEsce b/ (Bas g eEz2h gl
= Four out of twenty students put up their hands.
20 N 4 NDOZAENFZ BT T2

N

VA
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Participant’s Material of C Part

A A—T3
up (ZiE, HER] DA A—=URHY T,

O KR 2H00FTA T A M PN THAEL X 9,

QT LD L ) A A=V aFHOONHHEEZX THEL L I,

MG TG R Z2H 5T 9 4AE 2 DBATHEL X 9,

7" He picked up the pieces of marbles.
IR DR 2 BT

4 Will that topic come up at the meeting?
[ OFFEIIZHETHNDTIEA I D

7 The new bank set up a central computer system to monitor the amount of money.
(2D LWTIXRB OB A BT o720t F oL a v Ba—4 - R
T L) ST

T We didn’t give up all hope.
[FLETH O PLHLEZHE HLORN T

7 Energy prices and transport fares went up last month.
[ = L F— AP A E S BAv o7

77 1 grew up in this small town.
FINES VNV < | MG =yl

% Last year I was in love with a woman but we broke up in February.
TWEERAL & 2 2RISR % L2y, 2 AR Bz

2 Tusually get up at seven.
FNFTZVT0Y, TR 2

/7 She showed up twenty minutes late for class.
M 2l 342612 20 Sy CHLLTZ )

= Four out of twenty students put up their hands.
20 A 4 NOSERTFZ BTT
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Participant’s Material of D Part

A A= 4
up IZIE, T5E8) « (58T OAA—=URHY £7,

O 58] - 1587 2H060FTA TA M PN THAEL X 9,

MEQREZD L) A A=V aFOONMHEEZX THEL L I,

MG 0 5784 « 78T 25060 THILE 2 DBATHEL X I,
7" He picked up the pieces of marbles.
M3 RE A DR 28 B2 )
4 Will that topic come up at the meeting?
[ OFFEIIZHETHN DA I D
7 The new bank set up a central computer system to monitor the amount of money.
[ZDH LWEITIT R0 LER T o720t I arta—4 R
T L) ST
T We didn’t give up all hope.
[FLETHOP LI LEZHE HLORN T
7 Energy prices and transport fares went up last month.
[ = L — AP A E S BAv o 72
77 1 grew up in this small town.
FINES VNV < | MG =yl
% Last year I was in love with a woman but we broke up in February.
[WEAERA I & B VIR 2 LT22S, 2 AR Blidhiliz
2 Tusually get up at seven.
FNFTZV Ty, TR E 2
/7 She showed up twenty minutes late for class.
M 2l 342612 20 SR CHLLTZ )
= Four out of twenty students put up their hands.
20 N 4 NDOFAERTF 2 BTz
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Participant’s Material of E Part

A A—T5
up (21, (B - TS oA XA—UBH0 £7,

O T - TE#) 2550034 7 A M2 I THAEL X 9,

MEQREZD LI A A=V EFFOONAEZE I TAHAEL L I,

FEG T 6 &k - TE#) 2H b bR E 2 2DEATAHAEL L I,
7~ He picked up the pieces of marbles.
TR DR Zf v BT
4 Will that topic come up at the meeting?
[ DOFEEIIZFHTHNDTEA D D
7 The new bank set up a central computer system to monitor the amount of money.
(2R LTI B &ORBAER T 570 Mo arBa—F - X
T L ST
T We didn’t give up all hope.
(FLEZDHOPLMEEHE LORN ST
7~ Energy prices and transport fares went up last month.
[ ] =L — iR IHEE S Es o7z )
7 1 grew up in this small town.
(N Z DN S ZRBTTHE 72
% Last year I was in love with a woman but we broke up in February.
(MEAERLIX & D Lot % L7es, 2 BICRAT= Bidhlinz )
7 Tusually get up at seven.
[FATT= T, TRACEE 5
/7 She showed up twenty minutes late for class.
A 3IZENT 20 Sy CBLNTZ |
= Four out of twenty students put up their hands.
20 N 4 NOAENRFZ2 BT T2
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Appendix 4. Chapter 6 Answers Materials Given to Participants in Each Part

Participant’s Answer Material of A Part

A A =1
up I2IE, " LD~ EWSRELD T RG] OA4AA—URHD £,
MEOD TEF) 2560747 A M FIHIWTAEL X I,

O

-—

{
\

N
/

(
\

N
/

WEQREZD X I A A=V aFODNHHEZEX THEL X I,
ANS : W78 Th) ~BEIT 20, TR 262 Lnol, WEINRBEICALE 2 EIE
ERAY.AIH

O T T L] #5033 % 2 DB®ATHEL X ),
7~ He picked up the pieces of marbles.
M REA OB 2 150 BT
pickup I%, W& >EZH (pick) EiFD (wp) EfEzH6DOL, Wa W ET 5]
AERLET,

= Four out of twenty students put up their hands.

20 A 4 N4 FZ BiTT-)
putup I£H 2 HLODOAEE b (up) OFICEL (put), 2F D [~% LEiF5] L)
BEx bbb LET,
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Participant’s Answer Material of B Part

A A—T2
up (21E, THEL DA A—=UnH0 7,
WED THEL #H 50T A4 T A METICHWTAEL LI,

aQQQ‘A

MO ZD X )72 A A=V 2R OONHERAEEXLTHAEL L ),

ANS : mITEIC S S A ORTE N K S 5E8121E, Ao BRI, #<Iidd
HOIINEL, ELIZHDIHDIFRESHAZET, LT, BLUZHDHDON
TONWTL B EE, FIDINER T 572800, 1270 IO T,
KEL RO TEDIFENRZ D X DT 05,

QT THHE 2043z 2 DBATHEL X I,
- Will that topic come up at the meeting?
[ DFEEAIIZFH THNDTEA D D]
T (wp) <% (come), EWVI)A A=V ZFF>TWET, AxDigim D52 EN,
FEENE BT, BLEL TS, LS ZERDTY,

/7 She showed up twenty minutes late for class.
A 3IZENT 20 Sy CBLNTZ |
[RE25] LW HEBRD show 1%, up OFF> THEL] LW ) A A—T L —f&IZfED
nNoE, BeRETARNCHLIZEZ2H 6L, [HNd] EWIERIZARD £
ER
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Participant’s Answer Material of C Part

AA=V3
up (21E, K] OA A—=UBH0 £7,
MEO MK 2H6074 7 A M FIZHNWTAEL X 9,

MEQREZD L I A A=V EFHOONHEHEEZEZLTHEL X I,
ANS : HEEOPOKPIEZTHBEY D END E NI A A—=VnD, AN ENRDSZ &
FEPER, bOTHITIRESRADLZ LMD HER] OA A=V &R,

M@ T2 D MR 2H b0 T % 2 DBATHEL X I,
Z Energy prices and transport fares went up last month.
[P ] =L — iR nIHEE )N Ev o7z )
goup |FEfE/L EDS B3> T (up) W< (go), 2FD kRS - EHTD) &)

HHRTYS,

7 1 grew up in this small town.

[FUFXZ DO/NE 7B TEHE -7z
(HET5] EWOERD grow 1%, up DFF> THEK) L) A A—T L —FEITfE

bihvd L, RESHEETDZ L, DEVAN TH2] LW IHIERIIRY £,
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Participant’s Answer Material of D Part

A A=V 4
up (21E, 588« (58T OAA—=URHY £7,
MO 522 - 58T Z2H60T A 7A M FICHWTAEL X 9,

BEQREFD L I A A=V 2R OO0 HHEEZ THEL L D,
ANS : s DT ORI 2 THREICHEY NRFSETREL, RO REN K E
THERAEMFEDILT, S BIZR, ZNLL EEE W0, e < [%

Tl bbb LET,

MEG T2 e 1784 - 58T Z2HbbT R A 2 OBATAHEL LD,
T We didn’t give up all hope.

[FLEZH DD LML HE LORMN-oT]
give 1X (525 LWIEBKREHY E372, BOFLIZHLbDEMHFIC 15X
L1 EWOITAIT TF:id) ZEbERLET, SomEREL7TER (up) ICFK
T (give) ZEIE, [HEXDDHDH] LW EEEHRLET,

% Last year I was in love with a woman but we broke up in February.

TWEAERLIX & D oMl % LTes, 2 AICRAT= Bidhilinz )
break up [ TWCRMR7R E A 5E4 (up) (TEET (break) Z &2 HOHDOLET, EIN
% HONBERGR HIE, breakup 1 HlD ) Z & E2ERLET,
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Participant’s Answer Material of E Part

A A—=T5
up (20, [Eik) - TESOA A—UNRH Y £7,
WEO Eik - TE#) 2550074 7 A M T TAELE Y,

MEEQREZD XL I A A=V EFFOONEEEZEZ L THAELL D,

ANS . IR> TWebDEEZIT &, ZOLODOMENEL Y, TEi#k - ) o
ARA=VNZRVFET, BRGEOD "2 Ea—2a2-bHIF 57 WVWHIERRLZD
A A—=VNZEDHHLDTT,

FEG T 6 TEwk - HE#) 2H bbb x 2 2EATAHAEL X I,

7 The new bank set up a central computer system to monitor the amount of money.
[ZDFH LWUTIIBeORBEEEMRT 270t P oL arBa—X2 - 2R
7 Lz SET

A a—S ZiEH) (up) TELHRREICE Y b (set) §HLEVWIEKRTY, =¥

a—Z%& 2y N7 v 7T 5], BAGEORIZHT o2 ER L THNHREATT,

7 Tusually get up at seven.
[FNFTZND Ty, THRATEE 2
551 &V ERD get 1F, up OFFO TEH)) &5 A A=V LN D
&, BE ERoTREBEGELZE2EKL, EED] LW ERIZZRD £,
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