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ABSTRACT
In recent years, L2 researchers from the sociocultural and cognitive linguistic
perspectives have emphasized the importance of properly organized explicit and in-depth
grammar instruction for second or foreign language learning. Such instruction is believed to lead
learners to systematic understanding of the target features faster and more efficiently. This study
reports on a classroom implementation of innovative language lessons on English phrasal verbs in
order to support this view. The design of the lessons is based on Vygotskyan pedagogical theory,
concept-based instruction, the key concepts of which are materialization, verbalization and
internalization (Vygotsky, 1981, 1983, Gal‘perin, 1969). The content of the lessons comes from
cognitive linguistic notions, in particular conceptual metaphor (Lakoff & Johnson, 1980) and
image schema (Johnson, 1987).
Class instruction was designed to highlight the systematicity of the semantics of phrasal
verbs and to reinforce learners‘ conceptual understanding with various learning activities. Six 50
minute class sessions introduced students to the semantics of three particles, out, up and over. A
total of 23 international teaching assistants were enrolled in the course taught at a North
American research university. Participants‘ performances in various tasks including in-class tests
and homework assignments were analyzed quantitatively and qualitatively to investigate learner
development. The quantitative data consists of multiple-choice tests that assessed whether
students were capable of choosing an appropriate phrasal verb in a series of varied sentential
contexts. The qualitative datasets were collected from following tasks: verbalizations, definitions
and two explanation tasks. The tasks were not only designed to reveal effect of instruction, but
also to reinforce the learning process.
The analyses of the various data sets showed that CBI enhanced understanding for the
majority of students meanings of phrasal verbs in a more systematic manner and to properly

iv
externalize that understanding. Their performance significantly improved and the guessing rate
decreased. Transfer to new items and particles also occurred. In addition, their explanations
became semantically rich and image-oriented. Their explanations indicated that the SCOBAs
(Schemas for the Orienting Basis of Action) developed to accompany the explanation of the
metaphorical properties of phrasal verbs were clearly instrumental for understanding the
motivated nature of particle use.
The overall encouraging results point to the need for meaning-oriented grammar
instruction that draws learners‘ attention to the conceptual bases of grammatical features
including seemingly arbitrary phrasal verbs and other idiomatic expressions. This type of
instruction is more advantageous in that it can promote conceptual understanding, theoretical
thinking and practical application.
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Chapter 1

Introduction
Grammar instruction has a long history in the field of language teaching and learning.
Once teaching foreign language was regarded to be roughly equivalent to teaching grammatical
features. Generally both teachers and learners appreciate the value of grammar lessons, but the
feelings toward them are not entirely positive (Kern, 1995; Loewen et al., 2009; Schulz, 1996;
Siebert, 2003; Jean & Simard, 2011). Such mixed feelings may be explained by longstanding
practices in language education. Grammar instruction has been assumed to include drills, rote
memorization of rules, repetition, error correction, test preparation, etc. and thus, not to be
beneficial for developing communicative abilities.
Ellis (2006) identified four types of grammar instruction. First, some lessons may present
grammatical items without any practice, while others only consist of practice with no presentation.
The second type does not include either presentation or practice, and instead encourages learners
to discover grammatical rules by themselves. The third type is similar to the second in that there
is no presentation and no practice, but involves a higher degree of guidance on the part of the
instructor. In this case, learners are exposed to language input carefully designed to provide a
substantial amount of examples of the target structure. Finally, grammar instruction can provide
students with communicative tasks accompanied by corrective feedback.
Among the four type of instruction, the second and the third emphasize the importance of
communicative activity with a minimum level of direct grammar presentation. Emphasis of
communication resulted in a significant reduction in the amount of explicit grammar instruction
in L2 classrooms replacing it with pair-work, group work and so called student-centered,
communication-oriented activities. However, it is questionable whether the a-grammatical
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movement brought positive effects into L2 classrooms. After witnessing negative consequences
of the removal of grammar teaching (Lyster, 1999, 2004; Swain, 1997; Harley, Cummins, Swain
and Allen, 1990), currently most researchers (e.g. Dekeyser, 1998; Dekeyser & Solaski, 2001;
Doughty, 1991; Ellis, 2001, 2002, 2006; Lantolf, 2006, 2007; Long 1983, 1988, 1991; Norris &
Ortega, 2000; Terrell, 1991) agree that explicit grammar instruction can be beneficial for L2
learners, but only when properly organized. ‗Properly organized‘ engenders two significant
questions: 1) what should be taught? and 2) how should it be taught? Although these are
fundamental questions to be explored, they have not received much attention from researchers
with a few exceptions such as VanPatten‘s (1996) input processing approach.
This dissertation attempts to investigate possible answers to the questions based on the
theory of Vygotsky or sociocultural theory (SCT) and cognitive linguistics. The former is
responsible for the question of ‗how‘ and the latter for the question of ‗what‘. SCT has been
instrumental in a growing number of classrooms in Russia, Europe and the United States.
Vygotsky‘s theory mainly concerns human cognition and learning as socio-cultural rather than an
individual phenomenon. It is widely known as a theory that is grounded in the Marxian dialectic.
Thus, relationships between mind and body, human consciousness and its development,
instruction and development, and scientific concepts and spontaneous concepts were viewed from
a perspective that is quite different from those of other psychological theories. Instead of
regarding the two members within each pair as two completely independent entities, SCT views
them as entities that constantly influence each other and continuously evolve. The very basic unit
of the dialectic orientation is the ‗mind and body‘ pair and according to dialectic logic, they are
not two different objects, but one single object (Ilyenkov, 1977, p.31). Citing Ilyenkov (1977),
Lantolf and Poehner (2008) argue that ‗thinking is not a reality that exists independently of the
physical body, but is instead a mode of existence of the body itself‘ (p.4). This leads to another
important dialectic issue, which concerns physical/concrete and abstract/conceptual realms. The
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reason why this plays a particularly important role in SCT is because it provides an important
principle for Vygotsky‘s discussion of concept formation. He believed that the development of
systematic knowledge or scientific concepts is a key to successful school instruction (Vygotsky,
1986, p. 146). Scientific concepts originate from systematic observation of phenomena at deeper
levels than what is usually available to your senses. To the contrary, ‗every day or spontaneous
concepts‘ are generalizations based on random observation at superficial levels. Formal education,
with its social and semiotic mediation, is responsible for providing the former type of knowledge,
because it enables learners to manipulate symbolic systems consciously (Moll, 2004) and to
liberate them from ‗here‘ and ‗now‘ thinking and experiences (Lantolf, 2007).
Vygotsky‘s exploration of scientific and everyday concepts have already had
considerable impact on a wide range of academic fields including developmental and educational
psychology, and the field of second language education can benefit from it as well. Kozulin (2003)
pointed out that researchers in second language acquisition, language education and applied
linguistics began to direct their attention to the nature of knowledge provided in the classroom,
that is, ‗knowledge as information versus knowledge as concept formation‘ (p.2). Negueruela and
Lantolf (2006) argued that concepts form the minimal unit of higher verbal thinking and thus,
should be ‗the foundational unit of instruction‘ (p.81). Vygotsky (1986), in his discussion of
formal education, pointed out that psychology has traditionally attempted to prove that
systematicity and consciousness do not come from outside of the individual, but are instead a
result of internal development. This assumption was problematic for him, because it presumed
that rich and mature representation was somehow build into the human mind prior to real world
experiences. Without it, one has nothing to systematize (p.172). For Vygotsky, mental
representations arise from culturally mediated activities both in the everyday and educational
worlds. The difference being that representations built on the basis of everyday experiences are
highly empirical and therefore are closely tied to specific concrete circumstances, while
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representations acquired at school are of a higher order and are more abstract and therefore allow
for broader generalizations across environments. His discussion of the nature of knowledge is
highly relevant to the field of language education. Traditionally, language instruction has resorted
mainly to the so called ‗rules of thumb‘, which is a collection of highly contextualized
observations of linguistic phenomena that have relevance for the contexts they describe but they
more often than not fail to generalize to other contexts. Rules of thumb, from a sociocultrual
perspective, do not represent sufficiently adequate information of a language to qualify as
scientific knowledge. Their lack of systematicity is not conducive to learners‘ conceptual
development. Lantolf and Johnson (2007) stated about the purpose of L2 classroom as follows.

… the goal of L2 classroom praxis is for learners to develop a conceptual understanding
of how meaning gets expressed through theL2 in concrete everyday activity and to build
their capacity to make choices about how to function in and potentially alter that activity
to suit their needs and goals.
(Lantolf & Johnson, 2007, p.878)

For them, learning second or foreign languages entails internalizing a new way of
conceptualizing the outer world and in turn, acting upon the world autonomously. Certainly,
systematic knowledge or scientific concepts alone are not enough. They need to be situated in
concrete learning activities with appropriate guidance. This dissertation supports the Vygotskyan
principle that formal instruction should explicitly provide theoretical concepts and encourage
students to develop the ability to master and manipulate these in the service of more effective
communicative behavior in a new language. Among the various SCT-oriented pedagogical
approaches, Gal‘perin‘s concept based instruction (CBI) was employed for the current project.
Gal‘perin is considered to be one of the prominent scholars who further developed
Vygotsky‘s theory and attempted to transform the theory of human development into a model of
the teaching-learning process. He elaborated Vygotsky‘s position of the social dimension of
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psychological functioning and investigated the mental actions and concepts to be learned in
school. He paid special attention to the qualitative changes that school instruction has to undergo
to promote full-fledged mental actions. In Gal‘perin‘s model, the teacher is a dialogue leader who
introduces students to a similar role through explicit instruction of metacognitive learning
strategies (Haenen, 2001). Students are always fully considered from the very beginning so that
they can understand the distinctive features of learning. Instruction should provide the students
with the means to orient themselves systematically in order to ‗deal conceptually with a range of
objects and phenomena extending far beyond the immediately studied area‘ (Arievitch &
Stetsenko, 2000, p. 85). This requires the knowledge to be presented as ‗a meaningful whole‘
(Haenen, 2000, p. 95). Only then can students appreciate ‗the affective, motivational and
cognitive value of the knowledge‘ (p.95) and use it appropriately. This way, learners gradually
become autonomous and independent performers in the new language. According to Haenen
(2000), autonomy is one of the practical consequences of Vygotsky‘s concepts of education.
From Vygotsky‘s perspective, theory is not independent from practice, but closely connected to it.
In fact, as Lantolf (2008) cited, Vygotsky (2004) believed that practice pervades the deepest
foundation of theory and that theory is tested through practice. The value of Gal‘perin and his coworkers‘ (e.g. Davydov and Talyzina (Haenen, 2001)) works lies in that they made it possible to
bring sociocultural theory into the classroom by providing a robust guidance for designing new
curricula and class instruction.
Another fundamental issue to be investigated is, as discussed earlier, is the question of
‗what (grammar) should be taught?‘ As Ellis (2006) pointed out, in the field of linguistics there is
no unified grammatical model with which most researchers agree, but a wide selection (e.g.
structural grammars, generative grammars, functional grammars, descriptive grammars, etc.)
exists. Therefore, a decision has to be made by researchers and language educators. Traditionally,
structural grammars were dominant and consequently, with form rather than conceptual meaning
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as the focus of instruction. Structural syllabi are still influential to some extent, but some modern
syllabi have shifted from the structural grammars and moved toward functional grammars, paying
more attention to functions achieved by grammatical features. Generative linguistics, in spite of
several attempts, was not widely accepted by curriculum designers. Instead, descriptive grammars
such as Celce-Murcia and Larsen-Freeman‘s (1999) Grammar Book proved to be more
instrumental for course development. The benefit of Grammar Book, according to Ellis (2006),
lies in that it accounts for semantic and discursive meanings as well as linguistic form. He
believes that reference grammars should be able to provide explanations about the form-meaning
relationship and that for this reason, descriptive grammars should be the choice for grammar
instruction.
The current project referred to cognitive linguistics, one branch of usage-based linguistics
as the foundation for linguistic knowledge to be presented to learners. Its view on some central
issues in linguistics and theory of mind differs from structure-based grammars. It rejects many
assumptions that mainstream structural linguistics has taken for granted and reflects a growing
academic trend toward meaning- and usage-based theories of language (Langacker, 1987). First,
the central claim of cognitive linguistics is that word meaning resides in conceptualization. The
source of meaningful conceptual structure is twofold; 1) the structured nature of bodily and social
experience and 2) innate capacity to imaginatively project from bodily and social experience to
abstract conceptual structures (Lakoff, 1988). In other words, ‗semantic structures are simply the
conceptual structures evoked by linguistic expressions‘ (Langacker, 2002, xv). Even the syntax of
a language is regarded as ‗providing grammatical categories and constructions that are
semantically-motivated‘ (Lakoff, 1988, p.122). Syntax is also motivated pragmatically and
functionally and indicates the relationships among the constructions. Therefore, grammatical
constructions are form-meaning pairings with the structure of a cognitive model and are
processed by general cognitive processes (Lakoff, 1988).
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Another significant claim of cognitive linguistic theory is that discrete categorization is
unrealistic, and instead prototype or ‗central tendencies‘ (Rosch, 1975, 1978; Hawkins, 1984;
Lakoff, 1982) are more appropriate to explain the semantics of language. Cognitive linguistics
also holds a belief that imagery and metaphor are not peripheral aspects of human mental life, but
central constituents of it. It further argues that there is no clear distinction between literal and
figurative language and that everyday language use entails heavy reliance of tropes. It conflicts
with formal semantic theory in that it rejects the dualistic approach to central issues in theory of
mind; the mind-body relationship, the individual-society/culture relationship, etc. Instead, it
attempts to ‗understand language and cognition as part of the triad body-mind-culture‘ (Hampe,
2005, p.5, italics in original).
The emphasis of meaning and the rejection of Cartesian dualism make cognitive
linguistics compatible with concept-based instruction. Furthermore, as Dirven, Niemeier and Pütz
(2001) stated cognitive linguistics, as usage-based language theory, is predestined to be useful for
applied research areas such as language in society, language and ideology, language acquisition,
FL/L2 learning and language pedagogy. According to these researchers, it can have a particularly
strong impact on foreign language instruction, because various studies in cognitive linguistics
research investigate some notoriously difficult problems for L2 learners, including phrasal verbs,
idiomatic expressions, phraseology, metaphor and word derivation. In particular, the area of
idiomaticity can become far less ‗idiomatic‘ than has been believed in the fields of linguistics and
language education, because cognitive linguistics investigates the motivation behind language.
Language becomes more explainable and thus the acquisition of a sophisticated level of
competence can be achieved. Eventually, when learners realize how a language works, they may
reconstruct their own hypothesis about not only the language that they intend to learn, but also
language in general. The researchers proposed that language teachers should at least, keep an
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open mind to a different, new and more holistic way of analyzing and teaching language that may
facilitate the learning processes.
Among various grammatical items, phrasal verbs were chosen as a target construction for
the present study, because of the prevalent belief that they are idiomatic, non-compositional,
arbitrary and random. They are generally categorized as ‗idioms‘ and there are not even ‗rules of
thumbs‘ that explain their meanings and usages. It has long been taken for granted in L2 or FL
teaching that learners could figure out the meanings of idioms only based on the contextual clues
(Boers, Eyckmans & Stengers, 2007; Cooper, 1999) and that the only way learners could learn
them was through rote-memorization. As a result, learners have to struggle with a daunting list of
phrasal verbs. However, as discussed earlier, recent cognitive linguistics studies (Dirven, 2001,
2002; Gries, 1997, 1999; Kurtyka, 2000, 2001; Langacker, 1992; Rudzka-Ostyn, 2003; Tyler &
Evans, 2001, 2003) began to pay attention to phrasal verbs in order to uncover the underlying
system. Now, according to Boers, Eyckmans and Stengers (2007), only a very small portion of
idiomatic expressions in idiom dictionaries are believed to be completely non-compositional and
non-figurative. In other words, a majority of them can be processed in some insightful way and
presented to learners in ways that are more meaningful than rote-learning (Boers, Eyckmans &
Stengers, 2007; Grant, 2004). The beneficial effect of semantically motivated presentation has
been revealed by a series of cognitive linguistics studies (Boers, 2000, 2001; Condon & Kelly,
2002; Condon, 2008; Kovecses & Szabo, 1996). In line with these studies, the current project
deals with semantics of phrasal verbs with focus on three particles, up, out and over. Learning
materials and class activities were organized based on previous research in cognitive linguistics.
The purpose of this dissertation is to investigate how explicit concept-based grammar
instruction can provide systematic explanations about grammatical features to help learners reach
deeper conceptual understanding. Since phrasal verbs are a construction of high frequency in
English, it is expected to be beneficial for a wide range of learners regardless of their language
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background or levels of proficiency. In the end, carefully designed lessons were developed and
implemented in a class intended for international teaching assistances in a large American
research university.
A combination of the two theoretical frameworks, concept-based instruction and
cognitive linguistics, enabled the researcher to investigate the following issues: a) to apply
insights from previous studies in CBI and cognitive linguistics to phrasal verb instruction, b) to
explore how cognitive linguistics insights of phrasal verbs influence conceptual development in
students, c) to examine learners‘ conceptual development from a viewpoint of CBI and d) to
discuss students‘ feedback to the new type of instruction and how they make sense of it.
The result showed that the current project were generally successful in leading the
participants to deeper conceptual understanding of the semantics of particles and phrasal verbs.
Many students became capable of verbalizing or imaging their understanding in various learning
tasks and tests. It is undeniable that some portion of students failed to show evidence of
development. It also showed the possibility of class implementation of CBI and cognitive
linguistics with the advanced learners.
This dissertation will proceed as follows. Chapter 2 discusses the relevant principles of
sociocultural theory and concept-based instruction (CBI) and chapter 3 investigates in detail
cognitive linguistics theory and previous studies of phrasal verbs or prepositions in applied
cognitive linguistics. Chapter 4 describes the design of the study and methods of data collection
and analysis. Chapters 5 reports the result of a quantitative analysis of multiple-choice tests, the
first part of an in-class test, and chapter 6 describes student performance in verbalization tasks
provided as a homework assignment to encourage participants to externalize their understanding
of the concepts underlying phrase verbs in English. Chapter 7 analyzes the definition dataset
collected from an in-class test and the multiple-choice test that is analyzed in chapter 5. Chapters
8 and 9 examine student performance on take-home exams, in which they had to explain the
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meanings of phrasal verbs in various sentential environments. In chapter 10, students‘ reflections
and evaluations of CBI narrated in the interviews with the researcher are presented. Finally,
chapter 11 summarizes the current project, addresses contributions and limitations, and provides
several proposals for future research.

Chapter 2

Concept-Based Instruction
Recently, interest in the role of explicit grammar instruction in foreign language (FL)
classroom has been rekindled. The argument of so-called ‗agrammatical‘ movement was that
grammar instruction be removed form the school curriculum describing it as a useless activity
(Lantolf & Thorne, 2006). However, removal of grammar instruction from FL classroom has
frequently resulted in a lack of control over L2 grammatical features after learners pass through
formal educational programs (Lyster, 1999, 2004; Swain, 1997; Harley, Cummins, Swain and
Allen, 1990).
In the field of second language acquisition, the relationship between instruction and
learning has been a controversial topic. It has been only partially resolved, because although most
researchers agree that instruction has an impact on learning, agreement has not been reached on
the types of instruction that are more beneficial for second or foreign language learning (Norris &
Ortega, 2000). In the core of the debate around this issue are two different types of cognitive
processing: explicit and implicit processing. Norris and Ortega‘s meta-analysis of the effect of
instruction revealed that explicit form-focused and forms-focused instruction makes learners
aware of the grammatical forms and yields positive effects on learning. They found that explicit
instruction resulted in significantly better learning than implicit instruction. What is problematic
in this study, however, was that the analyzed studies employed different methods of grammar
presentation. Negueruela and Lantolf (2006) point out that previous research has not considered
quality of explicit knowledge provided to students. Along with this, how it is used functionally
and how instruction promotes the appropriation of this knowledge have not received attention that
they deserve. Similarly, Arievitch and Stetsenko (2000) argue that ―the quality of historically
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developed cultural tools‖ (p.71) is usually not taken into account in the analyses of the impact of
instruction on development. The importance of the quality of cultural tools is highlighted in
Vygotsky‘s work.
Instruction, according to Vygotsky, not only provides cultural tools to the learner, but
leads development by expanding the learner‘s zone of proximal development (ZPD), the concept
developed by Vygotsky to refer to the distance between a learner‘s actual development as
determined through independent performance and potential development as determined through
performance with assistance from adults, or more capable peers (Vygotsky, 1978: 86). Through
instruction, the learner acquires more efficient cultural tools, which mediates and transforms the
learner‘s cognition. Hence, school instruction plays a decisive role in the learner‘s cognitive
development.
As far as grammar learning is concerned, instruction makes visible aspects that the child
has not noticed in everyday language use and eventually leads him or her to understand the
systematicity of language that is used unconsciously in mundane practical activities. The
expectation is that school instruction promotes deep conceptual understanding of general
language functions and of various subsystems. However, prevalent FL instruction fails to achieve
this due to its heavy reliance on unsystematic spontaneous knowledge or rules-of-thumb (Lantolf,
2006).
The following sections investigate a way to improve FL instruction and why concepts
should be the center of FL grammar instruction. In order to do so, some important concepts will
be revisited. Then, educational procedures inspired by the work of Gal‘perin and his colleagues,
will be explored. Finally, studies conducted in the field of FL teaching and learning will be
discussed as background to the present study on English phrasal verb instruction.
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Scientific vs. non-scientific concepts
Vygotsky (1986) distinguished two different types of concepts: scientific concepts and nonscientific concepts. The former is also referred to as theoretical or academic concepts and the
latter as spontaneous or empirical concepts. Spontaneous concepts originate from the worldly
experiences that people undergo on a daily basis. It is inductively formed and therefore empirical
in nature. The inductive nature requires a long period of time for development, but results in
unsystematic and incomplete knowledge (Lantolf, 2006). Scientific concepts, on the other hand,
are developed through formal education and deductively formulated. They are systematic,
abstract and generalizable.
Spontaneous and scientific concepts evolve under different conditions. Given the
different origins of the two types of concepts, it is inevitable that they have different relationships
to our experiences. The understanding of everyday concepts is strictly tied to practical activities
and passes multiple stages before reaching the abstract definition. This is why everyday
knowledge makes limited contributions to the learner‘s cognitive development. This type of
knowledge develops based on the already established cognitive abilities, which themselves are
built up on the basis of everyday empirical experiences. They include deliberate attention, logical
memory, abstraction, and the ability to compare and differentiate and only provide individuals
with a richer set of empirical experiences. Scientific concepts, on the other hand, deal with the
connected system of separated, individual sociocultural phenomena. They develop deep
understandings of the origins, relations and dynamics of phenomena (Hedegaard, 1990).
Scientific concepts ―restructure and raise spontaneous concepts to a higher level‖ (Vygotsky,
1987, p.220). As a result, reflective consciousness comes to the mind of the learner, which leads
to independent, context independent, thinking (Karpov, 2003). Vygotsky held the view that
learners should not be expected to discover complex and sophisticated scientific knowledge on
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their own. It is adults, primarily educators, who are responsible for passing on this knowledge to
children and students. This can be most effectively achieved through precise and well organized
definitions and explanations.
Scientific knowledge, when applied systematically, gradually ascends to the concrete
level of specific purposive activity. Given the fact that definitions of words represent a certain
degree of generalization, scientific thinking is a top-down process proceeding from abstractness
to concreteness. The potential weakness of scientific knowledge lies in verbalism, i.e. excessive
abstractness and detachment from reality. However, Vygotsky argues that it is not concepts
themselves that result in verbalism, but the way they are presented and taught.

Practical experience also shows that direct teaching of concepts is impossible and
fruitless. A teacher who tries to do this usually accomplishes nothing but empty
verbalism, a parrot-like repetition of words by the child, simulating a knowledge of the
corresponding concepts but actually covering up a vacuum.
(Vygotsky, 1986, p. 150)

Talyzina (1981), one of Galperin‘s leading students, discusses the possibility of transfer
of abstract knowledge to concrete situations. According to her, learners taught with necessary and
sufficient concepts are able to perform tasks correctly in unfamiliar situations. Scientific concepts
equip the learner with powerful cognitive tools that enhance his or her problem-solving abilities.
It is important that learners be taught scientific concepts, but due to their complex and abstract
nature, they can be taught only, or at least most effectively taught through formal instruction. This
is the reason why school instruction is regarded as a special type of cultural development in
sociocultural theory.
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Concept formation and school instruction
In Vygotskyan tradition, schooling is regarded to be qualitatively different from everyday
learning. Vygotsky states the peculiarity of school education as follows:

School instruction induces the generalizing kind of perception and thus plays a decisive
role in making the child conscious of his own mental processes. Scientific concepts, with
their hierarchical system of interrelation, seem to be the medium within which awareness
and mastery first develop, to be transferred later to other concepts and other areas of
thought. Reflective consciousness comes to the child through the portals of scientific
concepts.
(Vygotsky, 1986, p. 171)

School instruction is where individuals are provided with those special and systematically
organized learning activities. Talyzina (1981) also points out the importance of providing reliable
psychological tools to learners. According to her, children tend to rely on ―external sensory
attributes‖ (p.170), not as a result of their own thinking, but simply because they do not have
anything more reliable. ―As soon as they are given means for orienting themselves on essential
properties, which are often not very evident, they are able to rely on them and cease to be
influenced by nonessential properties, even when the latter are vivid and constant.‖ (p.170)
Therefore, it is crucial to teach learners to use systematic knowledge to properly orient
themselves. Vygotsky (1986) argues that it is possible to teach learners to not only understand but
to effectively and efficiently use scientific concepts in carrying out practical activity. For him,
―formal learning‖ is the initial stage of development of scientific concepts, which become a fullfledged action when combined with practical worldly experience (Gal‘perin, 1992). Making the
connection, of course, is the key to educationally-based development.
As a strong advocate of formal school education, Vygotsky claims that scientific
concepts should be the primary focus of instruction. However, scientific knowledge itself is not
sufficient for deeper understanding of concepts. It is how the knowledge is presented and
internalized to learners that should receive more attention from researchers (Lantolf, 2006).
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Gal‘perin is a leading figure who pursues a systematic method to teach scientific concepts in the
formal educational setting adopting Vygotsky‘s ideas on concept development. Gal‘perin‘s
research program has been established around the key concepts of sociocultural theory such as
materialization, mediation and internalization and laid a foundation for systemic theoretical
instruction.

Internalization, materialization and verbalization
The concept of internalization is a key concept of sociocultural psychology and Vygotsky used it
as ‗an explanatory principle of the cultural- historical nature of human consciousness‘ (Haenen,
1996, p.101). Vygotsky raised the question of how sociocultural activities and relationships are
transformed into mental activity. He argues that any psychological function appears twice ―first
on the social plane, and then on the psychological plane‖ (Vygotsky, 1981, p.163; 1983, p.145).
Thus it is no wonder that the social character is preserved in human mental action. However,
internalization should not be understood as a process of copying from the external to mental or
ideal plane. Vygotsky argued that if an exact copy of the external phenomena or entities is a result
of internalization, the process would be meaningless. The process of internalization is bidirectional and an open system whose crucial feature is ‗the constant exchange of processes
between themselves and their environment‘ (Lantolf &Thorne, 2006, p.160). That is, external
materials are internalized by individuals, but then they are injected back into the outer world with
the individuals‘ interpretation added (Lawrence & Heinz, 1997, p.47). Thus, internalization
should not be understood as a passive, receptive process, but rather an active, interpretive process.
Valsiner‘s (1997) refined definition of internalization states that
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Internalization is a negotiated process of development that is co-constructed through
constant forward-oriented construction of signs that bring over from the extrapersonal
(social) world of the person to the intrapersonal subjective world semiotically encoded
experiences, which, as personal sense systems, guide the person‘s process of further
reorganization of person-environment relationship.
(Valsiner, 1997, p.246)

In a similar vein, Gal‘perin (1992) contends that internalization is about developing the
ability to carry out mental action that has parallels on the material plane.
Internalization enables mental planning, whether it be purely mental or symbolically
assisted, and thus liberates humans from the need for direct manipulation of external objects.
Lantolf and Thorne (2006) borrowed Gal‘perin‘s example of rearranging furniture to illustrate the
point. When we want to see what differences rearranging furniture would make, there are three
possibilities. We can physically move furniture or make a plan mentally. The third possibility is
to rearrange furniture symbolically using a sketch pad or computer display. The latter two can
occur only as a result of internalization of the concepts, artifacts, and cultural practices and
activities. Such cultural artifacts enable individuals to interact with the outer world in a mediated,
rather than direct, manner. Through extensive and intensive use of these symbolic tools, one can
internalize them, which leads to greater awareness and control of cognitive process. It is, from a
Vygotskyan perspective, considered to be development (Kozulin, 1998).
With specific reference to language acquisition and development, internalization would
mean control of conceptual knowledge of the target linguistic community as well as of the
linguistic code (e.g. morphosyntax, phonology, and referential meaning). As language learners
appropriate linguistic resources, they come to regulate their own activities. This implies that the
language learner would be able to communicate not just in the target language, but through the
target language (Lantolf & Thorne, 2006). Similarly Kozulin (1998) contends that psychological
tools, or internalized versions of symbolic tools result in fuller engagement in activities that
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require higher psychological abilities such as hypothetical reasoning, problem solving,
experimentation and related abilities.
Instructors‘ responsibility, therefore, is to create the learning environments that can
enhance the internalization process. This is where materialization comes into play. In order for
instruction to be effective, it is necessary or even required to materialize the concepts to be
internalized. Verbal explanation is often not sufficient. Spoken language does not retain and
written language is complicated due to its propositional nature. Real objects or symbolic
representations can be used for instructional purposes. Real objects may work better with children,
whereas symbolic representations such as charts, diagrams, images, figures, etc. are more
effective with adult learners. Although these artifacts are conducive to learning, learners should
not be left to constantly rely upon them. The ultimate goal of education is to help learners
internalize external forms of mediation, which gives one greater control over the object. The first
step toward self-regulated learning is to verbalize the concepts that are materialized as a form of
physical objects or symbolic representations. Verbalization is important, because it is more than
self-explaining. It is a means to bring concepts into consciousness by developing an ability to
recontextualize the learned concepts beyond classroom activities. (Lantolf & Thorne, 2006).
Swain (2000) agrees that language is a cognitive tool and used the words ‗verbalizing‘
and ‗verbalization‘. However, she points out that they have been misunderstood or misinterpreted
as a synonym of ‗speaking‘. In order to encompass both speaking and writing, she began to use
the word ‗languaging‘. Languaging refers to ‗producing language, and , in particular, to
producing language in an attempt to understand – to problem solve –to make meaning‘(Swain,
2006, p.96). This discussion of languaging is particularly relevant to the current study, because in
this project, verbalization activities were conducted in written rather than spoken language.
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Learner Agency
Conceptual understanding and its internalization bring learner agency and self-regulation into
pedagogical concerns, because now learners are equipped with the ability to make choices
according to their specific intentions. It is not the teacher or the textbook that makes a decision,
but the learners themselves based on internalized conceptual knowledge. In the case of L2
learning, internalized conceptual knowledge enables learners to interpret, generate personal
meanings and eventually to exercise their communicative agency (Lantolf & Johnson, 2007).
Thus, unlike rote memorization of grammar or linguistic rules results in passive receptors,
conceptual understanding of language assists learners to be not only an active receptor, but also a
creative communicator. This has a significant educational implication, since the ultimate goal of
education is to promote learners‘ autonomy or self-regulation defined as ‗capacity and
willingness to skillfully monitor and evaluate one‘s own learning‘ (Arievitch & Haenen, 2005,
p.160). The important question to ask at this point concerns the issue of educational environments
that can foster learner autonomy and agency. That is why Gal‘perin‘s design of such an
environment deserves our attention. In the following I will explore the elements included in
Gal‘perin‘s pedagogical model and how they contribute the development of learner agency,

Gal’perin’s research program
Lantolf and Thorne (2006) point out that Gal‘perin‘s pedagogical model is based on three
principles: internalization, materialization and verbalization. Among them, internalization is at
the core of CBI. The other two principles are means to foster internalization of concepts. In the
following, it will be explained in detail how the three concepts are interrelated in Gal‘perin‘s
stepwise procedure.

20

Stepwise procedure
The key issue of Gal‘perin‘s theory concerns the formation of human mental actions. He
pursues answers for specific questions such as under what conditions they are formed correctly,
what causes aberrations and how they can be eliminated. Studies conducted in the past years have
identified several stages in the process. They are as follows:

1. Orienting stage: construction of the orienting basis of the action
2. Material(ized) stage: mastering the action using material or materialized objects
3. Stage of overt speech: mastering the action at the level of overt speech
4. Stage of covert speech: mastering the action at the level of ‗speaking to oneself‘ (covert
speech)
5. Mental stage: transferring the action to the mental level.

Each stage is explained in detail below.

Orienting stage
A first stage is called ―the orienting basis of an action‖. In this stage, one has to put
together a preliminary conception of the assignment, that is, of what should be done and of the
action itself. Then, attributes of the new materials must be gathered in order to perform the
targeted action correctly. They can be coalesced in various ways: more or less completely,
systematically or randomly. Regardless of the degree of completeness and of systematicity, they
reflect on the course and results of learning. The orienting basis of an action is important, because
every human action is fulfilled on the basis of some orientation.
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For the purpose of education, Gal‘perin used the term, Orienting Basis of an Action
(OBA), to refer to the whole set orienting elements available to the learners. Another term,
―Scheme of a Complete Orienting Basis of an Action‖ (SCOBA), refers to the complete set of
conditions leading to the successful execution of an action. An OBA is constructed based on
learners‘ previous experiences, whereas a SCOBA is intentionally and systematically constructed
and provided to learners. It reflects Gal‘perin‘s educational philosophy that learners should be
provided with complete guidance. Thus, a SCOBA includes the intended output, the pattern or
model, the means, the objects, a general plan of action and the orienting chart. The sixth
component was added by Haenen to the five components originally proposed by Gal‘perin (1969,
p.69). According to Haenen, the orienting chart constitutes the core of the SCOBA in that it
presents the components of the SCOBA in such a way that learners can appropriate and apply
them with ease in a problem-solving situation. The orienting chart is meant to function as a
‗psychological tool‘ that learners can refer to anytime they face problems in performing a given
task. Talyzina (1981) also emphasizes the importance of providing the necessary and sufficient
information as an orienting basis of action. She believes that properly oriented with materialized
objects, learners will subsequently be able to solve unfamiliar problems with or without referring
to the orienting chart.

Material(ized)stage
Gal‘perin believed that any new action, to be learned, must have a material beginning. He
points out that in school only a small number of simple actions (e.g. elementary arithmetic
operations) are taught in a material form. The process of materialization has profound effects on
learning, since it enables us to access otherwise inaccessible entities. It converts an original,
external, object into an intellectual conceptual form that is suitable for scientific understanding.
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Even actions or concepts that are beyond the limits of sensory perception can be represented in a
psychologically new form.
SCOBAs, as mentioned, are expected to serve as a way of materialization in educational
settings. They may be realized in the form of models, displays, diagrams, maps, drawings, etc.
delineating essential attributes and relationships of concrete, physical objects and lead the learner
to correct execution of the intended action without actual objects at hand. It implies that
materialization of the attributes and relationships of objects determines the quality of instruction
provided to the learner. It is often assumed that only children or younger students can benefit
from materialized forms of an action when the object of study is concrete objects or relatively
simple concepts (Haenen, 1996). However, research shows that materialization is beneficial and
required for the formation of mental action in adult learners (Talyzina, 1968). Children and adults
might require different means for materialization. For adults, representational forms such as
diagrams and charts are more effective, whereas actual objects are more aligned with the way
children think or with their experience of the world. However, adults and children should not be
limited to the particular types of mediation, but be open to the alternatives (Lantolf, 2006).
Talyzina (1981) points out a danger of introducing abstract concepts in a purely verbal
way. The underlying assumption is that students will be able to apply the knowledge in analyzing
specific objects. Most students, in fact, fail to perform the task and hence rely on superficial or
nonessential properties to orient themselves. She argues that once learners are provided with
means for orienting themselves on essential properties, they begin to orient themselves on them
and cease to be dependent upon nonessential properties. For this reason, Gal‘perin argues that a
full-fledged action can be formulated only by means of the materialized form of an action:―The
material or materialized action enables the learner to discover the concrete content of an action
for himself or herself and achieves practical appropriation of this content.‖ (Haenen, 1996, p. 139)
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Consequently, materialization of any new mental action should be the primary concern for
educators.
A major criticism against the Gal‘perin‘s instructional method often targets this
materialized stage and raises a question on the presupposition that knowledge of a subject always
originates from material action. According to van der Veer (2000), Galperin acknowledges that
children‘s learning can be based on reading, imitating others and listening to explanation, but he
maintained his belief that deep conceptual knowledge can be developed only from acting upon
the material world. The material or materialized action undergoes transformation and eventually
becomes an internalized mental action. Such a view makes it possible to avoid bookish and
superficial knowledge in class and to promote deeper understanding of essential concepts and
their interrelations.

Stage of overt speech
Despite the importance of a material action, it should not be the final destination of
education. It is its mental form that we wish to teach as an educator. In order to do this, the
material action should be converted into the form of verbal speech. Verbalization is a reflection of
a material action through which the object content enters into consciousness. However, it is not
yet his or her own thought, but a verbal representation of the external object content.
At this stage, one not only can reflect, but also can communicate about the object content.
It must be comprehensible to himself, but to other people as well. Thus, social functions enter the
picture at this point. From the viewpoint of education, it means that the learner should learn how
to meet the requirements of a particular discipline. The teacher plays a role of an expert in the
discipline and make sure that the learner can appropriately learn the practice of the discipline in
question. The teacher‘s instruction is expected to encourage the learner to orient himself to the
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verbal expression as well as to the execution of the action. Gal‘perin‘s emphasis on verbalization
can be traced back to Vygotsky‘s theoretical position that social speech becomes a source of
thought. This process of internalization was developed into a technology of instruction by a group
of researchers including Gal‘perin.

Stage of covert speech
At this stage, a mental action is transformed from overt speech to covert speech. This
transition enables us to have a more stable and stronger mental representation than a visual
representation. For Gal‘perin, covert speech is important, because it is an intermediate stage for
the transition of a material action into a mental one. Even though the action becomes internalized,
speech continues to be the carrier of the action and its objects. The action at this stage becomes
habitual, abbreviated and eventually automatic. Then, it is ready for a transition to the final stage.

Mental stage
At the mental stage, words are replaced with images and concepts. The action now
becomes inaccessible to neither observation nor introspection. As a result of abbreviation and
mastery, the external actions become ‗pure‘ thought. The action is executed at the mental level
with the aid of mental images and concepts where real objects or cases are represented. Now a
person can orient himself to predict the effect of particular actions. Accordingly, he may change
his actions for successful execution of the action. Due to this orienting function, mental activities
are considered to be prerequisite to deal with a task or problem.
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Concept-based instruction
Based on this stepwise procedure, Gal‘perin designed a pedagogical model known as
systemic-theoretical instruction (STI) or concept-based instruction (CBI). At the core of this
model are verbalization and internalization of concepts. The primary concerns are to provide
learners with high-quality knowledge, guide the learner‘s learning process in order to foster the
internalization of the concepts and eventually to enhance learner-independence (Gal‘perin, 1969).
In this teaching strategy, a general theoretical tool is mastered before individual cases are
introduced to the learner. The acquisition of theoretical or psychological tools requires special
types of leaning paradigm that presupposes:

a. A learning process that is deliberate rather than spontaneous
b. The systemic acquisition of tools, because they are systematically organized; and
c. An emphasis on the generalized nature of tools and their use
(Kozulin, 1998, p.86)

For this reason, from the onset, a complete set of knowledge is introduced to learners.
Such a ‗top-down‘ method requires theoretical and systemic analysis of objects, phenomena, or
events in different subject matters. Through such analysis, the learner is expected to develop an
ability to discriminate different properties of the object, phenomenon or event, establish the unit
of analysis of a particular property and learn general rules about the relationship between the
units and concrete cases. This way learners develop a deeper understanding of the relevant
domain, which will operate as an operating basis and help learners develop targeted concepts
more fully. Eventually it affects the learners‘ future learning.
This is where concept-based instruction diverges from inductive discovery learning.
Advocates of discovery learning contend that conceptual knowledge is hard to apply to practical
examples and is likely to result in verbalism. For this reason, learners are encouraged to construct
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their own principles based on empirical experiences, as in everyday learning in a Vygotskyan
sense (Lantolf & Johnson, 2007). As discussed before, this type of knowledge can be problematic
and in complete. On the other hand, concept-based instruction is built on the belief that alreadyestablished knowledge should be taught explicitly to learners. It not only saves time for trial-anderror, but significantly reduces the potential of ending up with wrong kinds of knowledge.
However, it does not depreciate the value of experiential knowledge. Students should actively
explore the studied content under the teacher‘s guidance. Without this effort of ascending to
concrete phenomena, scientific knowledge will have no power of application and generalization.
Within the context of foreign language education, students should not be left to simply listen to
lectures and memorize abstract rules, but placed in communicative activities where they can make
connections between rule and practice. Only when this procedure occurs, can conceptual
knowledge be internalized. Teachers are responsible for providing proper guidance to ensure
students‘ successful execution of mental action. According to Gal‘perin, teachers‘ guidance is
more effective when accompanied by symbolic and graphic representations or ―Scheme of a
Complete Orienting Basis of an Action (SCOBA)‖A SCOBA includes the intended output, the
pattern or model, the means, the objects, rules of action and the orienting chart. The idea is that in
the initial stage, learners carry out a task with the external support that explicates the concept to
be learned. Gradually, the materialized representation is replaced by learners’ verbalization, or
private speech. At this stage, learners are able to recontextualize their understanding and to
extend it to new cases that are not practiced before. This is where practical activity using the
concept is relevant. Finally, the target concept is internalized and the intended action can be
carried out automatically with ease.
Compared to other teaching methods including the trial-and-error method or discovery
learning, CBI has a number of advantages. By following the series of procedures, learners can
reduce the long and laborious process of concept formation. An action is formed not bit by bit,
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but immediately in the carefully lined-up instructional steps. Thus, “trial and error” is minimized
if not eliminated altogether. Learners’ performance exhibits minimum fluctuations, quickly
approaches the targeted level and becomes stable. Since actions and concepts are formed with the
optimal guidance, they are not mingled with every day, empirical concepts. For instance,
mathematics instruction begins with notions of quantification and measurement. Students learn
how to take measurements using a string and report in terms of string units. This leads the
students to think about quantity more abstractly and to systematically understand basic operations
such as addition and subtraction. This orienting basis is expected to influence how they approach
mathematics at more advanced levels. Only by learning scientific guiding principle can learners
deal with unknown specific cases (Vygotsky, 1986; Gal’perin, 1969; Lantolf & Johnson, 2007).
Aside from being faster, CBI makes it easier for students to learn scientific concepts,
since learners are not burdened with rote memorization and subsequent application of the stored
knowledge. Instead, what should be learned is represented schematically and broken into parts.
The relations among the parts, perception and understanding within the range of the learner’s
current capacities are delineated on the SCOBA. Since the learning is made easier, the
formulation of full-fledged mental action becomes available for younger or novice learners. This
explains the reason why advocates of the Gal’perin’s approach argue that learners be exposed to
complete or at least comprehensive set of knowledge from the outset of learning. The
considerably increased power of instruction is due to the fact that CBI provides learners with
much better tools and methods to handle them.
Despite the anticipated positive effects only a few studies (Carpay, 1974; van Parren,
1975; Kabanova, 1985; Oboukhova, Porshnev, Porshneva, & Gaponova, 2002, Negueruela, 2003,
Ferreira, 2005, Yanez-Prieto, 2008) have been conducted on concept-based instruction in foreignlanguage classrooms, since its implementation requires revolutionary reconceptualization and
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reorganization of educational practices. In the following chapter, the empirical studies will be
introduced in detail.

CBI research in foreign language learning
Gal‘perin (1982, 1989) proposed a method for teaching the motor skill of handwriting in Russian
elementary school. At that time, it was common to teach handwriting using three lines with
slanted lines across. Under this circumstance, students had to have a correct visual image of the
grapheme and be able to rapidly shift from the visual image to motor movement. To make the
shift more easily and swiftly, Gal‘perin established a teaching method based on the dissection of
the grapheme into segments. The basis of a dissection was the unit of the shape or a ―segment of
continuous movement‖. Where the line begins and changes direction, indices were added that
each segment is located between the two indices. Indices were needed as a reference for precise
reproduction of a grapheme. More importantly, illustrating figures or in Gal‘perin‘s term
―orienting charts‖ were constructed to visualize how to use the conceptual principle when
modeling a grapheme. These charts were provided to students in the earlier stage of instruction.
Then the teacher explains the purposes of the indices, how to isolate them and demonstrates only
one grapheme. For the other graphemes, students have to figure out indices by themselves and the
teacher provides help only when necessary. This way students build the content of an orienting
basis, which is complete and general, applicable to any specific examples. After instruction,
students were asked to copy unfamiliar graphemes from the Cyrillic, Georgian, and Roman
alphabet. The expectation was that transfer is extended to alphabets other than Russian and the
result confirms that students were able to easily copy the graphemes. This ―near-far transfer‖
(Brainerd, 1975) is the very reason why Gal‘perin‘s method attracts special attention from other
researchers and educators.
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One of the earliest studies on FL instruction is a small, short-term project by Carpay
(1974). In his study, Dutch learners of Russian were provided with visual models and algorithms
about Russian verbal aspect, which were sequenced according to the degree of explicitness. The
experiment lasted for three hours without teachers. Students were exposed multiple times to
visual representations of the target concept and had to verbalize what they saw. The visual
representations provided to students were arranged according to the degree of explicitness, from
more to less explicit. The result indicates that after three-hour instruction, ten out of twelve
participants achieved 80% criterion that was established. A study reported by van Parren (1975),
conducted by one of Gal‘perin‘s students, followed a similar procedure and investigated effects of
Gal‘perin‘s model in teaching German attribute declension to L1 Russian learners. The result
confirmed Carpay‘s study that visual models and activity algorithms reduced the instruction time
and more importantly improved accuracy in students‘ production.
Kabanova also conducted a study with Russian students of German focusing on German
passive voice. She found that after a few hours of CBI (a maximum of 20 hours) participants
performed better in sentence construction and translation tasks than students who received regular
instruction. For the study, the researcher designed various didactic models and charts. For
Kabanova, the quality of language material is a determinant factor for success in foreign language
(FL) instruction and the content of FL instruction should be determined through its basic concepts
and relations. Her analysis of the data collected was based on different levels of meaning: deep
meaning, objective meanings, language specific meanings and intentional meanings. Theses
meanings lead the learner to choose a certain language form among others.
Given that materialization of abstract concepts constitutes a key issue in CBI, Oboukova
et al.‘s study (2002) presents an interesting possibility. In this study, an animated cartoon story
was used as materialized support to teach French past tense verbal aspect and activities were
computerized and organized from concrete to abstract materialization. The conceptual
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explanation was also provided, but gradually became abbreviated. Students were asked to
verbalize the explanation. The result indicates that the learners‘ performance was significantly
better in comparison to the learners who had not received such instruction.
The earlier studies verified the pedagogical value of CBI in L2 classroom to some extent,
but they were mostly conducted in experimental condition focusing on particular morphological
features. Negueruela‘s (2003) study was the first attempt in North America to apply CBI to
everyday L2 classroom instruction. It was conducted with students enrolled in a fourth semester
university Spanish class that primarily focused on grammar and writing. The class met three
times a week for 15 weeks. Negueruela reports that despite a substantial amount of prior
experience in L2, most students continued to have significant grammatical problems at the outset
of the course. STI was implemented for instruction on three grammatical topics: tense / aspect,
articles, and mood. He materialized the subject matter to be taught, the process referred to by
Gal‘perin as the SCOBA and used verbalization of the concept and of learner performance on
specific tasks. Emphasizing the quality of explicit knowledge to be present to students, he
developed an algorithm which functioned as a psychological tool for cognitive action. The
algorithm or didactic model constructed by Negueruela represents complexity of grammatical
concepts, in this case, verbal aspect. It systematically and comprehensively presents information
necessary for students to make an informed grammatical decision. Compared to the prevalent
rule-of-thumb method, it is organized based on the meaning that the user intends to create rather
than on a list of reductive rules and examples. The design is intended to promote deep
understanding of a system of Spanish verbal aspect and thus to enhance the learner‘s agency in
meaning making. The chart guides the learner to an appropriate aspect determined by two factors,
lexical and grammatical aspect. The former refers to the meaning of the verb (cyclic or non-cyclic)
and the latter the verb form (preterit or imperfect). Negueruela collected two kinds of data:
conceptual development data and personal data. For the former, students were asked to provide
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definitions of grammatical concepts, engage themselves in oral and written tasks and to record
themselves explaining specific grammatical concepts. Responses to an online questionnaire and
students‘ reflection on the course were also collected for personal data.
His analysis shows that in the beginning, the participants‘ accounts of Spanish verbal
aspect rely on rules of thumb with lack of completeness, coherence and systematicity. Students
provided a list of arbitrary properties that can accompany the imperfect or the preterit. In some
case, the definition and examples that the learner provided did not match. Negueruela also found
that most learners did not recognize the use of different aspects is not pre-established, but
depends on the user‘s perspective on the event that he or she intends to describe. Over time,
participants provided definitions based on more essential properties that are drawn from the
SCOBA and came to an understanding that the user‘s intention and perspective are decisive
factors to determine verbal aspect in Spanish. It was also observed that the participants could
explain the grammatical concept without directly referring to the SCOBA. In the follow-up
activity, students were engaged in communicative activities and had to justify their choice
verbally. According to Negueruela, through this activity, the students were expected to
proceduralize the conceptual knowledge. The result shows that some learners failed to understand
that the use of Spanish verbal aspect is determined by the speaker‘s perspective and intention.
However, over time, most of them could provide explanations reflective of the concepts included
in the SCOBA. This, according to Lantolf (2006), is an indication of the concepts undergoing the
process of internalization, as Gal‘perin (1967) called.
Serrano-Lopez and Poehner (2008) provide an interesting insight about materialization.
In their study clay modeling was used as a way of materializing and visualizing different
meanings of Spanish prepositions. Their approach differs from Negueruela in that the clay model
was not offered in a completed format, but used as a means of illustrating their understanding of
the grammatical items taught. Before becoming engaged in clay modeling, students were
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provided with explicit instruction and encouraged to think about the differences between Spanish
and English prepositions in terms of meaning. Students were informed of the procedure and the
rationale of clay modeling. Then they had to explain the meaning and signification of the model
they constructed. In order to evaluate learners‘ performance, the researcher designed a nonstandardized test, or Spatial Prepositions Usage Test. Eleven items on the test consisted of a
picture and a descriptive sentence to be completed with the appropriate locative. The test was
administered first in English, then in Spanish before, immediately following and two weeks after
instruction. The CBI group‘s (or clay-modeling group) score was compared to the scores of the
Instruction-only group and the control group. The control group did not receive any instruction
about the relevant prepositions. The researcher assumed that they already had a certain level of
knowledge from previous grammar lessons or exposure to reference books. The analysis shows
that CBI had a significant effect. More specifically, the CBI intervention had a significant effect
both for the immediate and the delayed tests and helped clarify confusion about overlapping
spatial concepts between Spanish and English. On the other hand, explicit lecture without the clay
modeling activity had no significant effect for the immediate and the delayed tests. On the
immediate posttest, no significant difference was found between the Instruction only group and
the CBI group, but on the follow-up test, the CBI group performed significantly better than the
Instruction only group. According to the researchers, it indicates that CBI accompanied by the
clay modeling activity led to deeper understanding of the concepts and eventually to
internalization. Incorporated with the existing knowledge, the spatial concepts are stored in long
term memory. The result confirms Gal‘perin‘s argument that the mere presentation of conceptual
knowledge does not guarantee full internalization, but that external mediation is necessary to
enhance the process. In this study, students relied on self-created 3-D clay models in the earlier
stage, but gradually became less and less dependent on the external mediational tool as internal
representation was established in their mind. An important question that arises in the discussion
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of the result concerns the pedagogical value of using student-generated artifacts. Serrano-Lopez
and Poehner explain that their approach departs from Gal‘perin‘s original proposal of CBI in
significant ways. Engaging learners in creating a mediational tool does not conform to
Gal‘perin‘s principle that cognitive tools should be presented to students in a carefully
constructed form. However, the researchers point out that participants in their study were not just
left clueless, but were provided with conceptual explanations in the beginning. They were also
given a chance to be creative in clay modeling. Student-generated artifacts were expected to have
different mediational potential in comparison to pre-fabricated or ready-made ‗complete‘ artifacts
(Newman & Holzman, 1993). In this way the approach was more in line with Davydov‘s
developmental education model (see Ferreira, 2005; Davydov, 2004).
Thorne, Reinhardt and Golombek‘s (2008) study employs corpora to build a SCOBA. In
this study, corpora are not simply a data source for inductive learning, but incorporated into
conceptually framed materialization of linguistic units. Among several high frequency features
that are particularly problematic for international teaching assistances (ITAs), directives were
chosen for investigation based on the finding that learners‘ use of directive constructions differs
from that of expert speakers of English in terms of frequency and preferred types. Data from two
corpora, ITAcorp and The Michigan Corpus of Academic Spoken English (MICASE), were
compared.
The intervention on directives concerns office-hour interaction and starts with an excerpt
from MICASE. Relevant questions were posed to direct the learners‘ attention to and to raise
their awareness of directive language. At this point, explicit instruction is provided to promote
conceptual understanding. According to the researchers, this is where their approach diverges
from a pure data-driven approach. Then the learners returned to the excerpt to identify directive
expressions and reflect on their purposes and functions, which was followed by presentation of
linguistic resources of directives. Three primary elements introduced include 1) pronoun/subject
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choice, which has a sense of appealing to or restricting a listener‘s involvement, 2) main directive
element containing the main action and 2) modifier choice, which is related to a listener‘s sense
of agency.
In order to develop a notion of speaker choice or learner agency, flow charts were
introduced to the learners. The first flow chart visualizes pronoun/subject choice featuring 1) Do
you want to appeal to listener involvement? 2) Do you want to include yourself in the directives?
3) Do you want to allow the listener to identify with you? 4) Do you want to restrict listener
involvement? and 5) Do you want to exclude yourself from the directive? Depending on the
choices that the learner makes on each question, they get 7 different outcomes including let‘s +
imperative, we + modal or semi-modal, hypothetical, it or (noun) + directive vocab, you + modal
or semi-modal, I + directive vocab, and we + directive vocab. Each outcome is exemplified with
cases of actual uses. They emphasize the importance of moving between conceptual
understanding and application of that understanding to maximize the instructional effect of their
method. Then, the contrastive corpus analyses were offered to the students to show the difference
between ITA and expert use of directive language. The ITAs had to make a careful observation of
the data and provide explanations of the data. This activity was expected to raise awareness of the
role of choice or speaker agency that relates to different meanings, degree of social distance,
speaker-listener relationship and anticipated pragmatic effects. At this point, a flow chart
materializing a SCOBA for main directive elements was presented for the purpose of creating a
high-level conceptual map. In a pilot study with two experimental sections of 20 students and one
control section of 13students, the researchers found that the experimental students‘ postintervention performance showed shifts that can be traced to the corpus materials presented in the
course of instruction. For example, high frequency MICASE expressions such as ‗You just wanna
get a …‘, ‗You may wanna think about…‘, ‗You might wanna sort of …‘ and ‗You wanna just …‘
were not use by any of the ITA participants in the earlier semester role play activity, but in the
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final exit exam, ten of the experimental students used the ‗you [+hedge] want to/wanna [+hedge]‘
construction in diverse and accurate ways. Other high frequency constructions such as ‗you had
better …‘ and ‗you had to …‘ were also used more by the experimental students, whereas they
used fewer low frequency expressions such as ‗I suggest‘, I recommend‘ and ‗you can‘. This
study shows how corpus-based modified material can be incorporated into Gal‘perin‘s approach
and how CBI can be aligned with the currently burgeoning discourse- and usage-based language
instruction.
Lapkin, Swain and Knouzi‘s (2008) study investigates the role of verbalization in
forming a deeper understanding of grammatical concepts. The researchers selected the concept of
French voice and integrated four basic principles that they established based on the review of the
existing literature. The principles concern 1) the speaker/writer‘s intentionality, 2) the relation
between patient and agent, 3) placement of emphasis and 4) functions of pronominal verbs in
middle voice sentences. Participants were presented with a coherent explanation text with 12
sentences in the active, passive and middle voice. Two SCOBAS illustrating the relation between
agent and patient in the exemplar sentences were also provided to help students‘ understanding.
The students‘ main task was to explain highlighted verbs in the text provided (Sophie Mercier)
and verbalized the concept of voice. Self-explanation activity was an important part of the design
as verbalization device. Pretest, immediate posttest and delayed posttest were administered. The
immediate posttest shows that the participants made some progress. They took as an example one
participant‘s explanation where the student‘s attention shifted from the verb (tense, literal
translation) to the entire sentence including the role, position and function of each item in the
sentence. The subsequent definition task was expected to provide access to the mental
representations or mental models that the participants had before and after instruction. The
qualitative analysis of the students‘ explanations of voice reveals that the initial ‗incorrect‘
understanding became quite sophisticated in the immediate posttest to the extent that they could
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make connection between active, passive and middle voice and make self-corrections. A delayed
posttest was conducted one week later and consisted of a cloze test and the stimulated recalls. The
researchers provided two participants‘ performance in the delayed posttest as evidence of learning
and development and argued that it was possible due to the students‘ deeper understanding and
internalization of the target concept. Verbalizing certainly plays a crucial role in explaining
concepts to oneself. It complies with Vygotskian theory that emphasizes the importance of speech
in self-facilitated learning. Pedagogical implications of this study is that encouraging verbalizing
can be productive in foreign language classroom and that the effect can be enhanced when
accompanied with materialized psychological tools whether they be diagrams, explanatory texts,
charts, images, etc.
Ferreira (2005) investigates how concept-based approach can be applied in L2 writing
class. Unlike the aforementioned studies, Ferreira‘s study employs Davydov‘s approach (1984,
1988a, 1988b, 1988c) that is slightly different from Gal‘perin‘s method. Davydov, as one of
important interpreters of Vygotsky, established a pedagogical theory. His approach differs from
Gal‘perin‘s proposal in that it does not prescribe a step-wise procedure for concept-based
instruction. Nevertheless, its emphasis of theoretical or conceptual thinking aligns itself with
other SCT based pedagogical approaches including Galperin‘s theory. For Davydov, effective
education should help learners build a bridge between abstract knowledge and specific practical
activity. His approach, for this reason, is often called ―movement from abstract to concrete‖ or
MAC. Ferreira‘s study is an attempt to implement MAC to university ESL writing class. In order
to do that, the course was organized around the concept of genre and introduced announcements,
job application cover letters and argumentation/expository texts based on the instructor‘s (the
researcher) belief that they are particularly useful for college students. For the development of
theoretical thinking, students were placed in three problem solving situations: Wedding invitation,
job application cover letter and an obituary. Following Davydov‘s germ-cell model, the

37

researcher asked the participants to visualize the abstract concept, or relationship between
language and context in this case. Students‘ models of genre were modified three times
throughout the course. The final version was expected to be more conceptual, theoretical and
generalizable than the previous versions. Students were then asked to engage in several learning
activities to make a bridge from concepts to examples. The activities include comparing cover
letters in the United States and in South Asia, reading and writing tasks. Qualitative analysis of
the data reveals that students began to think theoretically about various genres of writing and how
they relate to the conceptual principle. Some students, in the self-monitoring session, mentioned
the power of theoretical understanding, but it did not necessarily mean that they were able to
utilize that knowledge to their actual writing. According to the researchers, it is an indication that
theoretical thinking develops at the level of concept, but not at the level of a writing tool.
Teaching writing in this type of instruction means more than reconstruction of texts based on the
empirical knowledge acquired from analysis of writing samples. Therefore, it is crucial that
instruction guides students to learn that conceptual understanding of genre can lead to creative
writing and that it also provides explanations for other linguistic phenomena within written
context.

Criticism of CBI
One of the major criticisms of Gal‘perin‘s approach is that as van der Veer (2000) points out, the
stepwise procedure depromotes learners‘ creative thinking by ―the supposed one-way
transmission of the subject matter content‖ (Haenen, 1996, p.209). It is true that in many studies,
Gal‘perin‘s method is implemented as a form of teaching algorithms. van der Veer (2000),
however, argues that those algorithms guarantee the right execution and lead to the solution of the
problems and therefore benefits the learners who go through Gal‘perin programs. He goes on to
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argue that the teaching algorithm gives learners the experience of investigating a topic that has
not been introduced in the orienting stage. This way, learners are prepared to deal with unknown
problems and to think creatively and scientifically. Hence the creativity comes from extending the
conceptual knowledge to concrete problems. This is related to the issue of teaching heuristics and
can only be investigated by carefully designed empirical research.
Another criticism raised against Gal‘perin concerns the assumption that educators have
complete knowledge of a subject domain, which will be materialized for SCOBA. The term,
complete knowledge, posits a more fundamental question about the validity of the assumption
that the subject domain has such a thing as complete knowledge. Lantolf (personal
communication, January 25, 2008) suggests that we use the term, ―expert‖ knowledge instead to
refer to the best knowledge of the object of study available at the time. In addition, due to lack of
agreement among different schools of thought, there could be different versions of ‗complete‘
knowledge. Domains such as linguistics have little agreement about the basic system or concepts.
Naturally, materialization is more difficult in such fields. This may be the reason why CBI
research has been conducted mainly in class of social studies, science or mathematics and only a
few CBI studies have been reported in the field of foreign or second language teaching and
learning (Lantolf, 2006). The field of linguistics has not established one unitary theory about
language system, or grammar. Furthermore, unlike mathematical concepts, linguistic concepts
can be realized in a variety of ways depending on one‘s theoretical proclivity. Impeccable rules or
patterns are neither easy to be found nor make themselves readily available for teachers or
learners. In this respect, cognitive linguistics is worth our attention. It is a theory that centers
meaning and that makes sense relative to SCT, how Vygotsky saw language‘s power to mediate
thinking and development.
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Conclusion
As pointed out earlier, success of L2 grammar instruction depends upon the quality of explicit
knowledge provided to students and the manner the knowledge is presented. To find appropriate
ways to materialize linguistic concepts, researchers can explore cognitive linguistics and applied
cognitive linguistics. The concept-based nature of cognitive and applied cognitive linguistics is
compatible with the STI method (Lantolf, 2006). They begin to yield meaningful results that can
be suggestive for materialization of grammatical concepts. For example, Kovecses and Szabo
(1996) studied idioms from a viewpoint of cognitive semantics. They distinguish three aspects of
idiomatic meaning: general meaning determined by the particular ‗source domains‘, specific
meaning provided by the ‗ontological mapping‘ and connotative aspects of idioms. The result of
this study reveals that cognitive semantic view can facilitate learning of L2 idioms. Tyler and
Evans (2001) investigated polysemy networks of the English preposition, over. They found that
the meaning of prepositions is a result of human interaction with the world, which in turn
becomes abstract, imagistic conceptual representations. The researchers attempted to apply their
findings to pedagogical grammar (2004) and it looks quite promising for L2 learning.
The results of the studies conducted within the theoretical framework of cognitive
linguistics are compatible at least in part with Gal‘perin‘s pedagogical approach and with
Vygotsky‘s general theory of semiotic mediation of development in that they value the quality of
conceptual knowledge. However, investigation of the value of conceptual knowledge is just in the
beginning stage and more empirical studies need to be conducted to test the validity and impact of
the concept-based pedagogical approach.

Chapter 3

Title Cognitive Linguistics: Theory and Application
Cognitive linguistics, like other linguistics, is a theory of language that attempts to
describe and explain its systematicity, structure and functions. However, an important reason why
cognitive linguistics differs from other linguistics is that it studies patterns of conceptualization
based on the assumption that language reflects certain fundamental properties of human mind and
it emphasizes the role of meaning rather that of form. Consequently, cognitive linguistics is a
theory of language that is compatible with sociocultural theory of mental development.
Cognitive linguistics can be divided into two areas: cognitive semantics and cognitive
grammar. The former focuses on the relationship between experience, the conceptual system and
the semantic structure encoded by language. For cognitive semanticists, language is a lens or a
window through which human cognition can be examined. Their fundamental goal is to shed light
on the human mind as well as on the meanings of language. Cognitive grammarians, on the other
hand, focus either on cognitive principles that give rise to the linguistic system or on the units that
comprise language. Thus, scholars who belong to the first line of research like Ronald Langacker
aim to provide an inventory of linguistic units, whereas researchers such as Fillmore and Kay,
Lakoff, Goldberg, Bergen and Chang and Croft have attempted to provide a detailed account of
principles for how language is structured and how it is related to other aspects of cognition.
Despite the differences, these researchers do not differ in that they study language as a unified,
inseparable unit of meaning and form that is organized in accordance with general processes that
underlie other cognitive systems. In sum, cognitive grammar studies the language itself and
cognitive semantics investigates the relation between the language system and the conceptual
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system. However, it should not be regarded that semantics and grammar are clearly divided. They
are complementary, but not entirely independent of each other (Evans & Green, 2006).
As already mentioned in the introductory chapter, based on the hypothesis that it is easier
to learn linguistic items when they are motivated, this project aims to investigate (1) cognitive
linguistics perspectives of phrasal verbs and (2) their pedagogical applications.

Central assumptions
Although researchers who identify themselves as cognitive semanticists have a diverse set of
assumptions, there are number of principles that characterize cognitive semantics.

1. Conceptual structure is embodied
2. Semantic structure is conceptual structure.
3. Meaning representation is encyclopedic.
4. Meaning construction is conceptualization.
(Evans & Green, 2006)

These assumptions function as guiding principles and give rise to relevant theories.
Therefore, it will be meaningful to investigate each of them in detail.

Conceptual structure is embodied
The ultimate goal of cognitive semantics is to discover the nature of relationship between
conceptual structure and the outer world. Cognitive semantics, therefore, have attempted to build
a theory that corresponds to and/or reflects the way in which we experience the world. The
embodied cognition thesis emerged to account for the embodied nature of conceptual structure.
The main argument of the thesis is that the concepts we have access to is a consequence of our
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embodiment and thus that human mind unavoidably bears ―the imprint of embodied experience‖
(p.46). A commonly cited example for embodiment is the concept of containment. In everyday
life, we see different kinds of containers from a box, a bucket, a bowl to a room or a house. The
common features of these diverse instantiations of container include enclosed sides, an interior, a
boundary and an exterior. These characteristics entail the concept of ‗containment‘. This is just a
simple example, but it clearly shows that the seemingly abstract concepts are derived from our
experiences with the physical world.
Based on this basic assumption, Johnson (1987) proposed the image schema theory. It
holds that embodied experiences are represented imagistically. The imagistic mental
representation is referred to as image schemas. Langacker (2008) defined it as ‗schematized
patterns of activity abstracted from everyday bodily experience especially pertaining to vision,
space, motion, and force‘ (p.32) and Johnson (1987) as ‗a recurring, dynamic pattern of our
perceptual interactions and motor programs that gives coherence to our experience‘ (xix).
Common image-schemas provided by Johnson include CONTAINER, BALANCE,
COMPULSION, BLOACKAGE, COUNTERFORCE, RESTRAINT REMOVAL,
ENABLEMENT, ATTRACTION, MASS-COUNT, PATH, LINK, CENTER-PERIPHERY,
CYCLE, NEAR-FAR, SCALE, PART-WHOLE, MERGING, SPLITTING, FULL-EMPTY,
MATCHING, SUPERIMPOSITION, INTERACTION, CONTACT, PROCESS, SURFACE, and
OBJECT. The importance of image schemas lies in that they provide a basis for more abstract
ideas through metaphorical mappings.

Semantic structure is conceptual structure
According to this principle, linguistic meanings reside in concepts in the mind of the
speaker, not in the objects in the outer world. Semantic structure can be equated with concepts.
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However, the claim that semantic structure is conceptual structure does not mean that there is a
perfect match. It would be more appropriate to say that the former is a subset of the latter, since it
is certain that we have more ideas or concepts than linguistic resources available to us.
An interesting entailment is that this principle should be applied not just to words but to
all linguistic units from a word, a morpheme to a larger unit such as sentence. Consequently, in
cognitive linguistics all the grammatical categories and constructions are subject to semantic
analysis. Talmy (2000) particularly focused on closed-class semantics and other researchers
conducted studies on modal verbs, prepositions, etc.

Meaning representation is encyclopedic
Cognitive semanticists reject the idea that word meanings are neatly packaged, ready to
be retrieved. The conventional meaning associated with a particular word is simply a ‗prompt‘ for
a vast repository of knowledge relating to the word. Words usually allow multiple interpretations.
It is our encyclopedic knowledge that enables us to choose an appropriate word in consideration
of the context. The listener not only should select a maximally appropriate interpretation, but
should construct a ‗new‘ meaning, based on the choice to fit in the particular situation. Evans and
Green (2006) discuss ‗safe‘ as an example. ‗Safe‘ can have a range of different meanings as an
adjective. In a sentence like ‗The child is safe‘, it means that the subject (i.e. the child) does not
come to any hard. However, in case of ‗The beach is safe‘, it means that the subject (i.e. the beach)
does not cause any harm. This subtle difference can only be understood through our encyclopedic
knowledge. The researchers go on to argue that the second sentence can have multiple readings
according to the context. Among them are (1) this beach has avoided the impact of a recent oil
spill; (2) this beach is not going to be dug up by property developers; (3) due to its location in a
temperate climate, you will not suffer from sunburn on this beach; (4) this beach, which is prone
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to crowding, is free of pickpockets; (5) there are no jellyfish in the sea; (6) the miniature model
beach with accompanying model luxury hotels, designed by an architect, which was inadvertently
dropped before an important meeting, has not been damaged.

Word meaning and meaning network
Cognitive linguists have always been interested in developing an approach to word meaning.
Their primary interest concerns how lexical meanings are constructed and stored in the human
mind. Lakoff (1987) is one of the leading scholars who proposed an approach called ―The full
specification approach‖. It has been highly influential and effective in explaining the semantic
structure of polysemous words. Polysemy, as a prevalent linguistic phenomenon, has been a
persistent topic of linguistic research. Brugman and Lakoff (1988), in their investigation of the
meanings of over, argue that over is stored as a category of distinct but related polysemous senses
and that these senses can be aligned according to the degree of prototypicality. Intuitively, spatial
senses are regarded to be more prototypical and to be extended to less prototypical, non-spatial
senses. The meaning extension is facilitated by cognitive mechanisms including conceptual
metaphor and image schema transformations. This gives rise to a semantic network that consists
of the related senses. It does not necessarily mean that the distinct senses are predictable based on
the prototypical sense, but means that they are motivated by it. How the multiple senses are stored
in the human mind is a matter on which researchers disagree. In his discussion of the meanings of
over, Lakoff claims that over has at least six distinctive senses depending on the nature of the
trajector (TR), landmark (LM) and the trajectory of the TR. Trajector is defined as ‗the figure
within a relational profile‘ (Langacker, 1987, p.217) and implies motion through a spatial
trajectory. However, since the term itself does not refer to physical or abstract movement at all, it
can be used to describe static relations, too. Landmark is characterized as ‗points of reference for
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locating the trajectory‘ (p.217). He argues that the different senses are stored as separate items in
the human mind. Tyler and Evans (2003), however, point out that Lakoff‘s principle entails an
excessive number of sub-senses of a particular word and that it is highly ineffective to consider
all the possible contextual factors. According to them, some senses of a word emerge from the
context and from on-line processing and such meanings are not stored as an independent item in
semantic memory. This assumption led them to propose a semantic network of over that consists
of fifteen distinct senses as opposed to several dozens. Their approach differs from Lakoff‘s
approach in that they leave room for contextual factors and encyclopedic knowledge.

Image schema and conceptual metaphor

Image schema
As mentioned earlier, image schema and conceptual metaphor are two important
mechanisms by which a central sense motivates and is extended to peripheral senses. Image
schema, defined as ‗a recurring, dynamic pattern of our perceptual interactions and motor
programs that gives coherence to our experience (Johnson, 1987, xix)‘, function as a base for
more conceptual, abstract concepts through metaphorical projection. Image-schemas are imagistic
in nature and highly schematic, or abstract. Thus, they tend to lack details whether they be visual
or kinesthetic. The image schematic view is advantageous, because mental experience is stored
and retrieved more directly in a complex image than in a complex formula (Langacker, 2008).
Image-schemas are largely responsible for our understanding of the world. Without them,
it is difficult to make sense of experience (Kovecses, 2006). Lakoff (1987) argues that imageschemas structure our conceptual system. That is, the conceptual system is organized by image
schemas that structure physical space and these allow us to acquire most of our understanding
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from embodied spatial experience. It happens because spatial image schematic structure is
mapped onto conceptual structure. If this is correct, we come to the conclusion that we cannot
separate the mind and the body (Kovecses, 2006).
Kovecses (2006) proposed five important image-schemas: the CONTAINER schema, the
PART-WHOLE schema, the LINK schema, the CENTER-PERIPHERY schema and the
SOURCE-PATH-GOAL schema. They not only enable us to understand the outer world, but they
also figure importantly in word meanings. They provide an alternative answer to the question of
how symbols and linguistic expressions gain meaning. We rely on image-schemas in
conceptualizing the world and image-schemas are established on the basis of bodily experiences.
Therefore, symbols and expressions should be meaningful for us. As Kovecses states, ―Imageschemas provide an important interface between the body and the world and, at the same time,
allow us to understand ourselves ―through ourselves.‖ (p.225)

Conceptual metaphor
Conceptual Metaphor Theory was first proposed by Lakoff and Johnson (1980). It starts
with the premise that metaphor is not simply a literary device, but that it is ubiquitous in everyday
language. Furthermore, metaphor is not just a matter of language, but as Lakoff and Johnson
argue, conceptual metaphor is ―understanding and experiencing one kind of thing in terms of
another‖(1980, p.5).
Metaphor consists of a source domain and a target domain. The source is a more physical
domain and is the basis for understanding the more abstract target domain. In the example of
―LIFE IS A JOURNEY‖, JOURNEY is the source domain and LIFE is the target domain; thus
life is not only understood but is also experienced as a journal. Furthermore, WARMTH,
BUILDING, and WAR can operate as the source and AFFECTION, THEORY, and
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ARGUMENT can be the target domain. As a result, metaphorical mappings give rise to such
conceptual metaphors AFFECTION IS WARMTH, THEORIES ARE BUILDINGS and
ARGUMENT IS WAR (Kovecses, 2006).
Such conceptual metaphors are systematic with the systematicity originating from bodily
experiences. That is, we find the metaphors natural, because they are motivated by embodied
experience. Of the previous examples, AFFECTION IS WARMTH is fairly obvious in terms of
bodily correlation. To be hugged or to be close to our beloved one is associated with the feeling
of body temperature or warmth. This kind of experience occurred in the earlier period of one‘s
life and continuously occurs throughout the whole lifespan, which accounts for the reason why
conceptual metaphors are preconceptual, ubiquitous and by and large, unconscious. As another
example, we can consider one of the most basic orientation metaphors that is related to
specialization of abstract concepts. Lakoff and Johnson (1980) provided a list of orientational
metaphors and their matching physical basis. HAPPY IS UP and SAD IS DOWN is one of them
and the provided physical basis is that ―Drooping posture typically goes along with sadness and
depression, erect posture with a positive emotional state (p.15)‖. In the case of CONSCIOUS IS
UP and UNCONSCIOUS IS DOWN, the researchers explain that ―Humans and most other
mammals sleep lying down and stand up when they awaken (p.15)‖. Lakoff and Johnson, based
on the aforementioned examples, argue that seemingly purely intellectual, abstract concepts are in
fact based on metaphors that have a physical basis. They go on to argue that metaphorization is so
basic to our conceptual processing that it is difficult to find an alternative way to express abstract
ideas.
Lakoff and Johnson (1987) discuss the possibility of image schemas serving as source
domains for metaphoric mapping. Since image schemas are knowledge structures that emerge
directly from bodily experience, they are meaningful at the conceptual level. Tyler and Green
(2006, p.301) consider the image-schematic concept COUNTERFORCE as an example.
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Accordingly, the concept of COUNTERFORCE is derived from our experience of being unable
to move forward due to some resisting force and it develops into a more abstract concept such as
CAUSES. The conceptual metaphor in operation here is CAUSES ARE FORCES and can be
exemplified by the following sentence; Her argument forced me to change my mind (p. 300,
italics in original). Another example will be the image schematic concepts BOUNDED
LOCATIONS and OBJECTS developing into the concepts of STATES and EVENTS,
respectively. The application of image-schema theory to Conceptual Metaphor Theory shows that
abstract thoughts are image schematic and thus are rooted in physical experiences. Clearly it is
unlikely that direct connections can always be made between abstract concepts and image
schemas. Highly abstract concepts often times need ―inheritance relations‖ or ―a network of
intermediate mappings (p.301)‖ to be structured. The authors use LIFE IS A JOURNEY as an
example. It is a highly complex metaphor that structures a range of more specific metaphors like
STATES ARE LOCATIONS (e.g. He‘s at a crossroads in his life.), or PUROSES ARE
DESTINATION (I can‘t ever seem to get to where I want to be in life). (p. 299, italics in original)
Although Conceptual Metaphor Theory saves some room for other possibility (e.g.
subjective experiences like emotions), it agrees that abstract thoughts and reasoning can be traced
back to image schema.

Cognitive linguistics in foreign language classroom
Recent developments in cognitive linguistics highlight the ubiquity of metaphor and urges
researchers to investigate the possibility of incorporating the notion of conceptual metaphor into
foreign language learning and teaching. A number of researchers (Dirven, 1985; Littlemore, 2005;
Littlemore & Low, 2006; Low 1988) argue that cognitive linguistics findings have serious
education implications and that metaphor should be considered as an important element for
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communicative language ability. However, it is true that metaphor has not been taken seriously in
the field of L2 teaching/learning, at least not in North America. It may explain why most of the
publications on applied CL come from Europe or Asia and not North America. As Littlemore and
Low (2006) point out, few commercial materials utilize metaphor as anything other than a
reference to colorful idiomatic expressions. According to the researchers, it can be attributed to
the fact that second languages are taught to be literal or as a fixed, pre-fabricated unit. Second
language educators, therefore, might not feel the necessity of metaphor instruction in class.
Furthermore, metaphor tends to be considered as a literary device and to be too difficult to be
packaged into clear-cut, transparent rules.
However, researchers in Cognitive Linguistics and Applied Cognitive Linguistics believe
that cognitive linguistics provides a means to facilitate L2 learning because it makes visible the
invisible motivations behind linguistic expressions. This means that language becomes
explainable and that language teachers can provide to students more than a list of words or
expressions. In addition, teachers can obtain useful presentational tools for class use. Cognitive
linguistics utilizes graphical representations to holistically delineate conceptualization of events,
situations or entities (Tyler & Evans, 2004). Image- schema theory is likely to be particularly
advantageous for language teachers because the prefabricated image-schemas can be easily
modified for classroom use. Although many diagrams or images have already been constructed
in image-schema theory, they are often times complicated and unfriendly to learners. They have
been constructed for theoretical rather than education purposes. Some interesting attempts in
applied cognitive linguistics show the possibility for classroom application (Holme, 2003, 2009;
Kovecses & Sazbo, 1996; Kurtyka, 2001; Littlemore 2011; Tyler & Evans, 2004; Queller, 2001).
The current project is intended as a contribution to the growing interest in
applied/educational cognitive linguistics. Its focus is on English phrasal verbs—a feature that is
notoriously difficult for learners yet one that lends itself to metaphorical analysis through use of
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spatialization and image schemas. In the next section I discuss a CL approach to phrasal verb
pedagogy.

Phrasal verb instruction
English phrasal verbs constitute important linguistic resources in communicative contexts due to
their prevalence in everyday language (Putz, 2007; Kurtyka, 2001). It is important for L2 users to
have a good command of such verbs in order to be understood and to understand others. However,
phrasal verbs have been traditional problematic to teach and to learn (Kovecses & Szabo,1996;
Celce-Murcia & Larsen-Freeman, 1998; Boers & Lindstromberg, 2006). Their use has been
considered random, unsystematic and thus unpredictable. Reasons for the difficulty include (1)
their polysemous nature, (2) their grammatical complexity, (3) their collocational association with
other words, and (4) their constant change in meaning and form (Kurtyka, 2001). Although most
linguists agree that there is no complete predictability, a group of researchers in cognitive
linguists (Kovecses & Szabo, 1996; Dirven, 2001; Kurtyka, 2001) argue that a great deal of
systematic conceptual motivation can be found in the semantics of phrasal verbs.

Approaches to the teaching of phrasal verbs
Current approaches to the teaching of phrasal verbs can be divided into two categories according
to whether they emphasize syntactic or semantic elements of language (Kurtyka, 2001).
The syntactic approaches take the verb or the particle as the starting point. Thus,
exercises are organized with a focus on verbs or prepositions. Exercises which concentrate on
verbs can include common verbs such as come (combined with about, into, out, round, etc.), take
(into, over, through, by, etc.), get (across, over, round, down, etc.), go (into, over, through, by,
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etc.) and be (into, around, through, up, etc.), whereas a preposition-based approach presents
exercises that center on common prepositions including away (break away, tow away, etc.), down
(settle down, wear down, etc.), in (bring in, stay in, etc.), off (cut off, put off, etc.), and out (drop
out, rub out, etc.). The Cambridge Grammar of English (Carter & McCarthy, 2006) instantiates
this approach, since it classifies phrasal verbs according to verbs and particles and introduces the
most frequent ones.
The second approach provides a greater variety in terms of exercise types. Acklam (1992)
and Acklam and Burgess (1996) organize phrasal verbs around themes such as relationship
problems, illness or family relationships. Acklam and Burgess, for example, categorizes phrasal
verbs such as grow up, bring up, get on, etc. in the chapter of ―family‖. Then a number of
exercises are presented so that learners can practice the verbs in various related contexts. In
addition to individual exemplary sentences, Workman (1993) and Seidle (1990) provide short and
long texts of various genres.
Another approach combines the previous two by emphasizing both syntactic and
semantic features of phrasal verbs. In Flower‘s (1993) book, exercises are organized according to
verb, particle and topic, but it also includes a section that explicates the semantic analysis of the
commonly used particles. Heaton‘s (1995) approach is quite similar to Flowers‘ in that he
classifies his tasks according to particle and topic and also provides semantic analyses of several
particles verbs. A major weakness, according to Kurtyka (2001), concerns the fact that the
authors hardly differentiate between literal and figurative meanings of phrasal verbs. In case of
idiomatic expressions, the distinction plays a crucial role for better understanding.
McCarthy and O‘Donell (2007)‘s self-learning material adds interesting dimensions by
classifying phrasal verbs not only by particles, verbs and topics, but also by concepts and
functions. The concepts included are time, cause and effect, change, memory, making progress,
conflict and violence and sound. The cause and effect category, for instance, explains how
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phrasal verbs can be used to denote the cause and effect relationship in formal letters. The cause
and effect phrasal verbs include point to, put down to, result in, add up, stem from, depend upon,
come out of, root in, rebound on, add up to, etc. These verbs are introduced in textual contexts, a
form of formal letters, which are followed by matching, correcting and replacing exercises.
Finally, students are supposed to engage themselves in producing a full sentence with phrasal
verbs in response to the questions provided. The functional category introduces how to use
phrasal verbs to oppose, support, discuss problems, arrange things, etc.
The Grammar Book (Celce-Murcia & Larsen-Freeman, 1998) discusses syntactic aspects
of phrasal verbs first and then their semantic features. The syntactic explanation encompasses the
composition, transivity and seperability of phrasal verbs. Then three semantic categories are
introduced as follows.

1. Literal phrasal verbs
- Verbs that are comprised of a verb and a directional preposition belong to this category.
The meaning is transparent.
e.g. stand up, take down, carry out, throw away, fall down, pass through, etc.

2. Aspectual phrasal verbs
- This category includes verbs to which certain particles contribute aspectual meaning
(inceptive, continuative, iterative, completive, etc.) The meaning is not as apparent as
in literal phrasal verbs, but it is not idiomatic, either.
e.g. take off, carry on, write over, mix up, fade out, check over, etc.

3. Idiomatic phrasal verbs
- This category includes verbs which mean more than the composition of the separate
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meanings of its parts.
e.g. chew out, tune out, catch up, put off, etc.

Then, the authors move on to the issue of register and separability of the main verb and
the particle. In the conclusion section, challenges associated with learning phrasal verbs are
briefly discussed. They emphasize difficulties caused by idiomaticity of phrasal verbs.

Perhaps the most challenging dimension is in the meaning, for while there is some
semantic systematicity, there is still enough idiomaticity to cause difficulty for ESL/EFL
students. Furthermore, the meaning of idiomatic phrasal verbs is not only obscure it is
often deceptive because while one expects to be able to figure out the meaning because
the words look so familiar, knowing the meaning of the parts does not necessarily aid
comprehension. In other words, parts part of the challenge of phrasal verbs is
recognizing when you are dealing with compositional as opposed to noncompositional
meaning.
(Celce-Murcia & Larsen-Freeman, 1998, p.436)

Although Celce-Murcia and Larsen-Freeman acknowledge the existence of some degree
of systematicity, they do not pursue the issue further. ‗Semantic systematicity‘, in fact, should be
a central concern for both researchers and practitioners, since systematic or motivated learning
promotes deeper understanding and longer retention (Boers & Lindstromberg, 2006). In dealing
with the semantics of phrasal verbs, although the authors make distinctions between the literal
and extended meanings, it is not clear why they treated aspectual phrasal verbs as a special case
separate from other idiomatic phrasal verbs. Furthermore, they do not presuppose any semantic
links between different types of phrasal verbs, but treat them as discrete categories.
This lack of systematicity has inspired the current study. It starts from the assumption
that the use of phrasal verbs is based on some principles and that we can provide a motivated
explanation for the seemingly random combination of verbs and particles.
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Cognitive linguistics view of phrasal verbs
Previously polysemous forms such as phrasal verbs were treated as an arbitrary list of discrete
words which happen to share the same phonological and orthographical form (Putz, 2007). Thus,
all regularity and productivity were considered to reside in syntax. Cognitive linguistics, on the
other hand, emphasizes meaning instead of form and takes a perspective that meanings of
individual words are instantiated in memory as imagistic, schematic representations rather than as
abstract propositions. As I discussed earlier meaning is largely identical to conceptualization and
thus consciousness is considered to play an important role in language learning. Syntax is also
determined or at least heavily influenced by semantics and therefore a seemingly arbitrary
linguistic system can in fact be explained in a systematic fashion. This is reflected in the study of
polysemous forms such as prepositions and phrasal verbs.
Kovecses and Szabo (1996) investigated systematic conceptual motivation for the
semantics of idioms. According to the researchers, systematic motivation of idioms originates
from sets of conceptual mappings that connect between a source and a target domain. Their
overarching assumption is that idioms do not constitute a special set of linguistic items, but that
they belong to a general conceptual system of human mind. In other words, seemingly arbitrary
use of idiomatic expressions is based on principled, motivated mechanisms.
This systematicity or semantic motivation has insightful pedagogical implications,
although Kovecses and Szabo are cautious about the term, motivation. They emphasize that
motivation should not be regarded as an equivalent of predictability. Motivation is a much weaker
notion than predication. It is used to refer to ―semantic transparency‖ accessible by knowledge of
the cognitive mechanisms including metaphor, metonymy and conventional knowledge. This
linkage requires us to rethink the teaching idioms in second or foreign language classrooms. Thus,
the researchers hypothesized that motivation is conducive to teaching/learning L2 idioms and
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from this perspective they designed an informal experiment to examine the hypothesis. The focus
of the informal experiment is on English phrasal verbs that consist of a verb and a detached
adverb. Thirty L1 Hungarian participants were divided into two groups and asked to fill in the
missing adverbial particles of 20 phrasal verbs in as many sentences. The first group of
participants received a traditional type of instruction with the Hungarian equivalents of the first
10 items. After 15 minutes of memorization, they were instructed to fill in all 20 blanks including
the uninstructed items. For the second group, nine orientational metaphors were provided for the
first 10 phrasal verbs. As with the traditional group, participants in metaphor group also had to
solve all 20 problems after 15 minutes of study. The result indicates that the second group
exceeded the first group in both instructed and uninstructed items, although the difference was
not significant for the instructed items. The most significant finding was that the participants in
the second group were capable of using the conceptual metaphorical thinking strategy when
dealing with phrasal verbs based on new conceptual metaphors: INVENTION or CREATION IS
UP, HEALTH IS UP, INVENTION IS UP, DYSFUNCTIONAL IS DOWN and PRESENCE or
OCCURRENCE or AVAILABILITY IS UP.
Although the new conceptual metaphors are fairly common both in English and
Hungarian, the first group failed to transfer their L1 conceptual knowledge to the new language.
This implies that the mere presence of conceptual metaphors does not guarantee their active use
in the learning of a second language. While the result of this study is insightful for pedagogical
practices, Kovecses and Szabo (1996) point out that the experiment needs to be refined to address
the issue of transfer of L1 conceptual knowledge. Additionally, if properly conducted, systematic
posttest interviews with the participants can provide information on their choices of particles.
Despite the limitations and shortcomings of their study, the researchers believe that the cognitive
linguistic view of idioms may equip both teachers and students with more systematic and
consistent knowledge and thus liberate them from a heavy burden of memorizing idioms.
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Boers‘ (2000) study also discusses the potential benefit of organizing phrasal verbs
according to metaphoric themes. He conducted an experiment similar to Kovecses and Szabo
(1996) with a larger number of participants and employed a more sophisticated statistical analysis
than in the earlier study. His experiment involved 74 college students whose L1 was French. In
the control group, 39 students studied a set of phrasal and prepositional verbs listed alphabetically.
In the experimental condition, 35 students were asked to study the multi-word verbs categorized
in accordance with the underlying conceptual metaphors. Participants in both settings studied the
multi-word verbs for 10 minutes and did a gap-filling exercise. In the cloze test, students were
given a passage with 20 blanks and asked to choose from a list of 20 multi-word verbs. Half of
them were previously studied items and the other half were newly incorporated into the test to
examine the possibility of transfer of a conceptual thinking strategy. In an immediate posttest, the
experimental students outperformed the control participants for the ten studied items. The result
for the ten unstudied items did not confirm Kovecses and Szabo‘s experiment. Students‘ score on
this sub-set showed no significant difference between the two groups. The experimental group did
not benefit from the metaphorical guidance. According to Boers, the degree of semantic
transparency of multi-word verbs may be one significant factor that influences the transfer of
conceptual strategy to novel tasks.
The studies by Kovecses and Szabo (1996) and Boers (2000) indicate that conceptual
metaphors can be beneficial to the learning of phrasal verbs. However, Boers and Lindstromberg
(2006) point out that both studies measure only short-term retention and does not pinpoint
whether the benefit is exclusively due to conceptual metaphors or simply to the fact that the
phrasal verbs were organized in some way other than random. Additionally the proposed strategy
cannot be applied to the whole category of phrasal verbs and direct classroom application may be
neither appropriate nor possible.
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Morgan‘s (1997) study adds an interesting dimension to the two studies discussed above.
His analysis takes into consideration different senses of verbs as well as particles or prepositions.
Four possibilities were proposed for metaphorical extensions with phrasal verbs (Table 3-1)

Table 3-1: Extension possibilities for verb-particle construction
Verb
a. I took the mug out of the box
Literal
b. We fished out the ring
Metaphorical
c. We handed out the brochures
Literal
d. We picked out a name for the baby
Metaphorical

Particle
Literal
Literal
Metaphorical
Metaphorical

The particle out, presupposes the existence of a container, either literally or
metaphorically. In (a), both the verb and the particle retain their literal senses and thus share a
common literal source domain, whereas there isn‘t a common source domain for the other three
cases. For instance, in (c), the verb hand denotes the literal manipulation of an object, but there is
no physical container. According to Morgan, in this situation, the pile of brochures is itself seen
as a container. Many abstract conceptual domains can be conceptualized as containers and this
conceptualization provides a more systematic explanation for the seemingly random use of out.
This explains the mechanism through which a basic physical sense is extended to an abstract
figurative sense.
Radden‘s (1985) study of meaning extension of prepositions does not directly address
the issue of phrasal verbs, but provides meaningful insights for phrasal verb research, since it
explores systematicity in the more distantly-motivated senses of prepositions dismissed as
unsystematic, random or idiomatic. He focuses on how the causal sense of each preposition is
motivated by its underlying spatial sense. Additionally he explores a prototypical instance of
causation and how it is related to the other causative senses and to their spatial groundings. In this
study, causation is associated with four notions: source, goal, place and path.
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1. The causing event is perceived as a Source (The Goal prepositions expressing a coming
into contact, to and onto, are not used in a causal sense.)
2. Spatial contact and its wider sense of proximity are basic notions used as groundings for
all kinds of metaphorical extensions
3. ―Spatio-temporal proximity brings with it interdependence which may be brought about
by the circumstances or intentionally, so that the same expressions may be used in a
spatio-temporal, consecutive, causal or final sense.‖
(Radden, 1985, p.188)

The analysis reveals that various subsenses of causation are not as chaotic as their
individual description might suggest. The prepositions can be grouped along with two dimensions
of causation. The first concerns the degrees of directness and immediacy of causation. By, of,
from and through can be accounted for with this dimension and may be arranged according to the
hierarchical order of decreasing directness, distinctive semantic features and the underlying
spatial concept. The second dimension has to do with aspects of emotion and controllability
involved in causation. At, out of, on, over, for, in, and with reflect this dimension. The number of
spatial prepositions used to express causal relationships indicates the fundamental importance of
the concept of causation in human experience. Radden‘s analysis reconfirms general assumptions
of cognitive linguistics that spatial experiences constitute a basis for human conceptualization and
thus underlie a variety of metaphorical extensions to other experiential domains including
causation.
Tyler and Evans‘ (2001) investigation of polysemy of the English preposition over also
deserves attention due to its indirect contribution to the study of phrasal verbs. The work of Tyler
and Evans does not draw on the notion of conceptual metaphor. Instead, they employ ametaphorical insights from cognitive linguistics and pragmatic knowledge in combination.
Pragmatic knowledge plays a crucial role, because in our use of language, we provide a minimal
specification and thus should draw on our knowledge of the real world to infer meanings that the
speaker intends to convey. Previously, cognitive linguistics research had not addressed the
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necessity of integrating our general world knowledge to sentential or discoursal context in the
process of inferencing and meaning construction. They not only applied Lakoff and Johnson‘s
(1980) notion of the experiential or embodied basis of meaning, but succeeded in reducing
Lakoff‘s 24 senses to 14 based on the concept of the protoscene and clusters around it. The
clusters are composed of (1) the ABC trajectory cluster, (2) the Coverage schema, (3) the
Verticality cluster, (4) the UP cluster, and (5) the Reflexive cluster. Extensions within each
cluster are shown to be fully motivated (Figure 3-1).

Figure 3-1 Semantic network of over in Tyler and Evans (2001, p.746)

Figure 3-1 reflects the researchers‘ assumption that multiple meanings associated with a
preposition form a principled network around a central, prototypical sense. A dark sphere denotes
each distinct sense and an open circle a semantic cluster. A semantic cluster refers to a set of
senses that gives rise to several distinct senses. The representation depicts some distinct,
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conventionalized senses that arise from another conventionalized sense, rather than directly from
the proto-scene. In sum, the polysemy network of over organized around the proto-scene and
semantic clusters, in conjunction with clear principles such as inferencing and knowledge of the
world, can provide a fairly straightforward explanation of how the seemingly unrelated meanings
are systematically related to the proto-scene.

Phrasal verb research in cognitive linguistics
Emphasizing the pedagogical potentials of cognitive linguistics for L2 instruction, Boers and
Lindstromberg (2006) discuss the values of motivation in detail. First, presenting motivated
aspects of L2 promotes deeper understanding. For instance, motivating idiomatic L2 expressions
by introducing their original context may help learners to understand their emotional, evaluative
meanings and to connect new expressions to already acquired knowledge. Secondly, motivated
learning is likely to be beneficial to retention. It is not unrelated to the first point, since deep level
processing, according to ‗level-of-processing‘ theory (Cermak & Craik, 1979) increases the
likelihood of the information being retained in memory. Thus, it is hypothesized that teaching
idiomatic expressions will benefit from associating idioms with the concrete scene of their basic
literal meaning, or a schematic visual or motoric image. For this reason, in cognitive linguistics,
use of drawings or diagrams is encouraged or even required. The third benefit of motivated
learning is that it enhances pragmatic and cultural awareness by helping learners recognize a
culturally salient field of experience. These aspects can lead to positive effects in teaching phrasal
verbs. In the following section, educational suggestions by researchers of cognitive linguistics
will be introduced. In consideration of the focus of the current discussion, they will be restricted
to proposals about phrasal verbs or prepositions.
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Phrasal verbs and applied cognitive linguistics
Tyler and Evans (2004) proposed a stepwise procedure for presenting meaning extensions from
the primary to the extended senses. This step-by-step approach was formulated based on the
model outlined in Tyler and Evans (2001). Their instructional model starts by presenting a visual
representation of the proto-scene that delineates the configuration between the TR and LM. Then,
it moves on to the A-B-C trajectory sense followed by the Completion sense and the Transfer
sense. Each sense of over is demonstrated with physical objects such as a flip book and a nerf ball.
Video clips or pictures are also used to provide an illustration of the uses of over of different
senses. When taught the Transfer sense, students are invited to participate in the embodiment
activity that involves a thrown ball. Since their model posits that the Complete and Transfer sense
belong to the A-B-C trajectory cluster, it is explained how these senses are motivated by the A-BC scene. Finally, instructors provide an account for expansion to non-physical senses. This type
of instruction can help students understand the concept of the proto-scene and the embodied
nature of abstract conceptual knowledge. Use of real world force dynamics promotes learning of
inferencing strategies and consequently deep understanding of a polysemous network organized
around the central scene. The researchers also emphasize that their method presents the
systematic understanding of multiple meanings of prepositions with a minimum use of technical
terms.
Another attempt was made by Rudzka-Ostyn (1998). This book includes more than 1,000
English phrasal verbs categorized on the basis of particles such as out, in, into, up, down, off,
away, on, over, back, about, (a)round, about/(a)around, across, through, by, and along. She
provides an account of the meanings of the particles based on conceptual metaphors. For instance,
IN is accounted for as ‗entering or being inside a container‘ and according to the types of the
container it is sub-classified into six semantic clusters: (1) being inside or entering a container, (2)
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atmospheric circumstances as containers, (3) time as a container, (4) sets or groups as containers
(5) situations, circumstances as containers, and (6) psychological, physical states as containers. In
the beginning of each semantic cluster, an image schema is presented to visualize the relationship
between trajector (TR) and landmark (LM).
Rudzka-Ostyn (1988) recognizes that both verbs and particles can have literal and
extended meanings and that the extension is motivated by conceptual metaphors. Furthermore,
the meanings of phrasal verbs are elucidated through the container metaphor along with the
notions of the TR and the LM (Table 3-2).

Table 3-2: Use of the container metaphor along with the TR and the LM and the
schematic representation (based on Rudzka-Ostyn 1998)
TR
LM
Schematic representation
Peter got on the bus.
Peter
the bus

Mother sent the boy out to buy
something to eat.

the boy

Mother

After years of discipline and
hard work he turned into a
capable manager.

He

a capable manager

The examples in Figure 3-2 show that the container metaphor serves to illustrate
the meanings of phrasal verbs and how they can be displayed as a visual representation.
Such explanations and visual representations are expected to promote visual processing,
increase memorability and consequently to enhance the learners‘ understanding of the
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semantics of prepositions/particles and phrasal verbs.
Boers and Demecheleer‘s (1998) study also examine possible ways to apply cognitive
semantic analyses of prepositions to predict comprehension problems and facilitate
comprehension of extended figurative meanings of prepositions. They systematically analyzed
the semantics of the English prepositions, behind and beyond, focusing on conceptual differences
from French equivalents. Their analysis reveals that the two English prepositions and their French
counterparts do not share identical spatial senses and thus entail different extended, figurative
meanings. For example, English behind has a spatial sense that a figure pushes the LM forward as
in ‗The man behind the wheelbarrow‘, while such spatial sense is absent in French derriére.
Metaphorically, causation is associated with motion, represented by the conceptual metaphor,
CAUSATION IS SETTING SOMETHING IN MOTION. Since derriére has no equivalent
spatial sense, it does not have the causal sense. The researchers hypothesized that it would cause
more comprehension problems than other figurative senses. To test the hypothesis, 131 Frenchspeaking students of English were given a reading comprehension task where they had to
translate and rephrase sentences containing various metaphorical senses. The test result indicates
that the participants failed significantly more in the items with causal behind. Pointing out that
most learner dictionaries include no description of this spatial sense, Boers and Demecheleer
(1998) argue that students‘ comprehension of unfamiliar abstract metaphorical meanings can be
enhanced by understanding spatial senses of behind. The conceptual links can be highlighted by
an appropriate sequence of examples that explicate an increasing level of abstraction as in (1) The
man behind the wheelbarrow, (2) The man behind the wheel of the company, (3) The people
behind the strike, (4) The reason behind the crisis, and (5) The assumption behind the theory
(pp.200-201).
Learners‘ awareness of conceptual metaphor can also be promoted by introducing other
expressions that reflect the conceptual metaphor. Boers and Demecheleer did not make a
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statement that conceptual metaphor should be explicitly taught, but it is implied in their
discussion that explicit teaching of conceptual metaphor will be conducive to raising learners‘
awareness. Finally, the researchers argue that eliciting expressions of opposite conceptual
metaphors can show the bigger picture behind metaphorical expressions and reveal that
metaphors are more systematic than our expectation. Although both studies by Tyler and Evans
and Boers and Demecheleer do not directly address the issue of phrasal verb instruction, they
provide valuable insights on how polysemous expressions can be presented in an instructional
setting and more importantly how meanings of particles and prepositions in particle verbs can be
explained systematically.
Two experimental studies that directly deal with phrasal verbs are Condon and Kelly
(2002) and Kurtyka (2001). Both studies tested the value of cognitive linguistics-inspired learning
materials developed by Rudzka-Ostyn (1988). Condon and Kelly (2002) used the chapter on the
particle ‗OUT‘ to teach 19 students in an experimental group phrasal verbs with out (e.g. break
out, pick out, rule out, stand out). In the control condition, 14 students were taught the same
phrasal verbs based on Collins COBUILD Dictionary of Phrasal Verbs (Sinclarie, 1989) and
Collins COBUILD Phrasal Verb Workbook (Goodale, 1998). Students in this group were
introduced phrasal verbs according to the categories of meanings that particles contribute to
phrasal verbs. Out of six categories offered by the workbook, three were (to leave and begin (e.g.
break out), to exclude and remove (e.g. rule out), to produce and create (e.g. set out)) selected and
taught to students. The difference between CL and Cobuild approach is that the former
categorizes phrasal verbs according to particles, whereas the latter treats phrasal verbs as a whole.
The CL students had to identify what is conceptualized as CONTAINER, while the Collins group
was asked to choose what senses (e.g. to leave, begin, exclude, remove, etc.) a given out phrasal
verbs denote. In a post-test where participants were asked to provide one or more French
translation for the phrasal verbs such as break out, pick out, pour out, rule out, etc. The result
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revealed that one method was not more effective than the other. The CL method was beneficial
for some phrasal verbs, but the Collins approach worked better for other phrasal verbs. According
to the researchers, in order for the CL method to take effect, motivation of the phrasal verbs had
to be straightforward and concrete. In addition, they pointed out that the time allotted to the CL
approach was not enough given its novelty and complexity.
Kurtyka‘s (2001) study involved eight secondary school teachers in Poland. The students
were 16-19 years of age and their proficiency level ranged from pre-intermediate to advanced.
The teachers focused on the particles/prepositions in and out and used the material mostly in class
and occasionally for homework assignments. The result indicates that the students were capable
of learning a great variety of phrasal verbs in a period of time significantly shorter than they
would normally have had to spend on the task in more traditional instruction. The learners
generally showed interest in the visual representation provided by the instructors, since they were
novel to them and made them aware of an unexplored language domain. Consequently, they
showed improvement in the test conducted after class work along with the practical
demonstrations. This ‗experiment‘, however, remains inconclusive, because the degree of
improvement was different depending on the learners‘ cognitive abilities. Although Kurtyka does
not provide further details on her study, it does nevertheless suggest that insights from cognitive
linguistics provide valuable information for foreign language teaching methodology: the use of
image schemata and cognitive models, visual representations to accompany verbal presentation,
reference to conceptual metaphor, etc. Additionally, it provides the theoretical support of
cognitive approach to the combination of syntactic and semantic approaches in the analysis of
language and its presentation.
A recent study reported by Condon (2008) is also inspired by Rudzka-Ostyn‘s work book,
but involved a larger number of participants and particles. CL-inspired instruction was
implemented in university-level English classes with 111 economics students. Experimental
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groups were presented with CL motivation, whereas the control students were taught in a more
traditional way with paraphrases and translations. In both groups, four particles, up, out, in and
down, were explicitly taught in a language lab session and new phrasal verbs were introduced
during the interactive sessions, whose main purpose was to develop an oral ability. No explicit
instruction for the target features was provided, but students were encouraged to pay attention to
vocabulary or grammar items that are required to know to perform the main activity, discussion.
A pretest was administered at the beginning of the course. An immediate posttest was conducted
one week after the experiment and a delayed posttest was conducted after six weeks. The tests
were a semi-productive test where students were required to choose a correct answer from a list
of 48 phrasal verbs to fill in the blank in 30 sentences.
The result shows that the experimental group performed significantly better in long-term
learning in two of the six phrasal verb categories: in/out meaning ‗Things moving in/out of boxes
or containers‘ and up/down meaning ‗UP IS MORE‘. Based on the fact that the difference
between the experimental and the control group is larger in the delayed posttest than in the
immediate posttest, Condon argues that explicit knowledge of CL promotes retention. However,
students in this group failed to transfer their knowledge of CL motivation to the new phrasal
verbs with the same motivation. Lack of transfer was attributed to the fact that the number of
phrasal verbs explained to students in each session was too low to allow them to figure out the
systematicity of the target particles. The last finding was that the CL motivation close to literal
meanings was more helpful for long-term learning than the abstract counterparts. For certain
types of phrasal verbs – out (change from existence to non-existence), out (change from not
knowing to knowing), up (reaching a limit) and up (higher up is more visible) – CL motivation
provided to students in this study did not turn out to be effective.
Discussing the result of her study, Condon points out that CL explanations in RudzkaOstyn‘s workbook were ―filtered and simplified versions of the CL theory‖ (p.151) and that the
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―over-abstraction of some of the CL motivations‖ (p. 151) may have caused difficulties for
learners. She suggests that teachers spend more time in explaining details and providing more
examples, although she is fully aware that more detailed explanation will increase the cognitive
load for the student. It is expected to allow students to make the link between abstract and literal
uses of a particle.
Condon‘s discussion raises the issue of role of instruction. Cognitive linguistics provides
more systematic knowledge, but in L2 classrooms, it is not enough to simply provide wellconstructed knowledge. Proper materials and learning activities should accompany it to make it
more accessible and learnable for the student. This does not strike researchers or language
educators as shocking news. Rather, it has been the biggest concern for people in L2
learning/teaching-related profession. The problem, however, lies in that it is not easy to
materialize abstract concepts and to organize appropriate learning activities that can reinforce
conceptual learning. Condon states:

This study also leaves open the question of how CL motivations of phrasal verb particles
should be presented to the learner. The short, simplified statements I used are relatively
abstract and hard to visualise. For example, the statement ―out is a change from existence
to non-existence – which was applied to both black out that sentence and she set out her
ideas – omits key information about the location of the LC and about the experiential link
with visual perception. Such spare generalisation may not always be pedagogically
appropriate, particularly in relation to relatively abstract phrasal verbs. With respect to
the experiments reported here, the use of brief generalisations may in fact underlie the
observed poor transfer of taught explanations to phrasal verbs that were merely
encountered. In sum, the preference of specific over general CL explanations, or vice
versa, is a matter which particularly merits further investigation.
(Condon, 2008, p.153)

Condon was not specific in explaining what she meant by ―specific‖ and ―general‖ CL
explanation. In other parts of her article, she explains that ―states of existence, work, duty,
knowledge, consciousness, possession, accessibility, visibility, etc […] are seen as containers.‖ is
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rather abstract explanation since information about the location of the viewer is missing. However,
it is not quite clear how inclusion of viewer location information makes abstract explanation less
abstract. Rudzka-Ostyn‘s workbook, a reference material for this research, does not explain why
the explanations are abstract, but points out that the images included in the workbook were
intentionally abstract in order to enable students to apply the image schema to unknown situations.
It is a legitimate claim that generalized abstract explanation does not easily penetrate the learner‘s
mind. However, a more detailed, specific explanation imposes a different type of problem as
mentioned above. For this reason, Condon proposes that it is worth looking for cognitive
linguistic explanations that can balance generalizability and specificity. She concluded her study
emphasizing three points: 1) CL insights are beneficial for phrasal verb learning, 2) a CL-inspired
instruction can be implemented in the pre-existing university language class, and 3) a CL
approach may be particularly effective for linguistic items that represent concrete and transparent
CL motivations.

Conclusion
As shown above, particles in phrasal verbs and prepositions in general have been quite
extensively researched in cognitive linguistics. However, L2 teaching and learning practice has a
persistent tendency to deal with linguistic these items in a cursory fashion. Putz, Niemeier and
Dirven (2001) argue that recent findings in research of cognitive linguistics can have an impact
both on language teaching and on the learning and acquisition process in- and outside of
classroom.
In order to achieve this, applied work must be based on the robust descriptive work. Most
robust works on semantics of phrasal verbs have been metaphorically oriented, because
conceptual metaphors provide a framework to understand the motivations of semantic expansion
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from the physical to the abstract domain. Dirven (2001) also points out that some descriptive
works are not sufficiently metaphorically oriented and thus cannot provide explanations for native
speakers‘ intuition.
As for incorporating conceptual metaphors into L2 teaching, it has been shown that their
mere presence may not be sufficient for learning to occur, but that they need to be taught
explicitly to raise awareness of the existence of conceptual metaphor. Additionally, differences
and similarities between L1 and L2 conceptual metaphors are likely to have some impact on
conceptual metaphor acquisition. Kovecses and Szabo pointed out that more research should be
carried out on matter, and the current project is intended as a response to their call.
In terms of research perspectives, what counts as learning or achievements and how to
measure them seem to be central issues. Empirical studies on phrasal verb usually asked
participants to engage themselves in a filling-in-the-gap type activity and the result are analyzed
statistically. Statistical analysis, however, does not show qualitative intra- or inter-group
differences according to the types of treatment they get. Verbal data such as interviews, narratives
or verbalizations of meanings of each verb could be collected to examine the quality of
knowledge acquired from different types of instruction. It is quality of knowledge that we intend
to improve through cognitive linguistics-inspired instruction, not quantity of knowledge.

Chapter 4

Research Methodology
Chapters 2 and 3 delineated theoretical frameworks of the current study. The present
chapter will depict the purpose of the study, research questions and the method of data collection
and analysis. In addition, detailed accounts will be provided how the target features were
materialized based on the principles of cognitive linguistics and previous research in the field of
applied cognitive linguistics.

The context of the research
This project aims to investigate a way to improve L2 teaching and learning and why concepts
should be the center of L2 grammar instruction. Three major questions that lead the present study
are as follows:

1. How can we apply CL to L2 grammar instruction within a concept-based approach?
2. Does concept-based instruction promote theoretical thinking in students?
3. How do conceptual metaphor and image-schema influence students‘ phrasal verb
learning?
4. Do students develop awareness of the systematic, motivated nature of particle use in
English phrasal verbs?
5. Can students transfer the taught concepts or strategy to the unfamiliar items?
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The target linguistic feature of the current study is phrasal verbs. Particular attention will
be paid to phrasal verbs accompanied by three particles: up, out and over.. First, up was chosen
because it is the most frequently used English particle. The frequency, according to RudzkaOstyn (1998), can be accounted for by the significance of an upward notion denoted by up in our
bodily experience. The second particle, out, as Rudzka-Ostyn pointed out in her workbook, is the
second-most productive particle after up. Moreover, out, contrasted with in, is the most relevant
particle with respect to one of the basic types of image schema--container. The last particle, over,
was chosen for the imagistic richness that it evokes. Tyler and Evan‘s robust theoretical and
empirical research on this particle also motivated its inclusion for the current study.
Although previous research was successful in explicating systematicity in semantic
motivation, the way it was presented was not learner-friendly. Boers and Lindstromberg (2006)
pointed out that CL-inspired materials must be modified for learners to be adapted by the
teaching community. Special jargons and intense semantic analyses commonly observed in CL
could potential inhibit learner comprehension of the concepts. For this reason the present project
explored more learner-friendly explanations, including visualizations at SCOBA, without
sacrificing theoretical precision.
In order to achieve its goal, the pedagogical framework to be used is organized
according to Gal‘perin‘s theory of Concept-Based Instruction (CBI). Given that a key feature of
the approach is the SCOBA, a SCOBA was constructed for each of the phrasal verbs selected for
instructional focus. SCOBAs were expected to enable students to visualize the complex semantic
networks of out, up and over and to make as clear as possible the motivation behind the extended,
abstract meanings of the particles.

72

The course
Participants for this study were 23 graduate students enrolled in an intermediate level ESL course
for international teaching assistances (ESL117G) at The Pennsylvania State University taught
during Spring semester 2009. ESL 117G met three times a week on Monday, Wednesday and
Friday for 50 minutes. According to the syllabus for the course, Monday and Wednesday sessions
cover different classroom discourses: self-introduction, syllabus presentation, academic
discussion and presentation. Friday is reserved for discussion of pronunciation and grammar.
Penn State University offers three levels of ESL courses for international teaching
assistants: ESL115G, ESL117G and ESL118G. In order to register for one of the course students
are required to take the American English Oral Proficiency Test (AEOPT) administered by
Department of Applied Linguistics immediately before the beginning of each semester. ESL115G,
the beginning level course, focuses on general communicative skills in a variety of situations such
as restaurants, telephone conversations, classrooms or hospitals. ESL 117G and ESL118G
concern academic discourses. The two courses, however, differ in that the former positions
students both as a teacher and as a student, but the latter considers the students exclusively as a
future teacher of American undergraduate students in various subject matter courses ranging from
engineering, to math, to history.
The rationale for choosing ESL117G for data collection is largely based on the
researcher‘s teaching experience. From several years of teaching ESL courses for ITAs, the
researcher determined that despite their fluency, students in 117G tend to sound somewhat
bookish and unnatural. Since phrasal verbs are used more frequently in spoken language, the
researcher believed that the current project would be helpful for improving students‘ oral English.
Another reason for choosing ESL117G concerns the curriculum. ESL118G prepares students for
the exit exam that they must pass in order to complete the sequence of courses and to be certified
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to teach. Thus, its syllabus is comparatively established and fixed. ESL117G, however, focuses
on general fluency and different types of classroom discourses and allows the instructor greater
flexibility in topic selection. This led the researcher to choose ESL117G for data collection.
Depending on the students‘ need, ESL117G explicitly focuses either on grammar or on
pronunciation. It is usually covered on Fridays under the title of ‗Language Focus‘. In the
semester when the data were collected, grammar was the primary focus, because most students
had already completed ESL115G where pronunciation is the primary concern. Consequently, the
basis syllabus for the course required only minor adjustments in order to incorporation instruction
on phrasal verbs comprised of the relevant particles.
Students enrolled in the course did not know that the syllabus would include attention to
the three particles; however, they were informed prior to instruction that they would be taught in
a different way and that the data would be collected for a research project. IRB approval had been
received and the students were given the option of participating or not in the project. Those
agreeing to participate signed the required consent form. Since the researcher was also the
instructor of the course, special caution was paid to prevent the problem of coercion. The
instructor did not know which students had consented to take part in the project until after all
grades had been submitted at the conclusion of semester. It turned out that all 23 students had
agreed to participate.

Participants
Of the 23 participants 21 were enrolled in doctoral programs and 2 were in MA programs. Fifteen
of the students were Chinese L1 speakers, with twelve from China and 3 from Taiwan. Six
students were from Korea and two were from Thailand. Their academic specializations included
math, statistics, chemistry, entomology, chemical, mechanical and civil engineering, computer
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science, information science and technology, forest resources, and economics and tourism.
Nineteen of the participants had spent less than a year in the US at the time of the course, while
one student had one-and-a-half years in residence, another had two years and a third had three
years in the US. The students‘ profile is summarized in Appendix A.

Data collection
Data for the study was collected once a week on Friday from week eleven to week 16 of the
course. Each of the three particles was presented during a different time period--Out, during week
12, up in week 13 and over during week 14. Both qualitative and quantitative data were collected
from various sources. Multiple choice items included in the prettest and the posttest comprised
the quantitative data, while the qualitative data were collected from a questionnaire, interviews,
classroom recordings, assignments, production tasks and short answer items in the pre- and
posttest.

Personal information questionnaire
On the first day of class, students filled out an information questionnaire (Appendix B). It was
designed by the instructor and had been used in previous semesters to obtain information about
students‘ linguistic, academic and cultural backgrounds. The questions concern nationality,
language(s), field of study/area of research, years in the States, strengths and weaknesses in
language skills, academic discourse experiences and expectations for the course.
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Interviews
Semi-structured interviews were conducted before and after the instruction (weeks 12 and 16).
The entry interview questions aimed to investigate the students‘ previous learning experience
with English phrasal verbs. They were asked to answer three questions: 1) Did you receive
instruction on phrasal verbs in middle or high school? If so, can you tell me about the experience?
2) What was the major difficulty in learning phrasal verbs? 3) Do you use phrasal verbs in
conversations? Why or why not? There was a suspicion that students may not be able to answer
this last question, but it was included based on the assumption that they would have some
awareness of their phrasal verb use given its notorious difficulty and emphasis in most
instructional programs. The exit interview questions encouraged students to reflect upon the
concept-based instruction they received for six weeks of the semester. There were three questions
to be answered: 1) What do you think of the phrasal verb instruction? 2) Were the charts helpful
for phrasal verb learning? 3) Do you think you can use phrasal verbs in conversation? Although
the questions were predetermined, the researcher and the students could ask follow-up questions
or digress from the designated topic for clarification or elaboration. Both interviews were
recorded for analysis.

Written production
Written production data was collected at the end of each class. Students were asked to create as
many sentences as possible for 2 minutes applying the conceptual knowledge of the phrasal verbs.
The sentences did not have to formulate a coherent discourse, but it was intended to give them
practice creating their own sentences with phrasal verbs containing the relevant particles. Timed-
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writing practice was one of the activities that were devised to bridge the gap between conceptual
understanding and language use.

Verbalization data
Since verbalization is an important means for internalization in Gal‘perin‘s educational
methodology, students had to complete three verbalization assignments. Verbalization activity is
generally carried out through spoken language, but in this study, written language was considered
to be a better mode for the verbalizations for two reasons. First, it was felt that the spatial nature
of particles would make it difficult for L2 learners to explain their meanings in spoken language.
The second reason concerns the students‘ comfort level with English. Due to the fact that English
was not their L1, it would have been somewhat stressful for them to explicate the meanings of the
polysemous spatial words in English. Written language was expected to be somewhat more
comfortable for the learners to explain their understanding and use of particle verbs than was
spoken language. A detailed explanation of the format and content of the homework assignments
where verbalizations too place will be provided later in the chapter.

Tests
In order to measure development of the students‘ control of relevant phrasal verbs, a pretest and a
posttest were conducted. The two tests have the same format, but new items were added to the
posttest to explore transferability of conceptual understanding of the taught particles.
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Pretest
Before the participants were exposed to the instruction, they were asked to display their
current state of knowledge on English phrasal verbs. The pretest consisted of three parts. In Part I,
there were asked to explain the main sense(s) of out, up and over and to provide examples
sentence were appropriate phrasal verbs were used. Then, they were asked to respond to 32
multiple-choice questions and to indicate whether they had or had not guessed at their selection.
The instructor emphasized that there would be no penalty for guessing. The test items generally
included four options, the plain verb, verb + out, verb + up and verb + over.
Part II provided 10 sets of 3-4 sentences that included phrasal verbs with the same root
verb and different particles. Students had to explain the meaning of the plain verbs and the
phrasal verbs. Similar to Part I, Part II was designed to examine students‘ understanding of how
particles contribute to the meaning of phrasal verbs.
Part III included 3 sets of 3-5 sentences that include phrasal verbs with the same particle
and different root verb. Here, students had to explain the meaning of the phrasal verbs and if
possible, why a particular particle was used in a given context.
Rudzka-Ostyn‘s work, The American Heritage Dictionary of Phrasal Verbs and the
Corpus of Contemporary American English (COCA) were used to collect test items and a native
speaker of English was also asked to confirm that the selected sentences and the choices offered
were authentic and appropriate. Table 4-1 shows the sample items included in the pretest parts I,
II and III.

Table 4-1: Sample items in pretest parts I, II and III (for complete tests, see Appendices C, D and
E respectively)
Part I
1) The background music was so loud that I couldn‘t …… my friend‘s voice.
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a. pick
b. pick out
c. pick up
d. pick over
2) He …… the child‘s hand in his.
a. held
b. held out
c. held up
d. held over

Guessed

Did not guess

Guessed

Did not guess

Part II
6. Explain the meaning(s) of the italicized verbs.
(a) Please hand me the butter.
(b) The baseball player kissed babies and handed up from the crowd.
(c) Some hospitals hand out free samples of baby milk.
(d) The driver was forced to hand over car keys and was left standing on the roadside.
Part III
2. Explain the meaning of the following and why up is used.
(a) An accountant‘s job is to add up columns of figures.
(b) A teenager driver made up a story about being pulled over by a man using a flash light on
his car.
(c) After drinking too much at the party he drank some coffee to try to sober up.
(d) The shopkeeper asked if she would like him to wrap up her purchase.
(e) He ended up as an advisor to the president.

Posttest
A posttest was conducted a week after the instruction (Week16). Similar to the pretest, it
consisted of three parts. The first part consisted of 76 multiple choice items. Thirty two items
were the same as the pretest items and the rest were newly added. Out of the 44 newly added
items, ten items included untaught particles, in and down, both as a distractor and as an answer.
These particles were added to determine if the students would be able to transfer conceptual
understanding of how metaphorical use of particles function as motivated by concrete embodied
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uses. ‗In‘ was chosen because it is considered to be the opposite of ‗out‘ and operates with the
same CONTAINER metaphor. ‗Down‘ was chosen because it is the opposite of ‗up‘ and
considered to be the other endpoint of the vertical axis, or NEGATIVE VERTICALITY. The
posttest examples are given in Table 4-2.

Table 4-2: Sample items in posttest parts I, II and III (for complete tests, see Appendices F, G
and H)
Part I
17) He helped them ……. an alibi, not knowing they had committed a murder.
a. cook
b. cook out
c. cook up
a. cook down
Guessed

43) Memorial Stadium's capacity is 81,473, but on Saturday, 84,000 will ….. .
a. squeeze
b. squeeze in
c. squeeze out
d. squeeze down
Guessed

Did not guess

Did not guess

Part II
6. Explain the meaning(s) of the italicized verbs.
(a) Please hand me the butter.
(b) The baseball player kissed babies and handed up from the crowd.
(c) Some hospitals hand out free samples of baby milk.
(d) The driver was forced to hand over car keys and was left standing on the roadside.
(e) The traditions have been handed down from generation to generation.
(f) All essays must be handed in on time.
Part III
2. Explain the meaning of the following and why ‗up‘ or ‗down‘ is used.
(a) An accountant‘s job is to add up columns of figures.
(b) A teenager driver made up a story about being pulled over by a man using a flash light on
his car.
(c) After drinking too much at the party he drank some coffee to try to sober up.
(d) The shopkeeper asked if she would like him to wrap up her purchase.
(e) He ended up as an advisor to the president.
(f) They had to break down many social prejudices to manage to succeed.
(g) Out cat is so old and ill, so we‘ll have to ask her vet to put her down.
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Constructing SCOBAs
This section depicts how various senses of the selected particles, up, out and over were visualized
and materialized. Two salient concerns include 1) how to keep them as simple as possible to
make learner-friendly materials and 2) how to efficiently present semantic network of the target
particles to emphasize the connection of seemingly unrelated senses.

Up
Rudzka-Ostyn provides the following five senses for the particle Up.

1. Position at a high place or moving up to a higher one
2. Aiming at or reaching a goal, an end, a limit
3. Moving to a higher degree, value or measure
4. Higher up is more visible, accessible, known
5. Covering an area completely/reaching the highest limit

Each sense is accompanied by an image and similar to out, the images consist of two
parts, before and after movement. Again, the after movement component was removed in order to
make the SCOBA simpler. The up SCOBA for this study was adapted from the schema RuzkaOstyn provided at the end of the up unit in her workbook (p.103) (Figure 4-1). Her schema had
five different images, most of which were used in the SCOBA with a few details changed. A
major change was made with regard to the second image, aiming at or reaching a goal, end. For
the current project, the original image was rotated 90 degrees to emphasize the fact the
approaching sense is not necessarily associated with upward movement. Despite the absence of

81

upward motion, however, the modified image shows how the approaching sense derives from the
basic sense. It was explicitly explained to students that the second image can be obtained by
rotating the prototypical image.

Figure 4-1: SCOBA for the particle up (Adapted from Rudzka-Ostyn, 2003, p.103)

The SCOBA is designed to demonstrate physical relationships, but it is clear that up does
not just denote spatial upward motion. Abstract concepts are aligned along vertical lines as well.
The example includes temperatures, social and professional ranks, attitudes, knowledge, opinions,
feelings, passion, accessibility of things, degrees of intensity, etc. In western cultures and perhaps
many other cultures in the world, what increases, or what is good, beautiful, big, strong, positive
is on top of this vertical dimension, whereas what decreases or what is bad, ugly, small, weak,
negative, is at the bottom. For instance, in Korean, it is common to align abstract entities such as
knowledge, feeling, or emotion with a vertical axis. Among commonly used expressions are
‗haksiki nophta‘ and ‗haksiki nacta‘. The former is directly translated into ‗Academic knowledge
is high‘ meaning ‗to be knowledgeable‘ and the latter into ‗Academic knowledge is low‘ meaning
‗to be ignorant‘.
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The following examples will show how the SCOBA contributes to understanding of
figurative uses of up. Most examples are adapted from Rudzka-Ostyn‘s workbook and the
American Heritage Dictionary of Phrasal Verbs.

1. Movement from a lower to a higher place (depicted in 1 in Figure 4-1)

a. Could you go up and see whether the baby is asleep?
b. He rolled up the sleeves of his shirt.

2. Reference to reaching the goal, the end (depicted in 2 in Figure 4-1)
-

Up does not only denote spatial upward motion; in some cases, it indicates motion
towards the goal or the limit of the motion. It is often expanded to situations, habits,
emotional states and the like where the ‗moving entity‘ also reaches its boundaries or
limits.

a. At the sight of the stranger the children ran up to their mother.
b. A good start is fine, but now you have to follow up your initiative.

3. Indication of visibility/accessibility (depicted in 3 in Figure 4-1)
-

When the entity is at or comes to a higher level or location, it is noticed more easily.
This is true both for physical and for abstract entities. Therefore, verbs with up denote
that what was hidden or unknown becomes visible or known.

a. After the dress was made, the flaw in the fabric showed up and she had to discard the dress.
b. His position on the budget was never brought up until the final day.
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4. Reference to reaching the highest limit, often suggesting completion (depicted in 4 in Figure
4-1)
-

Up expresses arrival at the very top, the highest point along a vertical path, or at the
boundary of the given location. The notion of top or boundary can be metaphorically
extended to any abstract limit.

a. It has been so hot that the pond has dried up.
b. The gang of hooligans beat up the innocent bystander.

5. Reference to complete covering (depicted in 5 in Figure 4-1)
-

Up indicates not only that an abstract boundary or limit has been reached but also that a
whole object has been affected by an action

a. Cut up all of the meat.
b. We all think the government is trying to cover up the scandal.

Out
The SCOBA for the particle out is constructed largely based on the work of RudzkaOstyn (2003). Her workbook lists seven different meanings if out.

1. Entities moving out of containers
2. Eat or inviting to eat away from home
3. Sets, groups are containers
4. Bodies, minds, mouths are viewed as containers
5. States/situations are containers
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6. Non-existence, ignorance, invisibility also function as containers
7. Trajectors increasing to maximal boundaries

Rudzka-Ostyn provides images to explicate each sense. The images consisted of two
parts. The first part delineates the initial state before any movements occur and the second part
shows the result of the movement. Numbers 1 and 2 were represented by the same image and
numbers 5 and 6 were also expressed by the same images. The imagistic difference between the
two group lies in the after-movement part. In the former, the trajector is out of the container as a
result of the movement, whereas in the latter, the trajector moves from one container to the other.
Therefore, after the outing movement, the trajector is in a different container. The author
explained that it was because situations and states seen as entities with boundaries around them,
i.e. containers. In case of number 4, four trajectors are in the container in the initial state and they
are out of container in the resultative state. Rudzka- Ostyn did not provide an account why #4
should have multiple trajectors. The common key feature of the images for the mentioned senses
is that the trajector moves out of the original container. For this reason, the images for numbers 1,
2, 4, 5 and 6 were grouped together and included in the SCOBA (Figure 4-2) as two separate
images, Out of container (1) and Movement out of a container (3). Numbers 3 and 7 were
included as Movement out of groups or sets (2) and Containers increasing to maximal boundaries
(4). When constructing the SCOBA, the researcher considered what image(s) each meaning
evokes and grouped the meanings proposed by Rudzka-Ostyn according to the image.
Consequently, the SCOBA consisted of four images to indicate the seven meanings listed above.
Figure 4-2 shows the newly constructed SCOBA for the particle out, which is followed by a
detailed explanation and exemplary sentences of each sense or image.
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Figure 4-2: SCOBA for the particle out

Typically, out embeds in its meaning the concept of a container and an object which is, or
moves out of, the container. The examples include physical entities such as any enclosed objects
or objects, substances, human body and mind or a set of objects, animals or people. States or
situations can also be conceptualized as a container. In the following, it will be explicated how
the CONTAINER metaphor contributes to understanding different senses of the particle, out, in
conjunction with the SCOBA. Most of the examples are adapted from Rudzka-Ostyn‘s workbook
and the American Heritage Dictionary of Phrasal Verbs.

1. Prototypical meaning (depicted in 1 in Figure 4-2)

a. The child‘s shoulders were out, so his mother pulled the blanket up.
b. The secret is out.

2. SETS, GROUPS ARE CONTAINERS (depicted in 2 in Figure 4-2)
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-

Sets/groups of objects or of people are viewed as containers inside of which there are
members or elements. In some cases members can be rearranged or given a new position.
In others, the member does not remain inside the set or group but moves out (of it).

a. Count me out, I‘m afraid; I won‘t be able to come to the party.
b. Cross out the word that does not fit in each series.

3. Entities moving out of containers (depicted in 3 in Figure 4-2)
3.1 PHYSICAL ENTTITIES ARE CONTAINERS
-

Physical objects such as a building, a room, a car, a cup, a pot, a nest, a hole, a shell, a
tunnel, an outer cover, a field or any other enclosed area can be viewed as containers. In
addition, substances such as water, wood, or rock can be conceptualized as containers.

a. The accident happened as he jumped out of the train while it was still moving.
b. He sprang out of bed when the alarm clock rang.

3.2 HOME IS A CONTAINER
-

The groups we are members of, our professional jobs are viewed as containers in(side)
which we spend a lot of time.

a. I might eat out with you tonight, but unfortunately I can‘t.
b. I would like to ask you out to lunch.

3.3 BODIES, MINDS, MOUTHS ARE CONTAINERS
-

In Western cultures, a person‘s body or his mind can be seen as a container, and one‘s
feelings, thought, ideas as entities which fill the container. Expressing one‘s feelings
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verbally is very much like taking money out of one’s pocket. In both cases, the moving
object which is inside the container (one‘s pocket, one‘s mind) moves out of it.

a. He held out his hand to greet us.
b. He was so moved he could barely stammer out a few words of thanks.

3.4 EXISTNECE/KNOWLEDGE/VISIBILITY ARE CONTAINERS
-

State of existence, work, duty, knowledge, consciousness or awareness, possession,
accessibility, visibility, etc. are seen as containers or entities with boundaries.

a. She managed to talk him out of this stupid project.
b. It is high time the two parties hammered out their differences and made peace.

3.5 NON-EXISTENCE/IGNORANCE/INVISIBILITY ARE CONTAINERS
-

Interestingly, the states of non-existence, being unknown, invisible/silent, etc. can also be
conceptualized as containers. With out, the state of non-existence, ignorance, invisibility
and silence comes into existence, becomes known, becomes visible, and becomes to be
heard, respectively.

a. I wonder how he figured out the content of the letter.
b. The trip turned out to be a disaster.

4

Containers increasing to maximal boundaries (depicted in 4 in Figure 4-2)
-

Concrete objects (as in ‗a‘) with a minimal shape when not in use (a map is folded, nets
are rolled up) expand to their maximal shape when used with out. The same can be done
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with abstract or figurative verbs + out (as in ‗b) relating to time periods and intrinsic
physical properties with a potential for stretching.

a. Please spread out the map on the table, it‘ll make it easier to find the place.
b. He was lucky: he sat out World War II in America.

Over
A SCOBA for the particle, over, was constructed based mainly on the work of Tyler and
Evans (2002) and Rudzka-Ostyn (2003). Although both works are based on cognitive linguistics,
they have different foci. The former is a theoretical attempt to shed light on the semantics of over,
whereas the latter concerns more educational application of the concept. Since the current project
aims to bring cognitive linguistics into foreign language classroom, it was important to consider
both positions to develop theoretically sound educational material. Comparison between the two
works was expected to serve as a first step to achieve the goal (Table 4-3)

Table 4-3: Comparison between Tyler and Evans (2001) and Rudzka-Ostyn (2003) (Adapted
from Dirven, 2001, p.21)
Tyler and Evans
Rudzka-Ostyn
1. Basic sense ―higher than‖ and proximate to‖ 1. ―being or moving higher than and close to‖
2. ABC trajectory
a. ―on-the-other-side-of‖
b. ―above-and-beyond (excess I)‖
c. ―completion‖
d. ―transfer‖
3. Covering
4. Examining
a. ―focus-of-attention‖
5. Up cluster
a. ―more‖
aa ―over-and-above‖
b. ―control‖
c. ―preference‖

1. ―from one side to the other‖
2. ―crossing a certain distance to get closer‖

3. ―covering completely or even in excess‖
5. ―examining thoroughly from all sides‖
4. ―higher than/beyond the norm‖
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6. Reflexive
a. ―repetition‖

6. ―reflexive motion or completely bent‖

The two approaches are similar in that they have six main senses. However, they differ in
their conception of the static/dynamic nature of prepositions and in the semantic links between
the different senses. Rudzka-Ostyn‘s first definition encompasses both dynamic and static
meaning, whereas the basic sense of over proposed by Tyler and Evans denotes a static sense
only. Of the 12 example sentences for the first sense of over offered by Rudzka-Ostyn, 11 are
combined with motion verbs. Only one is static and normally used in a non-predication context as
in The sky over us was pitch black. Bolinger (1971) pointed out that few phrasal verbs are
comprised with stative verbs. In a few cases where a stative verb is used, it takes on a nonstative
sense (e.g. Please hear me out.). Thus, given that Rudzka-Ostyn‘s focus is on phrasal verbs and
compounds, not on particles themselves, it is understandable that dynamic usages outweigh static
counterparts in her work.
The second point is exemplified by the sense of ―completion, which is shown as the case
of sense (2c) ―completion‖ in Tyler and Evans, but turns up as the third main sense with the sense
of ―excess‖ in Rudzka-Ostyn. In general, Tyler and Evans‘ approach attempts to construct a
semantic network around the protoscene and thus enables us to see the semantic relationship
between different senses of the preposition, over. On the other hand, Rudzka-Ostyn‘s pedagogical
grammar focuses on how different meanings of a preposition are retained in phrasal verbs and
create different semantics from simple verbs by evoking different imagery. However, she does
not explicate how different senses are linked and constitute a semantic network. Instead, the order
of the presentation of different senses implicitly suggests a potential semantic chain, implying
that the first sense is primary with the sixth extended farthest from the primary sense.
The over SCOBA for this project has been constructed and organized largely based on
Tyler and Evan‘s notion of A-B-C trajectory which is seen at the top of the chart. Different senses
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of over are explained either by any possible combinations of A, B and C or by their movements.
Static and dynamic senses were presented separately (1 and 2), since they evoke different image
schemata. As mentioned earlier, this was where Rudzka-Ostyn and Tyler and Evans differed. In
the beginning of the over chapter, Rudzka-Ostyn stated:

Typically i.e. spatially, over is used when one object moves above another object or
from one side to the other side of this object. The path followed by the moving object
often goes up first and then down.
(Rudzka-Ostyn, 2003, p.160)
Here, the primary sense of over is clearly dynamic, while Tyler and Evans‘ proto-scene is
static in a sense that it describes a state of an entity (Trajector) being higher and close to
something (Landmark). Given that Rudzka-Ostyn primarily focuses on phrasal verbs rather than
on the particle itself, it is a legitimate and justifiable difference. The SCOBA for this study,
however, differentiates the static and dynamic sense in order to promote an understanding of
general sense of over along with its usages in phrasal verbs or compounds.
Other senses are also organized according to the image schemata associated with them.
As a result, the control sense constitutes an independent item, while it was treated as a subsense
of the UP cluster in Evans and Tyler and was not considered at all in Rudzka-Ostyn‘s
instructional material. Among the different senses of over proposed by Tyler and Evans, two
subsenses of the UP cluster, ―control‖ and ―preference‖ were not included in Rudzka-Ostyn‘s list.
She did not provide explicit explanation for this, but again, it may be attributable to the fact that
her work concentrates on phrasal verbs and compounds rather than on the semantics of particles
themselves.
Images in the SCOBA were the result of modification and combination of the two
aforementioned works. (Figure 4-3) Numbering and positioning of each sense/image, however,
had to be changed significantly in consideration of educational efficiency. Naturally, numbers do
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not necessarily represent the distance between the basic sense and the extended sense. Senses
were classified according to the image and then numbered. The left, center and right column more
or less corresponds to A, B and C in the A-B-C trajectory or the basic sense. The positioning was
intended to visually maximize the connection between the extended meaning and the basic sense.
In addition, the overall shape of the SCOBA is reminiscent of the A-B-C trajectory.

Figure 4-3: SCOBA for the particle over

The following examples show how each sense is manifested in actual sentences and more
importantly how each image in the SCOBA can be associated with the particle use. The examples
are adapted mostly from Tyler and Evans, Rudzka-Ostyn and the American Heritage Dictionary
of Phrasal Verbs.
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1. Movement above an object and/or from one side to the other (depicted in 1 in Figure 4-3)
a. The cat jumped over the wall.
b. At traffic lights, one only crosses over when the light is green.

2. State of being higher than and close to entities, often suggesting more, excess or preference
(depicted in 2 in Figure 4-3)
a. The sky over us was pitch black.
b. I would prefer tea over coffee. (preference)

3. Movement above an object (depicted in 3 in Figure 4-3)
a. Around 10 pm our plane flew over London.
b. The young couple clashed over the questions.

4. Covering a certain distance to get closer (depicted in 4 in Figure 4-3)
a. How many people are you asking over for the party?
b. If you don‘t mind, I‘ll call the waiter over.

5. Control or power (depicted in 5 in Figure 4-3)
a. She has a strange power over us.
b. The committee chair watched over the decision-making process.

6. Complete covering (depicted in 6 in Figure 4-3)
a. Shouldn‘t we cut down this branch that is hanging over the driveway?
b. When a person dies, their relatives often argue endlessly over money.

7. Position at an angle to the ground or being completely bent (depicted in 7 in Figure 4-3)
a. When I bent over to pick a heavy suitcase I felt a sharp pain in my back.
b. After the false start, they started the race over.
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8. Thorough examination from all sides (depicted in 8 in Figure 4-3)
a. The lawyer looked over the document and disagreed with several points.
b. Give me some time to think it over with my husband.

9. Going beyond the limit (depicted in 9 in Figure 4-3)
a. Red wine spilled over the top of the glass and onto the carpet.
b. It‘s strange how a minor disagreement could boil over into quite a quarrel.
c. The child was overtired and thus had difficulty falling asleep.

Procedure

General introduction to conceptual metaphor and imagistic thinking
Before the instruction of individual particles, the instructor explained what constitutes
phrasal verbs in English and how they are not compositional in many cases. The instruction
focused mainly on the meaning of the target construction, not the form, and how the meaningrelated issues complicate phrasal verb learning for L2 learners. Students were encouraged to share
their previous experience with phrasal verb study and to discuss the challenges and difficulties
that they went through. Toward the end of class, the concepts of conceptual metaphor and image
schema were introduced. The purpose of this meta-linguistic lesson was not to teach the
theoretical concepts as such, but to help students understand the subsequent lessons that are
heavily based on the two concepts. Unlike content knowledge, theoretical concepts or
psychological concepts are difficult to decipher on the basis of empirical evidence alone and
instead require special types of instruction (Kozulin, 1998, pp. 85-86). In the current project,
direct instruction in conceptual metaphor was considered to be particularly important because
even though we may have similar embodied experiences of the world (the foundation of many
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conceptual metaphors), culture influences the precise nature of the experience and the entailments
that emerge from this (see Gibbs 1999). In order to demonstrate the ubiquity of metaphors in
everyday language, a simple classroom activity was devised. Students were provided with 6-7
conceptual metaphors such as TIME IS MONEY, LOVE IS JOURNEY, UP IS POWER, etc. and
their linguistic realizations (For a complete list, see Appendix I). They were provided separately
so students could work as a pair to match the linguistic expressions with the underlying
conceptual metaphors. Later, they discussed their matches with the whole class and the instructor.
The conceptual metaphors and sentences were taken from Metaphors We Live By (Lakoff &
Johnson, 1980). Then, the instructor clarified the relationship between conceptual metaphors and
phrasal verb learning and provided examples that include phrasal verbs. Finally, a brief account
of image schema was offered as illustrated in Figure 4-4.

(a) To get on the bus

(b) To be down with the flu

Figure 4-4: Image schema provided to students in the introductory session (Rudzka-Ostyn, 2003,
p.9)
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Instruction of individual particles/phrasal verbs

Step 1: Brainstorming
In order to check students‘ current understanding of phrasal verbs, several sentences were
provided by the instructor. The sentences were carefully chosen to represent different senses of
particles. For each particle, the first sentence included a phrasal verb with the prototypical,
physical sense of the particle. For example, the following four sentences were provided for
brainstorming the particle up.

1) He was so weakened by his illness, he couldn‘t even sit up.
2) Work hard and you will soon catch up with the best students.
3) When I told him I had good news for him, he brightened up.
4) Could you slice up the meat?

Students were encouraged to think about the meaning(s) of up in each sentence. The
expectation was that they would be able to figure out what up refers to in the first sentence, while
for the remaining three they would likely propose more or less random and unmotivated
explanations. This brief brainstorming session was intended to direct students‘ attention to the
subsequent phrasal verb instruction.

Step 2: Introduction to the relevant conceptual metaphor
The next step was to introduce the relevant conceptual metaphors. In order to avoid
burdening students with meta-linguistic, grammatical terms, this step was kept simple and brief.
The conceptual metaphors introduced at this point were CONTAINER and POSITIVE
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VERTICALITY METAPHOR for out and up, respectively. In the case of the CONTAINER
METAPHOR, an image of container was provided to help students visualize the generic concept
of ‗container‘. Then it was explained that in English various physical or abstract entities can be
conceptualized as containers. Based on Rudzka-Ostyn‘s account, container was exemplified as
home, groups/sets, bodies, minds, mouths, states/situations, non-existence, ignorance, invisibility.
Similarly, in case of up, the concept of POSITIVE VERTICALITY was explained. Here, it was
emphasized that the concept derives from the physical upward movement and that in many
cultures, higher means more, which was considered to be positive. As for the last particle, over,
instead of relevant conceptual metaphors, prototypical sense was introduced, since there is no
single overarching conceptual metaphor operating with the different senses of over. It was
expected that the previous two lessons on out and up respectively would pave the way for
utilizing various conceptual metaphors that might be relevant to a certain sense of over.

Step 3: Introduction to SCOBAs
After conceptual metaphors were explained, the SCOBAs were introduced. Since the
SCOBAs include simplified, intentionally abstract images, each sense or image had to be
explained in detail and exemplified by sample sentences. Students were provided with handouts
of SCOBAs and the exemplary sentences (Appendix J). The sentences were taken mainly from
Rudzka-Ostyn‘s workbook and from The American Heritage Dictionary of Phrasal Verbs (2005).
For each sense of the particles, at least two sentences, one for physical sense and one for
figurative sense were provided. Through instructional conversations, the instructor helped
students figure out how to make sense of SCOBAs and relate these to the example sentences.
Relevant conceptual metaphors were also presented. Two points were emphasized: first, different
senses of each particle, in fact, originate from the prototypical sense and formulate a semantic
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network; second, figurative, metaphorical senses are derived from physical senses and they are
closely related. Therefore, the same images can be conjured up both for physical and
metaphorical senses of particles.

Step 4: Collocation practice
In order to concretize and internalize the knowledge of out, up and over, students were
provided with phrasal verbs and lists of (a) concrete and (b) figurative entities that can be used
with the phrasal verbs. Students had to match them with the phrasal verbs that were provided.
This activity was inspired by Rudzka-Ostyn‘s workbook with most of the examples borrowed
from her text. However, in case of over, The American Heritage Dictionary of Phrasal Verbs was
relied on .The examples are as follows.

to throw out:
(a) shoes, clothes, rubbish, fishing net, old paper
(b) ideas, suggestions, a bad sentence, a drunk person

to clear up:
(a) the mess, the disorder
(b) a misunderstanding, a mystery
(Adapted from Rudzka-Ostyn, 2003)

Students were paired for this activity and were encouraged to express as much of their
thinking as possible. Later, they came back as a whole class and shared their answers with the
instructor and the rest of the class.
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Collocation practice was considered to be particularly effective to reinforce the idea that
metaphorical use of phrasal verbs has the same root as their physical counterparts. In addition, it
was expected to present students with an opportunity to actually experience how the two work in
a similar way in actual examples. (For a complete list presented to students, see Appendix G)

Step 5: Phrasal verbs in discourse
This activity was organized around three reading passages extracted from English
Phrasal Verbs in Use: Advanced (McCarthy and O‘Dell, 2007). The passages included a
substantial amount of phrasal verbs with the target particles and their authenticity was confirmed
by a native speaker of English. The following text was one of the reading passages provided to
students for the particle up. (For a complete list of passages presented to students, see Appendix
H)
I spent all morning yesterday clearing up my study. There were books and papers
everywhere. Then I had to sweep up the rubbish and dead leaves on the terrace. After that
I tried to tidy up my bedroom. There were dirty clothes all jumbled up in a pile on the
floor. I had to hang up four jackets and several pairs of trousers I‘d left lying on chairs.
That took me an hour. Then I discovered the washbasin was clogged up in the bathroom,
so I had to clear that. By that time I‘d used up all my energy and I was too tired to do
anything, so I just fell asleep on the sofa.

Students were asked to read the passages and to think of the meanings of the particles in each
instance of the phrasal verbs. The subsequent whole class discussion gave them an opportunity to
share their thoughts and to verbalize their conceptual understanding of the target expressions.

Step 6: Plain vs.phrasal verbs
The next class activity was to identify differences or similarities between the plain verb
and phrasal verb pairs that used the same main verb. The examples for out included (1) spread vs.
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spread out, (2) die vs. die out, (3) tear vs. tear out, (4) speak vs. speak out, (5) help vs. help out, (6)
grow vs. grow out, (7) wait vs. wait out. What this activity tried to achieve was to show students
that particles add meanings to the plain verb and that phrasal verbs clearly differ from the plain
verbs in terms of semantics.

Step 7: Timed-writing practice
As a wrapping-up activity, students were engaged in a timed-writing practice. Due to the
difficulty of creating a situation that forces use of a substantial amount of phrasal verbs in a
paragraph or two, the instructor asked students to create as many sentences as possible that
include phrasal verbs of the target particle in a two-minute time span. The sentences did not have
to constitute a coherent paragraph. Students‘ writing was the collected for analysis.

Step 8: Homework assignment
At the end of each class, a homework assignment was given to students. It included 15
sentences with phrasal verbs and the students were asked to explain to themselves their meaning
referring to the SCOBAs. They had to identify which image each phrasal verb evoked. In the case
of the particle out, they also had to identify what is considered as container in the sentences
provided. The homework assignments were designed to reinforce the conceptual understanding of
different senses of the particles and to help students internalize them by verbalizing their
understanding (For a complete list, see Appendix I).
Table 4-4 summarizes all instructional procedures followed in and out of class. It also
includes information about the types of data collected from each procedure and its intended
psychological effects.
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Table 4-4: Summary of the procedures
In class
Type of
Targeted
Data
Psychological
Effects

Pretest I
Lesson 1. Intro
Lesson 2. Out

Written

AudioRecording

Materialization
Verbalization

Lesson 3. Up
Lesson 4. Over

Written

Internalization

Posttest I

Written

Out of Class

Type of
Data

Entry Interview
Pretest II, III

AudioRecording
Written

Assignment I
Assignment II

Written
Written

Assignment III
Posttest II, III

Written
Written

Exit Interview

AudioRecording

Targeted
Psychological
Effects

Verbalization
Internalization

Chapter 5

Data Analysis: An Analysis of Multiple-Choice Tests
As shown at the end of the last chapter, both quantitative and qualitative data were
collected for the current project. The quantitative data consists of the scores of multiple choice
tests included as part of a pre- and a posttest. The qualitative data set consists of a questionnaire,
verbalization homework assignment, pre- and posttest parts II and III, written samples from the
timed-writing practice, an interview and classroom recordings. This chapter discusses the results
of the quantitative data analysis.

Description of tests
Two tests were administered to the students over the course of the study. The pretest includes 31
questions on out, up and over phrasal verbs. The pretest includes 73 questions distributed among
three sub-groups: Matched posttest, new posttest and in-down posttest. The matched posttest was
a repetition of the pre-test but with the items arranged in a different order. The new posttest
consists of 32 items that were slightly different from the pretest but with the same particles (i.e.
up, out and over) as the pretest. The in-down posttest was comprised of 10 completely new
phrasal verbs with the particles, in and down. For each test item, learners were also asked to
indicate if they guessed or thought they knew the correct answer. Figure 5-1 schematizes the data
structure.
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Tests

Pretest
(31questions)

Post-test
(73 questions)

Matched Posttest
(31 questions)

New Posttest
(32 questions)

In-Down Posttest
(10 questions)

Out
Up
Over
Bare
Out
Up
Over
Bare
In
Down
(10)
(10)
(4)
(8)
(3)
(10)
(9)
(9)
(5)
(5)
(
(
Figure 5-1: Data groups of the pre- and the posttest
10)in parentheses indicate the number of items on each test for each particle.
Note: Numbers
U
p
(
10)
p
Questions to be answered
(
10)
In the analysis stage1of the current study, there were several questions to be answered: (1) Can
0)
concept-based instruction (CBI) help learners develop a better understanding of phrasal verbs? (2)
If learners show improvement, does it vary according to particles (out, up and over)? (3) Is there
decline in the guessing rate and an increase in student certainty regarding their choices? (4) Does
transfer occur to new verb + particle combinations where the particles are the original set but
where the co-occurring verbs are different? (5) Does transfer occur to new phrasal verbs where
different particles (in and down) are used? (6) Do learners improve differently in their
performance according to literality/metaphoricity of phrasal verbs?
These questions raised several statistical questions: (1) Is there a difference in the
accuracy rate between performance on the pretest and the matched posttest? (2) Is there a
difference in the accuracy rate between performance on the matched posttest and the new posttest?
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(3) Is there a change in guessing rate between the new posttest and the in-down posttest? (4) Is
there a difference according to the particles? (5) Is there a difference between literal or
metaphorical usages?

Comparisons between the pre- and the posttest
Comparisons were made among the four tests (including the guessing-non-guessing
questionnaires) using paired t-tests. The In-Down posttest was excluded because there was no
pretest counterpart to be compared.

1. Pretest (31)
2. Matched posttest (31)
3. New posttest (32) : New item out, up, over posttest
4. Matched posttest (31) + New Posttest (32): out, up, over posttest (63)

The score data set

Overall comparisons
As Table 5-1 shows, learners improved significantly in the matched posttest (M=.67,
SD=.08) compared to the pretest (M=.60, SD=.13; t=3.5<.001). They also made a significant
improvement in the new posttest.
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Table 5-1: Overall comparisons between the pre- and the posttest (Score data set)
M
SD
Case 1

Case 2

Case 3

Case 4

Pretest

.60

.13

MATCHED Posttest

.67

.08

Pretest

.60

.13

NEW Posttest

.66

.08

MATCHED Posttest

.67

.08

NEW Posttest

.66

.08

Pretest

.60

.13

NEW +MATCHED posttest

.67

.07

T
3.5***

2.48*

2.07

3.15**

The analysis shows that participants performed better not only on the matched posttest
(case 1), but on the newly added items (case 2) as well. Not surprisingly, the overall performance
(case 4) on the posttest was significantly better than on the pretest (case 4). The fact that there
was no significant difference between the matched items and the newly added items (Case 3)
provides evidence for the possibility of transfer to the new, unfamiliar situations. In other words,
the lack of a significant difference favoring the matched items, in my view, shows that the
students had indeed developed transferrable knowledge regarding the fact that particle choice is
motivated rather than arbitrary. Moreover, they seemed to understand the semantic basis of the
choice.

Performances according to particles
Comparisons were made to investigate whether learner performance varied across different
particles. First, the pretest (pretest 1) and the matched posttest (posttest 1) were compared. As
Table 5-2 shows, learners significantly improved in their knowledge of out and over, but not for
up. Next, the scores on the pretest (pretest 1) and the new posttest (posttest 2) items were
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compared. The result indicates that the learners made a significant improvement only with regard
to over. The third step is to compare the matched posttest (posttest 1) and the new posttest
(posttest 2) and the result reveals that learners performed significantly better only for the overphrasal verbs on the new posttest.

Table 5-2: Comparisons according to the particles (Score data set)
Score
M
SD
Out

Up

Over

Pretest

.57

.16

MATCHED Posttest

.74

.15

Pretest

.57

.16

NEW Posttest

.63

.15

MATCHED Posttest

.74

.15

NEW Posttest

.63

.15

Pretest

.66

.19

MATCHED Posttest

.70

.16

Pretest

.66

.19

NEW Posttest

.66

.14

MATCHED Posttest

.70

.16

NEW Posttest

.66

.14

Pretest

.57

.20

MATCHED Posttest

.74

.13

Pretest

.57

.20

NEW Posttest

.83

.12

MATCHED Posttest

.74

.13

NEW Posttest

.83

.12

T
5.03***

1.53

-2.76*

0.89

0.08

-1.02

3.99***

6.35***

2.52*
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The guessing/non-guessing data set

Overall comparisons
The second data set concerns the guessing/non-guessing rate and the performance pattern
parallels that of the language tests. Table 5-3 shows that learners guessed significantly less on the
matched posttest than on the pretest. In comparison of the pretest and the new posttest, the latter
exhibits a higher non-guessing rate than the former, indicating that the learners guessed
considerably less in the new posttest. On the contrary, there was no difference between the
matched and the new posttest, which means that the learners felt that they were able to make an
educated guess about the unfamiliar problem situations.
What is worth our attention is the non-guessing rates of the matched posttest, new
posttest and the total posttest; .88, .79 and .82. The implication here is that the learners indicated
that they had guessed only 12, 11 and 18 percent respectively on the tests. Although the guessing
rates do not mirror the performance rates (.67, .66, . 67), the decline in the guessing rate can be
interpreted as an indication of the learners‘ growing sense of control over phrasal verbs, which is
one of the important pedagogical concerns of CBI. Not only did the learners‘ confidence improve
in Case 1, which compared the pretest with the matched posttest, but it also improved in Case 2 or
new posttest, where new verbs were paired with the three particles. Case 4 shows the result of
comparison between the pretest and the combination of the new and the matched posttest. The
result indicates that students significantly improved in the combined posttest.

Table 5-3: Overall comparisons between the pre- and the posttest (Guessing/non-guessing data
set)
M
SD
T
Case 1

Pretest

.65

.20

7.55***
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Case 2

Case 3

Case 4

MATCHED Posttest

.88

.13

Pretest

.65

.20

NEW Posttest

.79

.17

MATCHED Posttest

.88

.13

NEW Posttest

.79

.17

Pretest

.65

.20

MATCHED+ NEW posttest

.82

.15

4.99***

-4.76

6.25***

Guessing/non-guessing rate according to particles
Comparison of the pretest and the matched posttest shows that regardless of particles,
learners made significantly fewer guesses in the latter than in the former (Table 5-4). In the
matched posttest, non-guessing rates for out, up and over were .88, .89 and .89 respectively.
Learners are likely to have felt informed and much more confident when dealing with the phrasal
verbs they had seen in the pretest. In the pretest-new posttest comparisons, the difference was
significant for out and over, but not in up. This explains why only up exhibited a significant
difference between the matched and the new posttest. The differential confidence development
for up also parallels the students‘ performance on the posttest items for up. The qualitative
analysis to be considered in the next chapter will shed more light on the matter.

Table 5-4: Comparisons according to the particles (Guessing/non-guessing data set)
Non-guessing
Out

M

SD

T

Pretest

.64

.20

6.56***

MATCHED Posttest

.88

.15

Pretest

.64

.20

NEW Posttest

.83

.17

MATCHED Posttest

.88

.15

5.18***

-2.28
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Up

Over

NEW Posttest

.83

.17

Pretest

.65

.26

MATCHED Posttest

.89

.13

Pretest

.65

.26

NEW Posttest

.72

.24

MATCHED Posttest

.89

.13

NEW Posttest

.72

.24

Pretest

.60

.26

MATCHED Posttest

.89

.15

Pretest

.60

.26

NEW Posttest

.84

.16

MATCHED Posttest

.89

.15

NEW Posttest

.84

.16

5.99***

1.58

-4.61*

6.26***

5.43***

-1.65

Development according to metaphoricity
An important question that the current study tries to answer is whether visualization of conceptual
knowledge in the form of a SCOBA helps learners to understand the non-literal metaphoric uses
of the target particles. In order to answer this question, the test items were classified into two
categories: 1) literal and 2) metaphorical uses of phrasal verbs and the learners‘ performance in
the two categories was then analyzed.
Classifying the test items into the literal/metaphorical category is not so simple, because
the boundary between the two is not clear-cut. The researcher and her advisor independently
classified the tested phrasal verbs into two categories and then compared their classification to
examine whether there was any disagreement to be resolved. Fortunately, in most of the test items,
they made an agreement, but disagreement did occur in some of the items. For example, the
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phrasal verb ‗take up‘ in the sentence ‗I don‘t want this huge desk here; it takes up too much
space.‘ (#14 in the pretest and #29 in the posttest) was thought to be physical by the researcher,
but metaphorical by her advisor. The researcher identified it to be physical, because it involves
the relation between physical entities (a desk and space), but her advisor commented that ‗The
desk doesn‘t take anything. It just remains in place. So this could be a metaphor‘. In the final
analysis, this was classified as ‗metaphorical‘. The researcher agreed to the comment of her
advisor and also focused on the fact that the particle up in this case does not denote physical
upward movement. Another example is ‗I was knocked out when the car overturned until I woke
up hours later in a hospital bed‘ (pretest #24, posttest #53). The researcher identified it as
metaphorical and her advisor as physical, although he was not completely sure about that. He also
added that the metaphor might be MIND IS CONTAINER – my consciousness went out. In
consideration of his reference to conceptual metaphor, it was classified as metaphorical. The
other disagreements were handled in a similar way for the two to reach agreement. What was
mainly discussed includes 1) whether there is real direction or movement and 2) (in case of out)
whether the CONTAINER is physical or abstract. Since all the out phrasal verbs, in fact, can be
regarded to be metaphorical in a sense that they operate based on the CONTAINER metaphor,
whether the container is a physical or abstract entity, being metaphorical had to be associated to
being abstract in this project.
The result of the comparison between the two usages is shown below.

Table 5-5: Comparisons according to metaphoricity/literality I (Score data set)
M
SD
T
Pretest

MATCHED posttest

Literal

.58

.17

Metaphorical

.62

.13

Literal

.65

.10

Metaphorical

.70

.10

-1.30

-1.97
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NEW posttest

Literal

.67

.12

Metaphorical

.64

.10

1.06

Table 5-5 shows that overall, the students‘ performance did not differ according to
metaphoricity/literality. Table 5-6 compares performance in each category across the different
tests. As the pretest-matched posttest and pretest-new posttest comparisons show, learners made
significant improvement in their performance for literal phrasal verbs. The fact that there was no
significant difference between the matched and the new posttest indicates that the learners were
able to transfer their improved understanding to a completely new set of phrasal particles. In case
of metaphorical usage, however, the improvement noted on the matched posttest seems not to
have transferred to the new posttest, and indication that metaphorical knowledge is more difficult
to generalize than is literal knowledge. Learners improved significantly in the matched posttest
(M=.70 SD=.10, p< .001), but not in the new posttest (M=.64 SD=.10, ns) and not surprisingly
the different between them is significant.

Table 5-6: Comparisons according to metaphoricity/literality II (Score data set)
M
SD
Literal

Metaphorical

Pretest

.58

.17

MATCHED posttest

.65

.10

Pretest

.58

.17

NEW posttest

.67

.12

MATCHED posttest

.65

.10

NEW posttest

.67

.12

Pretest

.62

.13

MATCHED posttest

.70

.10

Pretest

.62

.13

NEW posttest

.64

.10

MATCHED posttest

.70

.10

T
2.18**

2.49**

.99

4.11***

.81

-2.36**
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NEW posttest

.64

.10

The non-guessing data set was also analyzed for students‘ performance according to
metaphoricity/literality. As table 5-7 shows, on the pretest and the matched posttest, the nonguessing rate did not differ in literal and metaphorical phrasal verbs. However, in the new posttest,
learners guessed less with literal phrasal verbs. This conflicts with the analysis of actual
performance on the language tests, in which no significant difference was found for the new
posttest. It may indicate that when dealing with new items, learners felt more secure with the
literal usage than with the metaphorical usage, although the feeling of security was not directly
reflected in the performance score.

Table 5-7: Comparisons according to metaphoricity/literality (Guessing/non-guessing data set)
M
SD
T
Pretest

MATCHED posttest

NEW posttest

Literal

.65

.22

Metaphorical

.64

.21

Literal

.86

.25

Metaphorical

.81

.22

Literal

.82

.17

Metaphorical

.75

.20

-.11

-1.96

-2.46**

The comparisons between tests (Table 5-8) show that in both literal and metaphorical
sense, students made fewer guesses in the matched posttest and the new posttest and there was no
difference between the matched and the new posttest. This seems to indicate that they increased
their level of confidence when interpreting the meaning of both literal and metaphorical phrasal
construction, even though their actual performance was better for literal meanings. It may
indicate that CBI provided the learners with the psychological tools that enabled them to think
more systematically about phrasal verb meaning.
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Table 5-8: Comparisons according to metaphoricity/literality (Guessing/non-guessing data set)
M
SD
T
Literal

Metaphorical

Pretest

.65

.22

MATCHED posttest

.86

.22

Pretest

.65

.22

NEW posttest

.82

.17

MATCHED posttest

.86

.22

NEW posttest

.82

.17

Pretest

.64

.21

MATCHED posttest

.81

.25

Pretest

.64

.21

NEW posttest

.75

.20

MATCHED posttest

.81

.25

NEW posttest

.75

.20

3.30***

5.02***

-.70

2.63**

2.95**

-.94

Conclusion
Table 5-9 summarizes the analysis discussed above. All the comparisons included three sets of
test; pretest-matched posttest, pretest-new posttest and matched posttest-new posttest. When the
matched posttest and the new posttest scores are significantly better than the pretest score and no
significant difference is found between the matched and the new posttests, we can conclude that
the learners improved in their ability to interpret the meaning of phrasal verbs and that to some
extent they were able to generalize their knowledge to new items. In the score dataset, the cases
of overall, literal and metaphorical follow this pattern, while in the non-guessing dataset, every
case except for up conforms to it. Among the other cases that do not follow this desired pattern,
the out score dataset indicates that the matched posttest is significantly better than the pretest, but
that no significant difference was found between the pretest and the new posttest. Performance on
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the matched posttest is significantly better than on the new posttest. This leads to the conclusion
that the learners improved, but failed to transfer the knowledge to unfamiliar items.
Finally, up, in both data sets, exhibits different results. In the score data set, any pairs
were not significantly different and in the non-guessing data set, the matched posttest was
significantly better than the pretest and the new posttest. It indicates that learners neither
developed nor transferred. In terms of guessing, they improved, but did not transfer.

Table 5-9: Summary of analyses
Score

Non-guessing

Overall

Pretest < matched posttest
Pretest < new posttest
Matched posttest = new posttest

Pretest < matched posttest
Pretest < new posttest
Matched posttest = new posttest

Out

Pretest < matched posttest
Pretest = new posttest
Matched posttest > new posttest

Pretest < matched posttest
Pretest < new posttest
Matched posttest = new posttest

Up

Pretest = matched posttest
Pretest = new posttest
Matched posttest = new posttest

Pretest < matched posttest
Pretest = new posttest
Matched posttest > new posttest

Over

Pretest < matched posttest
Pretest < new posttest
Matched posttest < new posttest

Pretest < matched posttest
Pretest < new posttest
Matched posttest = new posttest

Literal

Pretest < matched posttest
Pretest < new posttest
Matched posttest = new posttest

Pretest < matched posttest
Pretest < new posttest
Matched posttest = new posttest

Metaphorical

Pretest < matched posttest
Pretest < new posttest
Matched posttest = new posttest

Pretest < matched posttest
Pretest < new posttest
Matched posttest = new posttest

Some conclusions that can be drawn from the analysis above are as follows:

114
1. In general, students made an improvement both in the performance score and the nonguessing rate.
2. Among particles, students showed improvement in performance for over both in the
performance score and non-guessing. In case of out, students improved only with regard
to the matched items, but failed to transfer the learned knowledge to the new items.
However, the non-guessing data set shows that the students‘ guessing significantly
decreased. In case of up, students did not improve either performance or in confidence.
3. Regardless metaphoricity or literality
4. , students improved significantly both in the performance and the non-guessing rate for
two of the three particles.
Here is the summary of the findings (Table 5-10).

Table 5-10: Summary of findings
Performance score

Non-guessing score

General performance

- Improved
- Able to transfer

- Improved
- Able to transfer

Out

- Improved
- Failed to transfer

- Improved
- Failed to transfer

Up

- Did not improve

- Improve
- Failed to transfer

Over

- Improved
- Able to transfer

- Improved
- Able to transfer

Literal

- Improved
- Able to transfer

- Improved
- Able to transfer

Metaphorical

- Improved
- Able to transfer

- Improved
- Able to transfer
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The result raises questions to be explored further in the later qualitative analysis. One of
the important questions is why students performed differently according to particles. They
improved in out and over, but transfer did not occur in the former, while transfer did occur in the
latter. With the particle up, in spite of the increased confidence level, the performance score did
not improve. Hopefully, the subsequent analyses of the qualitative data sets shed light on what
caused the difference.
The learners‘ performance with the non-instructed particles, in and down, could not be
pursued, because group 4 (i.e. in and down test items included in the posttest) had to be excluded
due to lack of pretest counterparts. For this reason, investigation of transferability had to be
reserved for qualitative analyses. Since test sections II and III required students to provide verbal
explanations for the phrasal verbs with the taught (up, out, over) and untaught (in, down) particles,
it is expected to reveal in depth how students understood the target particles and whether they
were capable of extending that understanding to the unfamiliar particles. We take this up in the
next chapter.

Chapter 6

Data Analysis: Verbalization Practice
In this practice, students had to verbalize their understanding of the phrasal verb
constructions. Since the task was given as a homework assignment, unlike the pretest and the
posttest part I, they had enough time to explain the meanings of the particles. They were
encouraged to refer to the SCOBAs to specify what image or images are conjured up by the
particles or phrasal verbs. In case of out, one more question was added about conceptual
metaphor. Participants were asked to identify what is conceptualized as the relevant container.
Verbalization practice provided a good opportunity to gain insight into how students
understood the instruction and whether they were to apply the knowledge to actual examples. One
of the important criteria to appreciate learner understanding is how they spoke about conceptual
metaphor. Even though conceptual metaphor per se was not the ultimate goal of instruction, it
was a significant indicator of systematic understanding of phrasal verbs and relevant particles.

Out
The analysis focused on whether students‘ accounts of meanings of out phrasal verbs reflects
understanding of the CONTAINER metaphor and how the SCOBA influenced students‘
understanding of the phrasal verbs.
Table 6-1 shows the SCOBA images for out that students chose for each phrasal verb.
Some of the items seem to be more evident than others in terms of imagistic conception. For
example, in items 2, 8, 9, 14 and 15, participants were divided as to which image they associated
with the meaning of out, while in others, a large majority of the students agreed on a single image.
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Since SCOBAs consist of a number of senses that are connected to each other, it cannot simply be
said that there should be only one answer. In fact, in the out SCOBA, senses 1 and 3 can be an
alternate to each other. The difference between the two is that the former depicts state and the
latter motion or movement. Although phrasal verbs generally depict motion in some cases they
denote a regulative state. Therefore, it may not be always clear whether phrasal verbs, as a single
unit, are static or active. In case of senses 2 and 3, a major difference lies in whether
CONTAINER is viewed as multiple units or a single unit. The boundary may not be clear, either.
As a result, distinguishing between senses 1, 2 and 3 could be of little importance at least
functionally, even though it is necessary for instructional purposes. Only the fourth sense or
image seems to be clearly distinctive.
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Table 6-1: Students‘ choice of the SCOBA images of out
Out

1

2

3

4

1. She looks worn out, doesn‘t she?

10

0

5

2

2. She is good at fishing things out.

1

8

7

0

3. I wonder how he figured out the content of the
letter.
4. There were many angry people to speak out
against the abortion law.
5. Count me out, I‘m afraid: I won‘t be able to
come to your party.
6. She burst out laughing/crying.

1

3

14

0

2

0

14

2

1

14

2

0

1

0

15

1

7. Nobody knows how the secret leaked out.

3

2

12

0

8. We could just make out a building through the
trees.
9. I‘m glad to see that your business plan has
panned out.
10. Scratch out anything on the shopping list that
you think is too expensive.
11. The bat spread out its wings and flew thought
the case.
12. The film dragged out and I fell asleep.

2

3

7

3

1

4

7

3

0

14

3

0

0

0

1

15

1

0

1

15

13. When I was 12, my last baby tooth fell out.

1

3

13

0

14. His grade-point average was less than 2.0, so
the college flunked him out.
15. Our food held out during the blizzard.

1

6

10

0

3

0

6

7

In the following, it will be discussed how students‘ choice of different images interact
with their subsequent verbal accounts and whether one or more preferred images should be
focused on for instructional purposes. Sentences where students did not have a consensus will
receive special attention.
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As mentioned earlier, there were several sentences where students‘ answers were divided
among more than two images. One of these is sentence 2.

2. She is good at fishing things out.

Table 6-2 shows answers given by the students who chose image #2 from the SCOBA.
This group of students mostly identified (lots of, group of) things as CONTAINER and
subsequently their account included words such as ‗sort‘, ‘pick‘, ‘things‘, etc.

Table 6-2: Students‘ account of fish out: With a choice of image #2
Participants
Image #
CONTAINER
Lihua
2
n/a
Jaeseok
2
Lots of things
Chien-Lien
2
Things
Huan
2
Group of things
Ning
Sets, groups of things

Ning
Taeho

Jaidee

2
2

2

Meaning
Sort out
Select sth out of lots of them
Find things she‘s looking for
Arrange things by kind
Sort things out

Things
Things

Pick something out
Find

Group of things

Sort things that she needs
out of thing that she doesn‘t
need or wants

Table 6-3 lists student responses for image #3. Here CONTAINER ranges from water, pool, pond,
sea to ignorance and invisibility. The water-related response is likely to originate from the main
verb ‗fish‘. Although water is not physically involved, identifying water as CONTAINER should
not hinder students from figuring out its metaphorical application. However, their explanation
does not show evidence of such extended understanding. Dohyun and Hyejin‘s accounts include
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the words, ‗fishes‘ and ‗fish‘ indicating that they took it literally. Other students did not take it
literally, but failed to exactly figure out the meaning of the phrasal verbs.

Table 6-3: Students‘ account of fish out: With a choice of image #3
Participants
Image #
CONTAINER
Dohyun
3
Water or sea
Hyejin
3
Pond, ocean
Dongjoon
3
Water (river, sea)
Yi-Han
3
The pool
Ru
3
Ignorance
Liwei
3
Invisible

Meaning
Catering fishes
Take fished
Pick
Attract something
Make something clear
Discover something

Interestingly, student performance was varied, depending on the item. Students are likely
to have difficulty identifying the nature of the CONTAINER operating with certain phrasal verbs,
whereas with others they easily identified the underlying conceptual metaphor. In the former case,
student responses diverged from each other or included synonyms or dictionary-like accounts that
do not reflect much evidence of the impact of CBI.

8. We could just make out a building through the trees.

This sentence seems to be somewhat difficult for students to figure out with regard to the
nature of the CONTAINER. Some students conceived of the CONTAINER as a cluster of tress or
buildings, while others failed to conceive of a CONTAINER of any kind. In 8, out is likely to
indicate a shift from invisibility to visibility. Since the invisibility is physically caused by the
trees, it is possible to view the trees as CONTAINER. Table 6-4 lists a group of students who
identified building as CONTAINER with a choice of SCOBA image #4, which indicates that they
understood out as an expansion sense. It is not clear how identifying building as CONTAINER
leads them to think that out denotes a sense of expansion or vice versa. Kamnan‘s account reflects
a sense of expansion, but does not fit in the sentential context. Explanations of the other two
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participants, Ning and Taeho, include no elements that are related to an expansion sense. They
may have not been able to find a reasonable explanation to justify their choice of the SCOBA
image and identification of CONTAINER and at the same time to fit it into the context. It is also
possible that they were not able to figure out the meaning of make out in the sentence and thus
were not able to identify what CONTAINER is.

Table 6-4: Students‘ account of make out: Building as CONTAINER
Participants
Image #
CONTAINER
Meaning
Kamnan
4
Building
Expand/increase area of the building
Ning
4
Building
Make
Taeho
Building
Complete

Students who identified trees as CONTAINER certainly reached a clearer understanding
of the sentence. (Table 6-5) Use of verbs such as discern, identify, see and come out in defining
the meaning of the phrasal verb in 8 indicates that the student managed to figure out the meanings
of the phrasal verb.

Table 6-5: Students‘ account of make out: Trees as CONATINER
Participants
Image # CONTAINER
Meaning
Liwei
2
Trees
To discern
Cheng
2
Trees
Build
Guowei
n/a
Tree

Manufacture
Zhian
Feng
Jaeseok
Chien-Lien

n/a
n/a
3
1

Trees
Tree
Trees
Trees

Identify, make sth visible
See building in woods, See something
Build
To see with difficulty

122

Shanyuan
Jisu

n/a
n/a

The trees
Tree?

See
Make something
Make something and come out

Table 6-6 shows a group of students who identified ignorance or non-existence as
CONTAINER. Although their identification corresponds to that of the researcher, their
explanations do not seem to take advantage of such metaphoric understanding. Ru tried to apply
CONTAINER to his explanation, but was not so successful. It seems like he is confusing the
meaning with ―make up.‖ Jaidee‘s explanation was the most successful attempt. She understood
the concept of shift from invisibility/inexistence to visibility/existence.

Table 6-6: Students‘ account of make out: Non-existence as CONTAINER
Participants
Image # CONTAINER
Meaning
Dohyun
1
Ignorance
Estimate the size of something
Jin-Hua
3
Non-existence
Let something totally organized
Ru
3
Non-existence
Set up from non-existing
Jianguo
n/a
Nonexistence
Build
Jaidee
3
unexistence
Bring to exist, presence

Sentence 15 is another example where the participants had difficulty figuring out
CONTAINER and did not reach clear understanding of the phrasal verb.

15. Our food held out during the blizzard.

Here, the particle out is likely to concern a span of time rather than the food itself or to
the place where it is stored. Students who chose #3 (Table 6-7) or a sense of outward movement
failed to reach proper understanding, while those who selected image #4 (Table6-8) succeeded in
figuring out meaning of ‗hold out‘. Students‘ choice of SCOBA images seems to be related to
their identification of CONTAINER, too. Out of 6 students who chose #3, one student (Lihua)
identified food as container and three students (Cheng, Ning and Kamnan) identified food storage
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as container. Among the students who chose #4, Dohyun and Jaeseok also identified food and
food storage as container, respectively. What differs from the previous group is that three students
managed to figure out that duration time is CONTAINER in this sentence.
Although they might be closely interrelated, it is not clear which of the two, images and
CONATINER, comes to the learners‘ mind first and if the former summons the latter or vice
versa. Furthermore, it is not clear, either, whether they benefit students‘ understanding of phrasal
verbs, since it could be that their understanding allows them to select the proper image and to
identify CONTAINER. Given that the image and metaphor oriented instruction of phrasal verbs
are new to participants, it is possible that they automatically figured out the meanings of the
phrasal verbs first and then went back to the image and metaphor part. However, regardless of
their temporal sequence and cause-effect relationship, this practice can be meaningful and
beneficial to students in that it can familiarize students to imagistic and metaphoric thinking.
1

This particular instance seems to show that SCOBA images play a significant role in

phrasal verb learning, since the SCOBA images they choose influenced their subsequent
understanding and explanation of the phrasal verbs. As explained before, distinction between the
images are sometimes of little importance, but under certain circumstances, it functions as a
decisive factor for proper or improper understanding.

Table 6-7: Students‘ account of hold out: With the choice of image 3
Participants
Image #
CONTAINER
Lihua
3
Food
Liwei
3
To continue
Cheng
3
Our house
Ning
3
The place where the
food was stored
Kamnan
3
Food storage
Hyejin
3
?

1

Meaning
Use up
To exist
Deliver out
Gone
Scatter
Remains

It is possible that their understanding allowed them to select the proper image. Students could work with
previous knowledge and then choose the SCOBA images.

124

Table 6-8: Students‘ account of hold out: With the choice of image 4
Participants
Image #
CONTAINER
Dohyun
4
Time or freshness
Jin-Hua
4
Food
Jaeseok
4
Food storage
Chien-Lien
4
n/a
Huan
Jaidee

4
4

Time period
Duration of food
before it expires

Meaning
Be retained
Maintain/keep
Continue, last
Continue to be in
supply
Enough until the last
Remain, last

Up
The up SCOBA includes five distinctive senses and corresponding images. Number 1 is the
primary sense from which the other four are derived. Similar to the particle, out, their
interrelatedness is fairly obvious. Except for number 2, all the images implicate upward
movement although they emphasize different aspects of such movement. Even the second image
can be viewed having a close relation to the other images, especially with regard to image #4.
They would look quite similar if either of them is rotated 90 degrees. Thus, it seems quite natural
that up exhibits a complex pattern in terms of students‘ choice of SCOBA images. (Table 6-9)
Items in which a large majority of the students agreed include numbers 4, 5, 7, 8, 9, 10,
14 and15. In each case more than 10 students chose the same image, while for the remaining
items, they showed greater divergence in their selections.
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Table 6-9: Students‘ choice of the SCOABA images of up
Up
1
2

3

4

5

1. An accountant‘s job is to add up
columns of figures.
2. We finished up dinner and took the dirty
dishes to the kitchen.
3. At the sergeant‘s command, the troops
formed up into a single line.
4. He walked up to me and asked how to
get to the station.
5. We‘ll hook up these shelves to that wall.

2

2

2

1

9

0

7

0

3

7

1

6

6

1

3

2

14

1

0

0

12

2

3

1

0

6. I hurried up and finished the test.

6

3

0

5

2

7. The mechanic greased up the motor.

2

0

3

1

11

8. The multinational company is setting up
new branches in Asia.
9. The cook hacked up the potatoes and
dumped them in the pot.
10. Rioters smashed up cars and shops
leaving a trail of destruction.
11. I‘m glad that you project is shaping up
so nicely.
12. I fogged up when my parents‘ photo
was unveiled.
13. The sauce is thickening up.

1

3

12

0

1

1

0

0

2

13

0

0

1

6

10

2

3

9

2

2

2

0

2

3

7

5

1

3

7

2

14. A few passengers decided to take the
next bus, which freed up seats for my
friend and me.
15. How do I link the new printer up with
the computer?

1

0

14

1

1

0

13

4

0

0

Sentence #3, for example, elicited five different answers. Some meaningful examples are
shown in Table 6-10.
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3. At the sergeant‘s command, the troops formed up into a single line.

Table 6-10: Students‘ account of form up
Participants
Image # Meaning
Guowei
1
From chaos to order
Dongjoon
2
The goal is a single line.
Cheng
2
Reaching the end of the forming
Liwei
2
The troops move to make a line of their positions.
Jia
3
After the command, the troop in a single line become
more visible or orderly
Kamnan
3
The row of the troops is formed into a single line, before
that, it‘s not a line.
Yi-Han
3
To be more visible
Feng
3
After formed, the line became visible.
Jaeseok
4
Make a single line perfectly.
Dohyun
5
Make something to be perfect form
Huan
5
All the troops form a single line
Ning
5
Complete covery
What the researcher kept had in mind for the ―form up‖ in this particular sentence was
image #3 that emphasizes an increase in visibility and accessibility. Students answers diverged
into across five different images and interestingly their explanations reflect the different image
schemas they selected. For instance, Guowei‘s choice of #1 well matches his verbal account
―from chaos to order‖. Here, the conceptual metaphor, UP IS GOOD, seems to be working,
because he the student associates upward movement with the increase of orderliness. Dongjoon,
Cheng and Liwei chose #2 assuming that ―a single line‖ is the goal to be reached. Participants
who chose #3, as expected, emphasized visibility and accessibility. As we saw in table 6-9, #2
and #3 were chosen by 6 students each and the accounts provided by the two groups of students
are likely to be acceptable. Jaeseok chose #4 and his explanation includes the word ―perfectly‖
reflecting his awareness of the completion sense of up. Finally, the answers of the #5 group
include words that are related to ―covering‖, e.g. all, covery, perfect, etc.
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What should receive attention is the fact that students‘ choice is a result of reasonable and
conceptual understanding whether it corresponds to dictionary definitions or to the researcher‘s
expectations. This pattern was more frequently observed in the up phrasal verbs than in the other
phrasal verbs. Sentence 11 is another example (Table 6-11).

11. I‘m glad that your project is shaping up so nicely.

Table 6-11: Students‘ account of shape up
Participants
Image #
Meaning
Ru
1
Going well to be better
Jia
3
The project is shaped nicely and become better.
Jaeseok
3
Make visible
Cheng
3
Shaping to be visible
Shanyuan
3
Project is becoming more visible
Jaidee
3
Planning up, designing
Make it more visible, possible
Make it real (from idea)
Ning
3
Become visible
Guowei
3
The project is more accessible known
Dongjoon
3,4
Project is formed well so it is visible and known now.
Dohyun
4
Shape something and make it to be in the best state
Yi-Han
5
Make more precise
complete the shape

Ru chose image #1and associated upward movement to getting better. Explanations of
the #3 group commonly include words such as ‗visible‘, ‗possible‘, ‗accessible‘, ‗known‘ and
‗real‘, indicating that they associate upward movement to an increase in visibility and
accessibility. Dohyun who chose #4 used the word ‗best‘ reflecting the imagistic representation of
reaching the limit. Yi-Han who chose # 5 emphasized a sense of completion. Item #5 is usually
associated with a covering sense, but it is not completely unrelated to a sense of completion since
its implication is ‗complete covering‘. Therefore, Yi-Han‘s account should not be regarded to be
entirely inappropriate.
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Over
In case of over, the A-B-C trajectory (depicted as #1 in the SCOBA) is largely responsible for
other subsenses. However, imagistically they are fairly distinctive compared to the other two
particles. Furthermore, unlike out and up, the corresponding extended senses bear little
resemblance at the surface level. In spite of semantic complexity of over, there were several items
(sentences 1, 3, 5, 8, 9, 10 and 11), where more than 10 participants chose the same image out of
the 9 images included in the SCOBA. (Table 6-12) For the remainder of the items, participants
were divided into more than two images. What is interesting is that in some of the sentences (4, 6
and 15), students‘ choices were equally distributed over three or four images. There were also the
cases (sentences 1, 5, 6 and 7) where a choice of a majority of the students did not correspond to
the researcher‘s preference.
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Table 6-12: Students‘ choice of the SCOABA images of over
1

2

3

4

5

6

7

8

9

1. Who will take over when you retire?

3

0

0

0

14

2

0

1

0

2. She was bubbling over with enthusiasm and excitement.

1

3

0

1

0

5

2

0

8

3. I‘ll invite you over for a meal.

1

0

0

17

0

0

0

0

0

4. Let‘s run over the song one more time.

0

0

0

0

0

7

7

5

0

5. We need to make over the whole living room.

3

0

1

0

0

12

0

1

0

6. The studio requested that we work the film over and give it
a happy ending.
7. I flipped over the card to reveal the ace of spades.

0

0

0

0

3

6

5

5

0

9

0

1

0

0

1

6

2

0

8. The contractor paved over the meadow in order to expand
the mall‘s parking lot.
9. Around 10 pm, our plane flew over London.

0

2

2

0

0

14

0

0

1

7

1

10

0

0

0

0

0

0

10. The pastry chef glazed over doughnuts with hazelnut
crème.
11. We will carry over all unfinished business to the next
morning.
12. The fugitives escaped over the southern border.

0

2

0

0

0

13

0

3

0

9

0

0

3

1

0

0

3

0

12

0

0

2

0

0

0

0

3

13. Who will take over when you retire?

1

0

0

0

12

1

0

2

0

14. He won‘t work unless someone stands over him.

0

1

0

0

9

0

0

7

1

15. It won‘t be easy to win him over to our point of view.

4

1

0

3

1

0

0

0

5

1. Who will take over when you retire?

This sentence was expected to be imagisitically straightforward. Here, over depicts a
transfer of work from one person to another and a sense of transfer is associated with the A-B-C
trajectory. However, only 2 participants chose the A-B-C trajectory while 14 students chose
image #5 or a sense of control (Table 6-13).Most of the 14 students used the word ‗take charge‘,
‗control‘, ‗manage‘, etc. They are likely to focus on the state of having control over the work,
which occurs as a result of the transfer process. Only three students understood the meaning
properly as shown below.

Table 6-13: Students‘ account of take over
Participants
Image # Meaning
Jia
1
Somebody A come trough the boundary to replace C
Huan
1
The work goes from you to others.
Dongjoon
1

Dongjoon‘s drawing shows that he clearly understood the concept of transfer and that the
SCOBA image provided the basis of that understanding. Among the students who chose image #5,
some provided a verbal account that better matches #1. ‗Take the position‘, ‗take others position‘,
‗take something totally‘ and ‗take all of the responsibility‘ are the examples. They have the verb
‗take‘ in common implying a shift of responsibility and power from one person to another. Their
choice of SCOBA image #5 does not reflect such understanding. They fail to see the movement
and focus instead on the control feature of the phrase.
Similarly, students‘ choice in sentences 5, 6 and 7 do not match the researcher‘s
preference. In sentence #5 (We need to make over the whole living room.), over implies a
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complete change and could be associated with image #1 or #9, which is similar to #1 but without
the middle part where the object is visualized as ―on top of‖ for a portion of its movement. The
word ‗whole‘ could confuse students. Probably this explains why 12 students chose #6 that is
associated with a sense of complete covering. Throughout the verbalization practice, students
tend to choose image #6 when over is associated with a sense of completion, entirety or
wholeness, although the focus of #6 is covering, not completeness. Sentence 6 will be explained
more in detail. In case of sentence 7 (I flipped over the card to reveal the ace of spades.), what the
researcher kept in mind was image #7 which depicts reflexive motion, while 9 students chose
image #1, the A-B-C trajectory. Students may have thought that the flipping action resembles the
transferring action from one side to another. Sentence 6 will be explained in detail below.

6. The studio requested that we work the film over and give it a happy ending.

In this sentence, students were divided into four groups (Table 6-14).Similar to the
previous examples, their verbal explanations include elements that are related to the selected
SCOBA images. ‗Work over‘ in this sentence means ‗redo the film and make changes‘. Item #7
was the image that first came to the researcher‘s mind, since the reflexive motion implicates
repetition. Students who chose #7 took similar steps, while the other groups followed different
paths. Group #5 seems to associate a control sense to ‗work over‘. They may have thought that in
order to be able to make changes to something, one should have control over it. Students who
chose #6 do not show clear reasoning. Two of them, Lihua and Ru, seemed to focus on the sense
of wholeness, but the other four students did not seem to have a clear idea about how image #6 is
connected to meanings of ‗work over‘. The #8 group sees the examining sense is relevant to this
particular instance.
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Table6-14: Students‘ account of work over
Participants
Image # Meaning
Jaeseok
5
Control the film
Taeho
5
Watch
Guowei
5,8
Do sth for the film and change its ending
Dohyun
6
Work again with something
Lihua
6
Finish the whole film
Ru
6
Work from the beginning to the end
Cheng
6
Finish working on
Shanyuan
6
Modify?
Dongjoon
6
Examine(?)
Jia
7
Rework on the film
Yi-Han
7
To renew the film
Chien-Lien
7
Do it again
Huan
7
Change the film
Jaidee
7
Redo, do again
Ning
8
Examining
Jin-Hua
8
Making something out completely
Feng
8
Work the white film
Ning
8
Examining

15. It won‘t be easy to win him over to our point of view.

What the researcher conjured up with the phrasal verb, win over, was the A-B-C
trajectory (#1) in a sense that his point of view changes from one side to the other. Jia‘s response
corresponds to such an explanation. However, other students had a different understanding (Table
6-15).
Students who chose #4 understood it as an approaching sense. They may have thought
that win over is about reducing the distance between the two sides or getting closer to each other.
Guowei who chose #5 related the phrasal verb to a sense of control. A choice of # 6 was quite
understandably associated with a meaning of completion. Finally, Lihua and Yi-Han‘s
explanations clearly show that their understanding was a result of the conjured image schema.
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Table6-15: Students‘ account of win over
Participants
Image # Meaning
Jia
1
Change his opinion from one side to the other
Jin-Hua
4
Making someone agree or support an opinion
Feng
4
Make him change to our mind
Guowei
5
Control his view and accept our view
Ru
6
Win somebody thoroughly and completely
Huan
6
Win him completely
Lihua
9
Higher rank than his rank
Yi-Han
9
To excess the record from the winner

The implications of the student performance
During the course of analysis, it became clearer that even seemingly inappropriate explanations
are nevertheless based on conceptual reasoning and thus, should not be entirely overlooked as an
indication of learner development. Certainly there were cases where their understanding or
reasoning was completely unacceptable, but in many cases students‘ answers included elements
that are acceptable to some extent, and in most cases they reasoned to a conclusion rather instead
of making a random guess. They were thinking conceptually about the meaning of the phrasal
verbs.
Another important finding is that some participants, if not all, have developed awareness
that particles have substantial meanings and semantic contributions to phrasal verbs. Their
accounts frequently included words (e.g. completely, thoroughly, perfectly, all, control, excess,
limit, etc.) which specify meanings of phrasal verbs and they often reflect, represent or even
correspond to what was described in the SCOBAs. On the other hand, some words (e.g.
accessible, visible, better, increase, etc.) show that conceptual metaphor played a significant role
in understanding the phrasal verbs. Although it is true that a trace of development was observed
in many students, it should be noted that the purpose of this particular activity was not to test
students‘ development, but to provide an opportunity for practice by pushing them to verbalize
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their understanding. The fact that they began to notice semantic contribution of particles and tried
to attempt to provide verbal accounts in written form can certainly be regarded as a major gain of
this practice.
Finally, individual differences were quite dramatic and consistent throughout the practice.
Some participants refused to identify the SCOBA images or kept providing synonyms or short
answers that did not exhibit any trace of conceptual development. This may be attributable not
only to individuals‘ learning style, but also to the nature of the practice. As explained before, it
was given to students as a homework assignment. Unlike in-class activities or face-to-face oral
practices, take-home activities may not force students fully to do their best, although it has
advantages in that it can provide enough time and create less stressful conditions for students.

Individual students’ performance
This subsection considers the responses of three individual learners, whose accounts contain rich
metaphoric and imagistic elements, revealing in dramatic fashion the effects of CBI on how
students think about and externalize their knowledge of a concept.

Case 1: Jaidee
Jaidee presented explanations that are not only elaborate, but quite metaphorical. (Table
6-16) She seems to have developed a clear understanding of the metaphorical properties of
phrasal particles and is able to think through it. Her explanation of worn out and leaked out is
especially impressive in that she is explicitly using metaphor-related terms such as ‗symbolize‘
and ‗container‘.
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Table 6-16: Jaidee‘s account of the out phrasal verbs
Image# Container Meaning
2. She is good at
2
Group of
Sort things that she needs out of thing that she
fishing things out.
things
doesn‘t need or wants
5. Count me out,
2
Group of
Remove his/her name from the list of guest who
I‘m afraid: I won‘t
guests
would come party
be able to come to
your party.
1. She looks worn
3
Cloth=her This symbolize she as a cloth. Worn out cloth is
out, doesn‘t she?
body
like old cloth with pale color. So she should very
tired, lack of energy.
7. Nobody knows
3
secret
To be known by other people
how the secret
keeper
This symbolize secret as liquid or gas in container
leaked out.
Gas/water leak out of container is like secret leak
out from the keepers.

Her explanation of over phrasal verbs is also meaning-oriented and metaphorically rich.
Explicit reference to ‗symbol‘ and ‗metaphor‘ in explaining of bubbling over (#1 in Table 6-17)
does not differ from the previous out examples explained above. Identifying ―him‖ as an obstacle
to overcome also shows a trace of metaphoric understanding (#15 in Table 6-17). The next two
examples (#4 and #5 in Table 6-17) are more SCOBA-based. Explaining the meaning of make
over (#4), first she provides a single-word synonym (redecorate) and then elaborates. The
elaboration part clearly reflects the A-B-C trajectory (depicted as #1 in the over SCOBA). The
next example, run over (#4 in Table 6-17), also includes a trace of imagistic understanding (e.g.
‗Play the song thoroughly‘). Finally, the last two examples (#3 and #1 in Table 6.17) show that
she Jaidee developed awareness that the particle, over, is a meaningful constituent of phrasal
verbs.

Table 6-17: Jaidee‘s account of the over phrasal verbs
Image# Meaning
2. She was bubbling
6
Filled up with bubble and bubble is the symbol or metaphor
over with enthusiasm
of cheerfulness, enthusiasm, excitement, joy.
and excitement.
15. It won‘t be easy to
1
Win against, overcome
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win him over to our
point of view.
4. Let‘s run over the
song one more time

5. We need to make
over the whole living
room.
3. I‘ll invite you over
for a meal.
1. Who will take over
when you retire?

Him is an obstacle to overcome.
8,6

1

Play the song thoroughly (por#6) and I think it also give the
same sense as ―go over‖ like the speaker is listening at the
song carefully or maybe practicing playing the song with
the band.
Redecorate, switch from one stage to another stage of
decorating

4

Invite to come, over adds a sense of movement toward.

6

I think ‗over‘ in this phrase have the same meaning ‗over‘
in ‗go over‘. Because ―take‖ has its own meaning of
changing possession for example, take somebody‘s place
but over is added to emphasize the meaning of ―take‖ to be
completely thoroughly.

Case 2: Kamnan
Kamnan‘s verbalization presents quite a different pattern from that of Jaidee. His
explanations were more imagistic and graphical than verbal. It is not surprising at all given that
particles basically denote spatial orientation and that instruction itself was largely dependent upon
images. Even though this practice was targeted to elicit verbal explanations, it was anticipated to
some extent that some students could not help relying on imagistic resources. Kamnan‘s
explanation, however, was imagistically far richer than the accounts provided by other students.
As shown in Table 6-18 below, he produced his own drawings instead of identifying SCOBA
images. Kamnan‘s images sometimes corresponded to the images included in the SCOBA
(numbers 3, 4, 6, 7, 9, 11, 12 and 15), while at other times they differed considerably from the
SCOBA version (numbers 1, 2, 5, 8, 10 and 14). Since this was a take-home assignment and
students were encouraged to refer to the SCOBAs, he could have completed the task by simply
providing image numbers from the SCOBA, which he did not do for six of the items. It is
possible that instead of referring to the provided SCOBA, he went back to the images retained in
his mind and thought through them.
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When explaining meaning, he alternates between verbal accounts and imagistic
demonstrations. Verbal accounts (numbers 1, 3, 4, 5, 6, 8, 10, 11, 12, 13 and 14) unequivocally
reflect the SCOBA images, whereas the graphical illustrations (numbers 2, 7, 9, 11 and 15)
modify them to specify the SCOBA-based images in consideration of the sentential context.
For example, the SCOBA image for number 7 (flip over) became more detailed in his
illustration of its meaning. The rectangular is replaced with an actual card shape and the arrow
shows what type of moment that the card makes. In number 9 (fly over), the rectangular and the
circle in the SCOBA image were replaced with buildings and an airplane, respectively. Now, the
arrow indicates the movement of the airplane. His illustration of win over shows how he
visualizes the sentential context described in #12 based on the SCOBA image he chose. He
thought that over in win over denotes a status of being above, thus being in a superior or
dominant position. The researcher‘s choice was the A-B-C trajectory or image #1 in a sense that
over in this context indicates that ‗he‘ changed his point of view from one side to another, that is,
was persuaded. Kamnan‘s illustration interpreted the main verb ‗win‘ literally, while the
researcher took it metaphorically. This may explain why Kamnan‘s person figures are placed
vertically on the podium, which is a symbol of ranks or stratification and why the researcher
chose image #1, which emphasizes horizontal movement. However, in spite of the seeming
disagreement, the two conceptualizations or visualizations carry a fundamentally similar idea
with a slightly different focus and can be accepted as appropriate explanations. In case of
sentence #2 (bubble over), over was thought to denote a sense of excess and associated with
image #9, but Kamnan‘s SCOBA image indicates that he associated it with a covering sense (#6
in the original SCOBA). The more detailed illustration shows specifically how he visualizes the
sentential situation. In the image, ‗she‘, the subject of the sentence, is enclosed with a bubble,
around which ‗enthusiasm‘ and ‗excitement‘ float around. His visualization is certainly different
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from the researcher‘s visualization, which is closer to volcano eruption. However, it is hard to say
that his visualization is totally random or misleading. Specifically how it influenced his
understanding of the phrasal verb ‗bubble over‘ is not clear, because he did not provide an
additional verbal explanation.
The items where Kamnan provided verbal accounts (items 1, 3, 4, 5, 6, 8, 10, 12 and 14)
offer a clearer picture. Most explanations show that the SCOBA image is a decisive factor for
understanding of the phrasal verbs. Words such as ‗all‘, ‗again‘, and ‗whole‘ in #1, 4, 8, 10 and
11 indicate that his understanding was influenced by the choice of the SCOBA images. Phrases
such as ‗invite someone come‘ (in #3), ‗until it‘s done‘ (in #6), ‗escape by crossing‘ (#12),
‗pressure or push‘ (in #14) also well reflect the SCOBA images he drew himself.
Kamnan‘s example verifies Rudzka-Ostyn‘s (1998) argument that the simplified abstract
image schemas in her workbook can be beneficial because they can be generalized to a variety of
different cases.

Table 6-18: Kamnan‘s account of the over phrasal verbs
Image#
Meaning
1. Who will take over
Take all of the responsibility
when you retire?

2. She was bubbling over
with enthusiasm and
excitement.

3. I‘ll invite you over for a
meal.

Invite someone come to my house
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4. Let‘s run over the song
one more time.

Start singing the song from the beginning again

5. We need to make over
the whole living room.

Clean and clear in the living room

6. The studio requested
that we work the film over
and give it a happy ending.

Work the film until it‘s done

7. I flipped over the card to
reveal the ace of spades.

8. The contractor paved
over the meadow in order
to expand the mall‘s
parking lot.

Pave all of meadow

9. Around 10 pm, our
plane flew over London.

10. The pastry chef glazed
over doughnuts with
hazelnut crème.

Whole surface of doughnuts was glazed with
hazelnut crème.

11. We will carry over all
unfinished business to the
next morning.

Will finish all of works

12. The fugitives escaped
over the southern border.

Escaped by crossing the southern border
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14. He won‘t work unless
someone stands over him.

Pressure or push

15. It won‘t be easy to win
him over to our point of
view.

Case 3: Guowei
Similar to Kamnan‘s case, Guowei‘s verbalization practice includes imagistic elements.
(Table 6-19) He did not identify the SCOBA images, but drew his own images when explaining
the meanings of the phrasal verbs. However, most of his drawings looked quite similar to the
original SCOBA images. Some images that differ from the original are numbers 11, 12 and 15.
They happen to be image #4 that represents a sense of extension. Despite their apparent
difference, the new images cannot be clearer in terms of the message he wanted to deliver. Next
to each drawing, Kamnan identified what is conceptualized as a container. His verbal explanation,
however, does not seem to reflect his imagistic or conceptual thinking process. It mainly consists
of single- word synonyms. He may have thought that his drawings offer enough explanation
about the meaning of phrasal verbs. It could also be due to the unfamiliar nature of the task.
Explaining meanings of particles or phrasal verbs in detail, in general, is not part of phrasal verb
learning. Furthermore, for L2 learners, it could be a difficult task to explain word meanings in the
target language. Guowei‘s explanations of the later particles, up and over, did not include any
drawings, but more detailed verbal accounts. As the instruction progresses, he may have
familiarized himself with the practice and developed an ability to verbally explain meanings of
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the particles. For L2 learners, verbalizing is not only a learning process, but it is also a process to
be learned and a result of learning.

Table 6-19: Guowei‘s account of the out phrasal verbs
Image# Container
1. She looks worn out, n/a
Body
doesn‘t she?

Meaning

Weak
2. She is good at
fishing things out.

n/a

Water

Pull out, Seak
3. I wonder how he
figured out the
content of the letter.

n/a

Letter

Think up, construct
4. There were many
angry people to speak
out against the
abortion law.

n/a

Body

Say loudly
5.Countme out, I‘m
afraid: I won‘t be able
to come to your party.

n/a

Party

Exclude
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6. She burst out
laughing/crying.

n/a

Body

Suddenly happen
7. Nobody knows
how the secret leaked
out.

n/a

Secret

Escape
8. We could just make
out a building through
the trees.

n/a

Tree

Manufacture
9. I‘m glad to see that n/a
your business plan has
panned out.

Plan

Fruitful
10. Scratch out
anything on the
shopping list that you
think is too expensive.

n/a

List

Scrape
11. The bat spread out n/a
its wings and flew
through the case.

Wing and flew

Extend
12. The film dragged
out and I fell asleep.

n/a

Tension

Prolong
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13. When I was 12,
my last baby tooth fell
out.

n/a

Tooth

Absent
14. His grade-point
average was less than
2.0, so the college
flunked him out.

n/a

College

quit
15. Our food held out
during the blizzard.

3

?

remains

Conclusion
This chapter analyzed students‘ verbalization practice. In this practice, students were encouraged
or even pushed to refer to the SCOBAS and conceptual metaphors when explaining meanings of
the phrasal verbs provided. This procedure was expected to enhance conceptual understanding of
the particles and to create an opportunity to externalize that understanding. As discussed above,
students were able to take advantage of the SCOBA images and related conceptual metaphors,
although they were sometimes confused and misguided. It is also true that the accounts of some
students at times failed to include any reflection of conceptual metaphor or image schema, but
consisted of a mere repetition of what they already knew. A list of synonyms or dictionary-like
accounts may be another indication that the participants were not entirely successful in taking
advantage of conceptual metaphors and image schemas. Even though the goal of the assignment
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was to elicit a detailed written explanation of their understanding of phrasal verb constructions,
most of the explanations were not as detailed as had been expected. This may be attributable to
the fact that the participants were not familiar with verbalizing practice and that the spatial nature
of particles made it more difficult for the learners to explain the relevant meanings regardless of
modality of the explanation. On the other hand, imagistic explanation might have been more
amenable to explanation, as some students clearly demonstrated.
Despite the difficulty, it is clear that at least some of the explanations were metaphoric
and systematic. It may reflect directly the effect of CBI, since students had to complete the
explanation task within two or three days of instruction. In order to examine whether the
understanding manifested by students is retained, the results of the pretest and posttests II and III
must be analyzed. This will be done in the chapters that follow.

Chapter 7

Data Analysis: Definitions
This chapter investigates how learners defined the target particles. The definition task
was included in the pretest with multiple-choice questions. Compared to the multiple-choice
question, the definition task was expected to reveal more clearly students‘ understanding and
subsequently the instructional effect. The analysis will focus on how imagistic and metaphorical
sides of CBI helped learners understand the semantics of the particles.

Becoming semantically rich
One of the most noticeable changes in students‘ definitions is that the definitions provided in the
posttest are semantically richer than their pretest counterparts. It may not be a surprise given that
the students were exposed to explicit instruction. However, the effect of CBI is that the learners
began to understand both the basic and the extended meanings of the particles. In addition, they
also came to understand not only the primary physical sense, but the abstract and metaphorical
senses of the particles. Table 7-1 shows Huan and Dongjoon‘s definitions for out in the pre- and
the posttest.

Table 7-1: Huan and Dongjoon‘s definitions of out
Pretest
Huan
Out:
1.

this means out

2. use all of something

Posttest
Out:
1. out of a container: I go out.
2. to the limit: We run out of food.
3. become visible: It turns out that …
4. to the largest area. Stretch out the
map
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Dongjoon

Out: move something to other place and then
disappear

Out:

In the pretest, Huan provided two senses. The first is the primary sense of out and is
illustrated with a drawing. The second sense is likely to refer to the usage as in ‗run out of‘.
Huan‘s posttest definitions, on the other hand, include four meanings reflecting the internalization
of the SCOBA and understanding of the CONTAINER metaphor, although they are neither
comprehensive nor systematic. He seems to understand the primary sense (#1 in his definitions)
and a sense of extension (#4 in his definition). Definitions #2 and #3 are two senses that can be
explained by the primary sense, ‗out of container‘. One of the possibilities would be that he
blended the out and up SCOBAs, since the latter lists the two senses as major semantic categories.
However, they can be applied to the particle out, as well, to some extent. The examples provided
to illustrate these two senses indicate that his understanding is on the right track. In case of
Dongjoon, his pretest definition roughly refers to the primary sense, but the posttest counterpart
includes three senses illustrated graphically. The three images show that his understanding the
CONTAINER metaphor: the CONATINER can be a group of something and that the
CONATINER can be expanded or extended.
Table 7-2 lists the definitions for up. Similar to the previous examples of out, Yi-Han and
Huan‘s definitions in the pretest denote the primary sense of the particle. Their posttest answers,
as can be seen in the table, include not only the basic sense, but also the extended senses. Their
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explanations do not cover all the senses included in the SCOBA, but they nevertheless show that
the students‘ conceptual knowledge of up has been expanded.

Table 7-2: Yi-Han and Huan‘s definitions of up
Pretest
Yi-Han
Up: Up which means a lower state to a upper
state

Huan

Up:

Posttest
Up
1. forward movement
2. complete something
3. closed but higher place
4. make something up with the
movement of 90 degrees
Up:

This means up

1. upward motion: He stood up.
2. positive: Her spirited was lightened
up.
3. cover an area completely. cut up the
meat.

Yi-Han‘s definitions include a sense of approaching (#1, #3 and #4), a sense of
completion (#2) and the primary sense (#3). Huan referred to the primary sense of up (#1) and a
sense of completion (#3) and demonstrated that he understood the UP IS GOOD metaphor (#2).
The most dramatic changes were observed in the particle over. Table 7-3 shows
definitions of over provided by Jia, Jin-Hua and Jaeseok. Their pretest definitions show that they
have a vague understanding of the primary sense of over, or the A-B-C trajectory and some other
senses based on the most frequently used expressions. Their posttest definitions not only include
more senses, but an increased number of examples, as well. Their lists are not comprehensive, but
generally have the primary sense and a sense of control. Senses other than these appeared
idiosyncratically and are not included in the table.
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Table 7-3: Jia, Jin-Hua and Jaeseok‘s definitions of over
Pretest
Jia
Over: Cross something: get over that river.
Forget or recover from something: I‘m over
it.
End: Game over

Posttest
Over: Movement from one aide to another,
e.g., come over, jump over
Control/over: watch over, look over the book
Reflective/bent: play over
Exceed: over 50 yr
Toward a goal: game over

Jin-Hua

Over: something passes others, or beyond
the limitation
Ex.pass over

Over:
1) Control something  He will take
over the job in July.
2) Take something to another side 
He flips over the card to see the
information.
3) High passing something  He
jumps over the wall and runs away.
4) Covering  He spread the sand over
the surface of glass.

Jaeseok

Over: end – it‘s over

Over:
- Sth goes to another place beyond
obstacles
- Sth is under control ex) Teacher
watched over the student.
- come to the speaker ex) They will
come over.

The reason why the students were unable to cover all the senses described in the SCOBA
may be attributable to the fact that over was semantically more complex compared to out and up.
Nevertheless, there were several students who managed to be comparatively comprehensive and
elaborate. Table 7-4 lists definitions provided by these students.

Table 7-4: Lihua, Huan and Guowei‘s definitions of over
Pretest
Lihua
Over: 1. The end, example: ‗the class is
over.‘ Means ‗the class is finished‘.
2. Change to another side, example: ‗Turn
this page over‘.
3. Look back, review, example: go over your

Posttest
Over: 1. Over is accompanied with verb
meaning change from one side to another.
For example, turn over to the next page. 2.
Control, eg: Who will take over it after your
leave?3. Excess 4. Examining 5. Getting
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Huan

Guowei

lecture‘, means ‗reviewing your lecture.‘

closer 6. Completely 7. Higher and close\to
8. Moving higher and close to
9. Bent eg. knock over

Over:
1.
2.
3.
4.

Over:
the end
above something
through something
to some place, like come over

Over: pass, through, above, end

1.
jump over the fence.
2. above The sky over the fence.
3. pass from above. fly over.
4. come to a nearer place. ask the
waiter come over.
5. take control. The teacher is watching
over us.
6. cover. all over the place
7. bend. Bend over and pick the pocket
up..
8. Examine. go over the text.
9. Excess. He is over 50
Over:
from one side to another

be higher

move higher

get close to
examine

control

excess

beat, flexibility

The students‘ posttest definitions are a strong reflection of the SCOBA. Lihua‘s posttest
includes all of the nine senses of over and some of them are accompanied with an exemplary
sentence or phrase. In this respect, Huan‘s definitions are similar except that he provided an
example for each sense and that the primary sense was demonstrated imagistically as well.
However, it was Guowei who was the most imagistic presenter of all. He provided eight senses
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except for a sense of ‗covering‘ with graphical illustrations. The performances of these students
are impressive given that they were not allowed to refer to the SCOBA and that they had to
complete the test (including the multiple-choice questions) within the 50-minute class period. It is
likely that they had successfully internalized the SCOBA to the extent that they could retrieve it
from memory with little difficulty.

Disappearance of the antonyms
What caught the researcher‘s attention during the preliminary examination was that in the pretest
quite a few students used antonyms to explain the target particles. Such cases were the most
frequently observed in the case of out, as shown in Table 7-5.

Table 7-5: Students‘ definitions of out
Pretest
Ru
Out: the opposite direction of ―in‖, for
example out of the room

Posttest
Out: Something is not inside of a container
which can be a real material, mind, body
and so on.
e.g. speak out, go out

Shanyuan

Out: it‘s the inverse of ―in‖
Example: Out!
get out!, come out
out of date

Out: Original meaning ―out of some
containers‖
So the key word is ―container‖, there are all
kinds of containers, there are all kinds of
containers, physically or not physically
ex, move out, wear out, pick out

Cheng

Out: the opposite concept is ‗in‘, which
means a status transferring from inside
to outside like pour out the water,
stretch your arms

Out: Out of a container, both physically
existed container or virtual ones

Feng

Out: reverse side of ―in‖, also means
―empty‖.
e.g. go out with boys
e.g. run out of time

Out: take something from inside to outside.
out of container
e.g. can you point out which flowers you
like?
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Yi-Han

Out: Out which means not inside

Out
1. The movement from within the box
to out of the box
2. out of some groups
3. uncovering, make clearly, to open
4. out of the saving

Guowei

Out: the opposite direction of ‗in‘

Out: from inside to outside

From mixed

Students‘ pretest definitions listed above commonly included the words in or inside and
the expressions such as ‗the opposite‘, ‗the reverse‘, ‗inverse‘, etc. Out was explained by ‗not
inside‘, ‗the opposite direction of in‘, or ‗reverse side of in‘. This type of definition cannot be
regarded to be completely inappropriate, but do not unpack the meanings of the particle out,
leaving it unexplained. Their posttest definitions, on the other hand, do not refer to the
antonymous particle, in, but explain what out means based on the concept of CONTAINER. Four
students (Ru, Shangyuan, Cheng and Feng) explicitly used the word ‗container‘. Interestingly, YiHan used the word, ‗box‘, instead, which carries the same concept as CONTAINER. In the case
of Guowei, although he did not use the term explicitly, his drawings indicate that he has a
container in mind, but imagistically. Furthermore, Ru, Shanyuan and Cheng mentioned
metaphorical uses of the particle. Ru included ‗mind‘ as a candidate for CONTAINER along with
the physical entity such as ‗a real material‘ and ‗body‘. Shanyuan and Cheng used expressions
such as ‗not physically‘ and ‗virtual‘ to acknowledge metaphorical and abstract uses of out.
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Changes in Yi-Han and Guowei‘s definitions are quite dramatic. Their definitions in the posttest
are a reflection of the SCOBA, although they are not perfect.
As Table 7-6 shows, three students used the particle down to define up. In the posttest,
none of them recycled the particle down; instead they provided definitions that are more meaningbased and conceptual. Feng, Liwei and Shanyuan were able to provide the primary sense, but
only Liwei and Shanyuan managed to provide extended or abstract senses of up based on the
SCOBA.

Table 7-6: Feng, Liwei and Shanyuan‘s definitions of up
Pretest
Posttest
Feng
Up: reverse side of ―down‖. Catch up,
Up: an object moving to a higher place
hand up
e.g. please hang up the graph.
Liwei

Up: rise in the opposite of down

Up:
1. moving to a higher place
2. aiming at or reaching a goal
3. cover an area completely

Shanyuan

Up:

Up: mover higher
1. it‘s the inverse of ―down‖ : get up
2. finished ―eat up‖

ex. jump up

Sometimes means ―more accessible,
known, explicitly‖ ―completely‖, ―to the
limit of sth‖
ex. clean up

Finally, Table 7-7 shows a case where the antonym was used to define the particle, over.
Shanyuan referred to below as an antonym, although the question mark and the following
comment in parentheses indicate that he was not entirely confident. In the posttest, he provided a
drawing of the A-B-C trajectory along with a sense of covering, control and of approaching.
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Table 7-7: Shanyuan‘s definitions of over
Pretest
Shanyuan Over:
1. it‘s the inverse of ―below‖ ? (not
sure)
2. finished (Class is over)

Posttest
Over: Original meaning: move higher
and closer
Sometimes mean ―closer to,‖ ―control‖,
―covering completely‖ ―access‖
ex: take over, make over, go

Disappearance of the antonymous particles is evidence that CBI enabled the participants
to reach a deeper understanding and equipped them with language to externalize that
understanding.

From induction to deduction
Some students‘ definitions exhibited an interesting change from the pre- to the posttest. In the
pretest, their definitions started with examples that were followed by explanations of these rather
than definitions of the particle. The posttest counterparts present definitions for the particle first
followed by relevant examples. Table 7-8 illustrates how Chien-Lien and Ning changed from an
‗inductive‘ to a ‗deductive‘ approach. Chien-Lien‘s definition in the pretest begins with the
exemplary sentence including the phrasal verb, ‗hang out‘, which was explained with the phrases
‗go out‘ and ‗be along with‘. Ning‘s initial example was the phrasal verb, ‗turn out‘, which was
followed by an elaborate explanation. In the posttest, both of the students provided definitions of
the particle first followed by appropriate examples. Chien-Lien‘s definitions consist of three
distinctive meanings. The second sense, ‗position‘, is not entirely clear as to its meaning, but the
following example, ‗go out‘, shows an intent to indicate a physical position of being out. Ning
started her definition with a drawing of the primary sense of out included in the SCOBA and
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explained the concept of CONTAINER. She then provided an exemplary sentence and explained
what out means conceptualized as CONTAINER in the particular sentential situation.

Table 7-8: Chien-Lien and Ning‘s definitions of out
Pretest
ChienOut: I usual hang out with those girls.
Lien
go out, be along with

Ning

Out:
Example: turn out – this turns out to be
very good news.
Explanation: It makes more sense to me
that the phases with ―out‖ refers to a
certain end of outcome and used in the
case whenever there‘s a result of the
event, and sometimes means something
is used up or all consumed.

Posttest
Out: Choose one out of many
position ―go out‖
spread
Out:

Out of a container, and the container can
be real, and can be something imaginary
example: bill Gates dropped out of
college. Here ―out‖ means out of
―college‖, in which ―college‖ is the
container here.

For the particle up, Jia and Ning provided similar definitions, as indicated in Table 7-9.
Jia‘s pretest definitions list two phrasal verbs, ‗stand up‘ and ‗get up‘, followed by an attempt to
explain what up means in general. Ning started with a phrasal verb, ‗make up‘, created a sentence
using it and then explained what up means in this particular situation. As for the generic
meanings of up, she stated that it varies according to the context. In the posttest, on the other hand,
both students were able to provide meanings of up with appropriate examples to illustrate the
definitions. Jia‘s definitions include four different senses, followed by examples. Ning‘s
explanations were similar to the definitions of out discussed above in that they consisted of the
drawing of the primary sense, explanations of meanings of up, an example and explanations of
the example.
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Table 7-9: Jia and Ning‘s definitions of up
Pretest
Jia
Up: stand up, get up
Up down perhaps means information
about worth

Ning

Up:
Example: make up – They need to take
effects to make up their precious work.
―up‖ has very different meaning in
different phrases. Here I feel like it means
get something done or sometimes does
have a meaning to me.

Posttest
Up: Up means a higher position the
movement towards a higher position
For example: stand up, get up
Up also means a movement from one side
to the other side and cover whole process,
E.g., cut up a meat, wrap up, burn up
Situation becomes better: brush up
Up:
-something has a higher
position
physically or imaginary
- rising
- good direction
example: he wake up this morning at 6:30
am. Here ―up‖ means addition to the verb
that not only he is awake, also his
position is higher than before, as he may
sit up …

Table 7-10 shows examples for over. For Chien-Lien, ‗take over‘ was the phrasal verb
that represents the semantics of over. On the other hand, Yi-Han presented two examples, ‗it‘s
over‘, and ‗over and over‘ and explained the meanings of the phrases. She also tried to provide a
generic definition of over, but her attempt was not particularly successful. The phrase ‗just like
open in a space, including outside & inside‘ does not properly reveal the semantics of over. Ning,
interestingly, used ‗take over‘ as an example, as did Chien-Lien. She explained what over means
in the sentence she created and at the end added another sense of over, ‗above the other or a lot of
things‘. The students‘ posttest answers switched the order of the presentation. Although ChienLien does not seem to have developed much, she was capable of providing a meaning of over, but
not a meaning of a phrasal verb. Yi-Han‘s posttest definitions seem to be strongly influenced by
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the SCOBA and list seven distinctive senses. Finally, Ning followed a similar pattern as with the
previous two particles.

Table 7-10: Chien-Lien, Yi-Han and Ning‘s definitions of over
Pretest
Posttest
ChienOver: He took over this company after
Over: cover something
Lien
his father retired.
spill over desk
to take charge of sth from sbd‘s hand
take over
go over
fly over
spread over
Yi-Han

Ning

Over: For example:
- It‘s over, which means It‘s
finished.
- Over: just like open in a space;
including outside& inside
- over & over: just like again and
again or one by one and going on

Over
1.
2.
3.
4.
5.
6.
7.

Over:
Example: take over – She will take over
her family business after graduation.
Here ―over‖ has sorts of meaning like the
subject of the sentence is going to replace
with other possible subjects and execute
the event. Sometimes it refers to me some
thing is above the other or a lot of things
etc.

Over:

close to
covering
control
cross to something
examining
reflect
to continuous

-Above and cover the
other object
- Thoroughly, complete

example: He read over the proposal.
Here ―over‖ has the meaning that he read
the whole thing, he fully covered the
proposal.

The argument being made here is not that deductive explanation is always more desirable
than inductive demonstration, but that the former proved the value of conceptual knowledge. It
enabled students to see the bigger picture. Moreover, the knowledge did not remain at the abstract
level, but was applied to individual examples as well. For this reason, the shift from inductive to
deductive reasoning can be considered to be one of the meaningful influences of CBI.
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Being imagistic and metaphorical from the beginning
During the preliminary analysis, the accounts of two students were especially interesting. Their
definitions in the pretest included drawings, but their posttest accounts did not. This was contrary
to the expected pattern that was in fact used by the majority of students. Despite the
unexpectedness, the drawings included in their pretest confirmed that using images, charts or
diagrams in teaching phrasal verbs can benefit students. If students already think graphically with
the particles, what the instructor is responsible for would be to provide more comprehensive,
systematic and organized materials to take advantage of such a disposition and maximize its
instructional effect.

Table 7-11: Jaidee‘s definitions of out, up and over
Pretest
Jaidee
Out: When I think about ―Out‖ I think
moving from inner part to outer part like
―moving out from apartment‖

Posttest
Out:
 out of container
e.g. speak out, container =body/mouth
container enlarge to the full-size
e.g. drag out

Up: When I think about ―Up‖ I think of
moving from lower position to higher
position like ―walking up the stairs‖

Up:
 up in the higher position, bring to
e.g. pull up
 approach the goal
e.g. run up

Over: When I think of ―Over‖ I think of
this picture/illustration like looking from
higher place

Over:
examining
e.g. go over
 be in higher position with influence
on the lower position
e.g. watch over
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As shown in Table 7-11, the drawings in Jaidee‘s pretest show that she already has a
fairly conceptual understanding of each particle. The drawing for the particle out depicts the
concept of CONTAINER. In the posttest it was replaced with the word ‗container‘. One
possibility is that she still thinks imagistically, but CBI provided her with language to verbalize
the images that she conjures up with the particle. Since now she has the word ‗container‘ at her
disposal, she does not need to draw in order to demonstrate the concept imagistically. This does
not mean that she did not know the word ‗container before, but that CBI made it available for use
when verbalizing the semantics of the particle, out. The drawing for up also disappeared in the
posttest. The pretest drawing visualizes her example, ‗walking up the stairs‘, rather than
illustrates the generic meaning of up. In the posttest, she focused on the generic meanings of the
particle. Therefore, she no longer needs the image of steps. Finally, the image for over that
visualizes a sense of ‗examining‘ turned into a verbal account ‗examining‘ in the posttest.
Although the pretest account, ‗this picture/illustration like looking from higher place‘,
appropriately describes the drawing and represents one of the various senses of over, Jaidee
replaced it with the word, ‗examining‘. This might be because it was the word included in the
SCOBA accompanied by an image very similar to hers.
Similar to Jaidee, Kamnan was graphical in the pretest and became verbal in the posttest.
Table 7-12 shows his definitions for the target particles.

Table 7-12: Kamnan‘s definitions of out, up and over
Pretest
Kamnan
Out: far away from something, some
places. It‘s indicated the direction which is
going to be far away from something or
some places.

Posttest
Out: There is a container and somethings
in the container
come out, expose, or everyone can see it
Ex The conclusion come out from the
committee

159

Up: gain, increasing. It‘s indicated a
situation which is going or increasing.

Up: It likes a upward movement,
reaching to a destination
Ex: This glass is filled up with a water

Over: be above something. It‘s indicated
the position of something that is above
another thing.

Over: There are something above or
something cross from one side to another
side
Ex I would like to cross over the border
to go to another country.

The shift in the particle, out, is similar to Jaidee‘s case. His drawing implies the concept
of CONTAINER and became verbalized in the posttest. In case of up, the posttest definitions
included the phrases ‗a upward movement‘ and ‗reaching to a destination‘, which were
represented as a primary sense and a sense of approaching in the SCOBA. Finally, Kamnan‘s
posttest definitions of over focused on the A-B-C trajectory accompanied by the example
sentence. In the posttest, instead of providing imagistic illustrations, he added new senses and
examples. In this particular task, it is not completely clear whether he took advantage of the
SCOBAs. Analysis of the test parts II and III, which will be presented in chapters 7 and 8, may
shed light on this point.
Next, Dongjoon‘s explanations of up and over are shown in Table 7-13. Similar to Jaidee
and Kamnan, Dongjoon provided imagistic illustrations in the pretest. The drawings denote a
basic sense of each particle. In the posttest, he remained graphical and added new senses. In the
case of up, the first drawing was associated with the primary sense and the second with a sense of
complete covering. The second drawing was not identical with the image included in the SCOBA,
but was used by the instructor in class to explain the phrase ‗cut up the meat‘. It is likely that
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Dongjoon remembers the image instead of the SCOBA version for a sense of covering‘. The
phrase written next to the drawings, ‗up is good‘, also reveals his understanding of abstract uses
of the particle. The drawing for over was changed into the A-B-C trajectory. It seems to be an
influence of CBI. Although his drawing in the pretest can also be considered as a basic primary
sense, CBI placed an emphasis on the A-B-C trajectory. The senses listed next to the drawing are
from the SCOBA. Dongjoon, unlike the previous two learners, continued to be imagistic in the
posttest. Moreover, through all parts of the test he was graphical both in the pre- and the posttest.
It is high likely that this behavior can be attributed to the influence of the SCOBA.

Table 7-13: Dongjoon‘s definitions of up and over
Pretest
Dongjoon Up: move something (upside (?))

Posttest
Up:

up is good

Over:

Over:
too many
stand, endure (?)
win I am not sure
that spelling.

get closer, excess,
examining, covering

If Jaidee, Kamnan and Dongjoon were graphical from the pretest, Lihua and Jia were
metaphorical from the beginning, as illustrated in Table 7-14. In the pretest, they mentioned the
possibility that the particles can denote abstract entities. Defining the particle, up, Lihua stated
that ‗it can be used to describe any real thing or imaginary thing‘ and provided ‗the curve goes up‘
as an example, which was followed by an explanation ‗the values increase‘. Her posttest
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definitions have not changed dramatically, but the UP IS GOOD/MORE metaphor is more
explicitly expressed. Jia also pointed out in the pretest that out can mean ‗some virtual status‘. In
the posttest, she explicitly referred to the CONTAINER metaphor and explained that abstract
entities can be a container. CBI may not have offered a completely new way to approach the
particles, but it seems to have refined and intensified the general knowledge of the particle that
these students already possessed.

Table 7-14: Lihua‘s definition of up and Jia‘s definitions of out
Pretest
Posttest
Lihua
Up: A rising tendency. It could be used to Up: A state means good, increase, become
describe any real thing or imaginary
full, higher, better.
thing.
For example, climb up the tree, up means
For example: go up, the bubble goes up,
higher. Cut up the meat, up means ―full,
it means the bubble rising with height in
complete‖, the data goes up, up here
air or example: the curve goes up, means means ―increasing‖.
the values increase
Jia
Out: Out means the position that is not in Out: Get out from a boundary/container.
a boundary, such as the phrase ―get out‖, The container may be physical, for
―outside‖. It also means some virtual
example, get out of this house, where
status. For example, speak out or some
house is a container. Sometimes the
phenomenons that can be observed, such container is abstract. For example: shout
as ―inside out‖.
out, burst out where body is a container.
Drag out: The meet is dragged out. The
original time is a container.

The cases of non-development
Not everyone took advantage of CBI. Some students‘ definitions in the posttest did not contain
traces of CBI or of development. Table 7-15 shows definitions provided by Taeho, Jianguo and
Cheng. Taeho presented three senses for out in the pretest. Except for the primary sense provided
in the first line, the other two senses seem to be randomly based on high frequency idiomatic
expressions. His posttest definitions also include three senses. The second sense ‗outside‘ is
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likely to refer to the primary sense. His pretest expression for the primary sense, ‗physically out
of boundary‘, seems to be more appropriate than the posttest counterpart, ‗outside‘. Among the
other two senses, one (‗one out of a lot‘) comes from the SCOBA, but the last sense (‗spend all,
make empty‘) seems to be randomly chosen. Mouhua‘s definition of up changed from ‗from
lower place to higher place‘ to ‗more higher‘. Finally, Cheng‘s definitions of over in the pre- and
the posttest carry the same meaning. However, the pretest version points out that over can be
associated with the temporal and the spatial concepts. In the posttest, he added a reflexive sense
(‗go back again repeatedly‘). From the perspective of CBI, the pretest definition look more
advanced in that it reveals Cheng‘s understanding of the abstract use of over.

Table 7-15: Taeho, Jianguo and Cheng‘s definitions of out, up and over, respectively
Pretest
Posttest
Taeho
Out: physically out of boundary
Out: one out of a lot (pick out)
sudden motion ―break out‖
outside (move out)
reveal, notify
―figure out‖
spend all, make empty (run out)
Jianguo

Up: From lower place to higher place
example: bring up (one‘s child)

Up: more higher
Ex: We grows up happily.
You finally wake up.

Cheng

Over: Actions from one side to another
side covering a range of continuous time,
space or status
over the years, look over

Over: from one side to another
From one side to another and then go
back again repeatedly

Jisu was another participant who did not seem to benefit from CBI. As can be seen in
Table 7-16, her posttest definitions of each particle are fairly similar to the pretest counterpart. In
the case of out, although she no longer referred to the opposite particle, her definition itself did
not seem to improve. Demonstrations for up and over in the two tests were almost identical. A
drawing for up remains the same and her verbal definition has not changed much, either. Over
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does not differ in that the two explanations refer to the same senses, a sense of excess and of
deviation.

Table 7-16: Jisu‘s definitions of out, up and over
Pretest
Jisu
Out: If you stay room and you go to out
side
in
out
ex) get out
go outside
in side
out side
Up:
b

up level

a

down level

Posttest
Out: go to somewhere from a place to
other place/ more outside
ex) He get out home
Should we eat out?

Up: go high level, arrive somewhere

If you now a and then you go to b, b is
more bigger than a.
ex) up and down
Over: if something more than average or
normal, that means over.
ex) overcharge
overcome if you have difficult
situation, you try to overcome.

ex) electron jump upper level
I jump up the fence.

Over: something too much, increase than
something, move out from normal
ex) she get over sick.
Come over the problem.
I jump over the fence.

The reason why these students did not benefit from CBI is not clear. They may not have
had enough spatial language. However, the imagistic demonstrations were implicitly allowed and
thus the students had various ways to express their understanding. It is also likely that the
knowledge newly acquired from CBI was difficult to retrieve under certain conditions where time
constraints operated. However, except for the aforementioned cases, the majority of students
made meaningful improvements, although there were differences between individuals.
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Conclusion
This chapter analyzed the definition dataset. Students provided semantically richer, more
elaborate and more systematic definitions in the posttest. The definitions also reflected their
understanding of the conceptual metaphors and the SCOBAs. Learners became capable of
defining the particles without referring to the opposite particles and of explaining them
inductively. Some students‘ graphical or metaphorical definitions in the pretest confirmed that
CBI provides necessary and appropriate guidance, although it does not mean that it worked
successfully with everyone. However, changes in learner performance from the pre- to the
posttest were not uniform; rather, as the data considered above illustrated, there was a fair degree
of variation, which was not unexpected. Chapters 8 and 9 will examine whether this conceptual
understanding of the particles helped learners figure out and verbalize the meanings of phrasal
verbs.

Chapter 8

Data Analysis: Verbs Different Particles
The previous chapter revealed that students‘ performance improved with regard to the
particles, out and over, but not in and up and that transfer occurred only in the case of over. In
addition, students guessed significantly less in all the three particles, although they failed to
transfer in their understanding of in, out and up. Multiple-choice questions, however, do not
provide an in-depth portrayal of students‘ understanding of the particles. Parts II and III of the
test were designed to compensate for this. In these parts of the test, learners had to explain
meanings of phrasal verbs in their own words. This chapter discusses Part II, in which learners
were asked to compare phrasal verbs with different particles. Phrasal verbs with the same main
verb and the different particles were placed in sentential context to be compared. Additional items
with particles of down and/or in were added in the posttest as antonymous particles. The analysis
will focus on 1) whether students can figure out the semantic differences caused by the three
taught particles, up, out and over and express them appropriately and 2) whether students were
able to handle the new particles, in and down.

Unpacking meanings of particles
First, it was determined whether students were able to distinguish phrasal verbs with different
particles. L2 learners tend to think that the particles carry no meanings and consequently they
tend to use them randomly. Thus, it is important to investigate if students developed awareness of
the semantics of the particles. The most obvious sign of unsystematic, random understanding of
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particles is that the learners provide other phrasal verbs that consist of the same root verb and
different particles as an explanation. The examples are shown below in Tables 8-1 and 8-2.
Table 8-1 shows Guowei‘s account of the ‗write‘ phrasal verb set. His pretest account of
write out is write down, get down. Shanyuan, as shown in Table 8-2, treats as if hand over and
hand out were synonyms even though the subsequent question mark reveals his suspicion. Their
posttest explanations elaborate meanings of the phrasal verbs without referring to another phrasal
verb. Guowei‘s explanation of wrote out (write out) indicates that he understood what out means
in this particular context. Specifically, the phrase, ‗clearly to show‘, can be regarded as an
indirect reference to ―increase of accessibility, publicity or visibility‖. Similarly, his explanation,
‗for a higher standard‘ of write up implicitly refers to the very basic UP IS GOOD metaphor.
Shanyuan‘s account of hand over changed from ‗Hand out?‘ to ‗Keys was hand from the
driver to others‘ accompanied by his own drawing which is clearly inspired by the A-B-C
trajectory.

Table 8-1: Guowei‘s account of the ‗write‘ verb set
Guowei
8
(a) He wrote his name on the board.

Pretest
Inscribe

(b) He wrote out all the instructions for us.

Write down, get
down

(c) He spent two years doing research for his thesis
and a year for writing it up.

Write detailed

Table 8-2: Shanyuan‘s account of the ‗hand‘ verb set
Shanyuan
6
(a) Please hand me the butter.
(b) The baseball player kissed babies and handed up
from the crowd.

Pretest
Action
The player is
higher than the
crowd

Posttest
Give basic
information
Give some
information clearly to
show
Organize the
information for a
higher standard

Posttest
Action
Hand upward
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(c) Some hospitals hand out free samples of baby
milk.
(d) The driver was forced to hand over car keys and
was left standing on the roadside.

From the hospital
to the people
outside
Hand out?

Hand outside of the
hospital to public
Keys was handed
from the driver to
others

Table 8-3 shows a similar case for Guowei use of the three particles. Unlike the previous
two examples, however, different root verbs were used. On the pretest Hand up was explained by
give out and hand over by send in. It seems that Guowei did not pay special attention to the
particles in the pretest. His posttest accounts did not refer to phrasal verbs accompanied by other
particles and contain more details, although they are not entirely appropriate. However, they
show that he at least began to realize that particles carry meanings of their own and that in many
cases, they cannot be replaced with other particles without affecting meaning.

Table 8-3: Guowei‘s account of the ‗hand‘ verb set
Guowei
6
(a) Please hand me the butter.

Pretest
Give, help

Posttest
Give, help

(b) The baseball player kissed babies and handed up
from the crowd.

Give out

(c) Some hospitals hand out free samples of baby
milk.

Supply, distribute

(d) The driver was forced to hand over car keys and
was left standing on the roadside.

Send in

Hold the baby with
the hand and up to his
head
Give, distribute to
from hospital to the
public
Be forced to give sth
to other person

Dongjoon is another student who attempted to explain meanings of phrasal verbs by
using another phrasal verb with a different particle during the pretest (Table 8-4). In his initial
accounts, jump up, jump out and jump over were explained by stand up, run away and get on,
respectively. His posttest accounts became graphical, but more importantly, they attempted to
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unpack the meanings of the particles of out and over instead of replacing them with another
particle. In case of jump out, he indirectly identified what is CONTAINER in this sentence by
writing the word ‗house‘ directly above the square-like shape. The arrow next to jump out
indicates that he paid conscious attention to the particle, out. The jump over drawing is most
likely intended as a modification of the A-B-C trajectory and fits well in the particular sentential
context. His graphical illustrations of jump out and jump over indicate that on the posttest he
understood how particles contribute to phrasal verbs as a whole.

Table 8-4: Dongjoon‘s account of the ‗jump‘ verb set
Dongjoon
2
(a) He jumped the fence.

Pretest
move above (?)

Posttest
\

(b) She jumped up and ran to the door.

Stand up, raise

Go to upstairs

(c) The door was slammed open and someone
jumped out.

Run away

(d) She jumped over the edge of the truck, landing
lightly on her sandals.

Get on, board

Dongjoon‘s accounts of the kick set also provide evidence that his understanding of the
particles became more systemic in the posttest. His posttest drawings show what types of
trajectory each particle evokes (Table 8-5). For instance, the kick up drawing describes the state
of the dust being up in the air as a result of the kicking action. The kick out drawing shows what
is container and what is being kicked out of the container. The kick over drawing uses the A-B-C
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trajectory to describe a trajectory of the falling chair. Given that the three particles share the
common bare verb, the difference should originate from the particles. Dongjoon successfully
visualized such a difference.

Table 8-5: Dongjoon‘s account of the ‗kick‘ verb set
Dongjoon
5
(a) He kicked a ball.
(b) The horses had kicked up a cloud of dust.

Pretest
Hit something by
a leg
Hit something by
a leg to air

(c) If he‘s not paying his rent why don‘t you just kick
him out?

Chase away

(d) He stood up and in his rage kicked the chair over.

Overturn

Posttest
hit something using
foot

In the pretest, Lihua, similar to the students discussed above, attempted to explain the
phrasal verbs with another phrasal verb. Sometimes, she simply changed the root verbs with the
particles intact and other times replaced the entire phrases with completely different phrasal verbs.
The former is exemplified by jump up and jump out and the latter by burn up, burn out and jump
over. Either case does not explicate meanings of the particles. Her posttest explanations, on the
other hand, reveal that she began to pay attention to the particles (Table 8-6). Explaining the
meanings of plain verbs, she stated that the plain verbs alone cannot convey the subsequent result.
Her explanation of the phrasal verbs in the same set indicate that she had become aware that
particles can denote a resultative status caused by the main motion verbs. For example, her
posttest explanation of the plain verb burn includes the phrase ‗the action that burn the building‘,
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which is followed by ‗However, the results are unknown.‘ In case of burn out, her posttest
account, ‗Burn until it has no fuel any more‘, shows that she understood ‗out‘ means ‗movement
from existence to non-existence‘. The following conjunction, ‗then‘, indicates that the second half
denotes the subsequent result of the burning event. Lihua‘s jump set posttest accounts (Table 8-7)
confirm once again her understanding of the particles‘ contribution to phrasal verbs. She
emphasizes again that the plain verb alone (i.e. (a)) cannot reveal the ending state caused by the
action of ‗jumping‘. Her posttest explanations of jump up, jump out and jump over attempt to
illustrate the resulting state. ‗To stand up‘ (in jump up), ‗and get out of the door‘ (in jump out)
and ‗she exceeds the edge‘ (in jump over) describe what is caused by jumping.

Table 8-6: Lihua‘s account of the ‗burn‘ verb set
Lihua
1
(a) Many of the demonstrators attacked and burned
government buildings.

Pretest
Use fire to
damage and
destroy

(b) A car this size burns up a lot of fuel.

Cost, take in

(c) I left the fire to burn out.

Come over, no
more fire

Table 8-7: Lihua‘s account of the ‗jump‘ verb set
Lihua
2
(a) He jumped the fence.

Pretest
Go over

(b)4She jumped up and ran to the door.

Stand up fast

(c) The door was slammed open and someone
jumped out.
(d) She jumped over the edge of the truck, landing
lightly on her sandals.

Go out
Knocked down by

Posttest
The demonstrators
have the action that
burn the buildings.
However, the results
are unknown.
Use, cost
Burn until it has no
fuel any more, then it
will be out.

Posttest
He jumped towards
the fence. The result
is unknown.
She jumped to stand
up.
Jump and get out of
the door
Jump across the edge.
She exceeds the edge.
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Distinguishing up, out and over
Next, special attention was paid to the cases where students provided the same or similar accounts
for phrasal verbs with different particles in the pretest, but the posttest explanations clearly
became different from one another. This can be regarded as evidence that students learned the
meaningfulness of the particles in phrasal verbs.
Table 8-8 shows that Dohyun‘s pretest explanation of jump up and jump over do not
differ significantly except for the words ‗something‘ and ‗somewhere‘. However, his posttest
explanations differentiate the two phrasal verbs. Jump up is defined as ‗jump upward direction‘
and jump over as ‗jump some barrier and reach other place‘. Both accounts are a reflection of the
primary sense of each particle.

Table 8-8: Dohyun‘s account of the ‗jump‘ verb set
Dohyun
2
(a) He jumped the fence.
(b) She jumped up and ran to the door.
(c) The door was slammed open and someone
jumped out.
(d) She jumped over the edge of the truck, landing
lightly on her sandals.

Pretest
Go over something
Jump to climb up
to something
Suddenly come out
of somewhere
jump and climb up
to somewhere

Posttest
Go over something
jump upward
direction
Going out of inside
by jumping
Jump some barrier
and reach other place

Liwei‘s case is quite similar to Dohyun‘s example. Liwei‘s explanations of talk out and
talk over (Table 8-9) do not differ much in the pretest, but in the posttest the difference became
more obvious. Talk out was changed into ‗discuss things with others‘ and talk over into ‗Discuss
things in every aspects‘. The former implies an increase of publicity and the latter reflects a sense
of ‗complete covering‘.
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Table 8-9: Liwei‘s account of the ‗talk‘ verb set
Liwei
3
(a) He talks too much.
(b) Whatever the product you‘re presenting, you‘ve
got to talk it up a bit.
(c) They‘d set up a therapy group where people
could talk out their problems.
(d) I‘d like to talk things over with my wife first.

Pretest
Speak a lot
To give some
positive
information of it
To discuss the
problems
To discuss,
consider

Posttest
Speak
Speak some positive
views about the
product
Discus the problems
with others
Discuss things in
every aspects

Although there were some cases, as introduced above, where students did not discern
phrasal verbs with different particles, most participants were already able to differentiate each
member within a set in the pretest. In fact, the tests setup lent itself to drawing extra attention to
the particles. In many cases, however, the distinction made by the students was neither clearly
stated nor appropriate. If their performance in the posttest improved in terms of clarity and
adequacy, it may be an indication that the CBI worked positively for participants.
Table 8-10 shows that Shanyuan pretest accounts clearly differed according to the
particles, but his account of talk up and talk over were far from appropriate. His posttest accounts
certainly became more appropriate. Talk up was defined as ‗Make it more accessible, better‘
reflecting his understanding of the basic conceptual metaphor, UP IS GOOD. Talk over was
explained by the phrase ‗Talk the things in detail, completely‘, which reflects a sense of complete
covering and is a fairly robust account.

Table 8-10: Shanyuan account of the ‗talk‘ verb set
Shanyuan
3
(a) He talks too much.
(b) Whatever the product you‘re presenting, you‘ve
got to talk it up a bit.
(c) They‘d set up a therapy group where people
could talk out their problems.
(d) I‘d like to talk things over with my wife first.

Pretest
The action
The voice of the
talking
From their heart,
mouth to be out
Talk for any times

Posttest
Action ―talk‖
Make it more
accessible, better
Talk problems out of
their heart
Talk the things in
detail, completely
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Jia‘s explanation of the same set also shows positive effects of CBI (Table 8-11). She
already had a rough idea about the semantic contribution of the particles, but her knowledge was
neither complete, nor elaborate. Her explanation of talk up, for example, indicates that she
attempted to incorporate the meaning of up (i.e. more) into the explanation, although her attempt
was not completely appropriate. In this particular context, the UP IS BETTER metaphor is more
relevant than UP IS MORE. Her understanding of talk over was only partial, as well. In the
posttest, however, she clearly improved. Her answers were more elaborate, systematic and
appropriate. At that point she understood that talk up means ‗to talk favorably to make someone
sound better‘. Her explanation of talk out rightfully emphasized a sense of sharing and increase of
accessibility. She also identified what is CONTAINER in the sentence. Finally, explaining the
meaning of talk over, she changed the phrase ‗some issues‘ into ‗entire things‘, reflecting a sense
of complete covering of the particle over.

Table 8-11: Jia‘s account of the ‗talk‘ verb set
Jia
3
(a) He talks too much.
(b) Whatever the product you‘re presenting, you‘ve
got to talk it up a bit.
(c) They‘d set up a therapy group where people could
talk out their problems.

(d) I‘d like to talk things over with my wife first.

Pretest
speak
Speak more
No hiding
Share

Try to deal with
some issues

Posttest
Speak
Talk more to make it
sound better
Perhaps people tend
to hide their
problems. But now
they can talk to share
the problems. The
body is viewed as a
container.
Talk the entire things
with his wife

Additional examples from Jia‘s performance are provided in Table 8-12. As already
discussed, Jia‘s pretest responses for the blow verb set shows that she is capable of distinguishing
different particles, but her responses lack details: ‗Inflate‘ (for blow up) and ‗open‘ (for blow out)
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are vague. Blow over is explained by the phrase ‗fall down‘. Her posttest explanation, on the
other hand, is certainly more elaborate. At this point the account of blow up includes the phrase
‗all of the balloons‘, which is an obvious reflection of a sense of completion. This explanation, in
fact, is not completely appropriate, because it applies a sense of completion to the number of
balloons, not to a degree of being filled up. Nevertheless, what should be noticed is that her
understanding became more specific and grounded. The account of the blow out sentence
rightfully emphasizes a breakaway from the original place as a result of outward movement.
Lastly, explaining the meaning of blow over, she was able to provide a precise description of the
trajectory of the fence, for which over is responsible.

Table 8-12: Jia‘s account of the ‗blow‘ verb set
Jia
4
(a) Don‘t blow your breath on my face.
(b) I spent the morning blowing up balloons for Joe‘s
party.
(c) The windows of the church had been blown out in
the blast.

(d) The wind was so strong it blew the fence over.

Pretest
Push the air
forward
Inflate
Open

The wind let the
fence fall down

Posttest
Make an air flow by
breath
Blow all of the
balloons
The windows are no
longer belonging to
the church. They fell
from the church to
outside.
The fence fell from a
vertical status to a
horizontal status.

Transferability of conceptual knowledge
The remainder of the chapter will discuss how students handled the newly added particles, down
and in. Sentences including in and down phrasal verbs were added in the posttest to investigate
whether participants can extend the conceptual knowledge of up and out in explaining the
untaught particles down and in. The expectation was that in dealing with these, students would be
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able to take advantage of the CONTAINER metaphor and the UP IS MORE/ GOOD metaphor in
an opposing direction to out and up, respectively.

Down, as an antonym of up
According to Rudzka-Ostyn (2003), down denotes negative verticality and can be used
both physically and metaphorically. It is one of the most frequently used particles, because down
motion or orientation is very common in daily life and is closely related with our bodily motion
or posture.
Due to its obvious relation to the particle up, down phrasal verbs will be paired up with
and compared to up phrasal verbs within the same set. The first example, talk up and talk down,
was chosen because it well represents the positive feature of up and the negative feature of down
(Table 8-13). Most students figured out the contrast and were able to apply it to the untaught
phrasal verb, talk down. Students‘ explanation of talk up includes words such as ‗positive,
systematically, completely, favorably, increase, more, better, loudly, good, etc.‘, while talk down
was associated with ‗against, bad, haughty, disadvantage, etc.‘ They may have different nuances,
but basically can be divided into two generic categories, ‗goodness‘ and ‗badness‘. Based on the
up lesson, Dongjoon was able to appropriately guess the other side of the vertical axis. For
example, he explicitly referred to UP IS GOOD, DOWN IS BAD metaphors. Another student, Ru,
even underlined the word ‗bad‘ included in his explanation of talk down. He seems to have
recognized that the particle down was new and therefore he had to pay extra attention to it, which
likely explains his underlining of the word.
What is interesting is that the students‘ accounts were less divergent for talk down than
for talk up. As mentioned above, up was associated with an increase in positive values such as
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systematicity, a degree of completion, friendliness, quantity or number, volume of speech, etc.,
some of which are not appropriate for talk up. However, students‘ accounts of down were not
particularly divergent. They converged into ‗talk bad things about something/someone‘ or ‗talk in
an unfriendly manner‘. This may be attributable to the fact that unlike the particle, up, students do
not have rich knowledge about the meanings of down. For this reason, ironically, more students
were able to properly figure out meanings of talk down than of talk up. It is certainly meaningful
that students were able to recognize meaningfulness of the particle, down, and tried to make an
educated guess based on understanding of the concept of positive verticality associated with the
particle, up.

Table 8-13: Students‘ posttest accounts of ‗talk up‘ and ‗talk down‘
3
(b) Whatever the product you’re
e) He began his presentation by talking
presenting, you’ve got to talk it up
down the initiatives of a rival
a bit.
company.
Dongjoon Up is good, exaggerate
Down is bad, slander
Huan
Say good things of something
Say bad things of someone
Liwei
Speak some positive views about the
Speak words against others
product
Zhian
Speak favorably
Speak in a haughty manner
Jia
Talk more to make it sound better
Talk against the initiative of the rival
company
Feng
Exaggerate
Say bad things
Lihua
Increase your voice while presenting
Attack the disadvantages
Jaeseok
Speak loudly
Speak bad things
Ru
Talk about something systematically and Say something bad to something
completely

Burn down (Table 8-14) was another case where a fair number of participants were able
to make a reasonably good guess at the meaning of the down phrasal verb. Unlike the talk updown example, the burn up-down pair was not so explicit in terms of the semantic contrast. Up in
burn up, in this particular context, is not likely to be associated with physical movement, although
imagistically it can conjure up upward movement. It is used metaphorically and denotes a sense
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of completion. Down in burn down, on the other hand, denotes physically downward movement
as well as a sense of completion. Thus, here, both up and down can be regarded as denoting a
sense of completion, although they evoke different trajectories of movement.

Table 8-14: Students‘ posttest accounts of ‗burn up‘ and ‗burn down‘
1
(b) A car this size burns up a lot of
(d) Dozens of people were hurt and a
fuel.
police station was burned down.
Jaidee
Shanyuan
Jin-Hua
Jisu
Ning

Exploit/spends resources
There‘s no fuel left.
Using: exhausting
Totally use fuel
Use, and a lot

Ru
Dohyun
Lihua

Use in total
Consume up to the end
Use, cost

Jia

Consume, burn all of the fuel until it
goes out.
Burn completely
Consume

Cheng
Dongjoon

Was burned until collapsed
The building was destroyed ―down‖
Destroyed totally by fire
After burn and destroy
The police station Is burned and is gone
by the fire.
Fall down because of burning
Be burned and destroyed
The station as burned by fire. The result is
serious that the station is down.
The police station collapsed because of
fire .
Burned to be not existed
Burn and destroy

As Table 8-14 shows, many students figured out that up means a sense of completion.
Various expressions were used to express their understanding. They include ‗exploit‘ (Jaidee),
‗no fuel left‘ (Shanyuan), ‗exhausting‘ (Jin-Hua), ‗totally‘ (Jisu), ‗a lot‘ (Ning), ‗in total‘ (Ru), ‗to
the end‘ (Dohyun), ‗burn all of the fuel until it goes out‘ (Jia), ‗completely‘ (Cheng). On the other
hand, most students associated down in burn down to physical movement rather than to a degree
of completion. There was one student (Jin-Hua), who used the word ‗totally‘ to refer to a sense of
completion. Downward movement, on the other hand, was described by various verbs like
‗destroy‘ (Weisheng, Dongjoon), ‗gone by‘ (Ning), ‗fall‘ (Ru), ‗collapse‘ (Jia), etc. Dongjoon‘s
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graphical representation also describes downward collapsing movement caused by the burning
action.
The next example, hand up–hand down, also provides an interesting insight, because
similar to the previous pair (burn up – burn down), up and down do not seem to be antonymous,
at least not at first glance. Up of hand up is semantically straightforward. It can be associated
with the primary sense of up and is used in a physical sense. Students‘ explanations of hand up
listed in Table 8-15 show that they figured it out without much difficulty. On the other hand,
down of hand down aligns time with the vertical axis. Since the concept of time was not discussed
at all in class, students had to guess what down does in this context. What had to be considered,
however, is that most students are likely to know what ‗hand down‘ means as a chunk. It is one of
the most frequently introduced expressions in textbooks as well as idiom books. This may explain
why some students‘ answers consisted of one-word synonymous verbs such as inherit, transfer,
pass, leave, succeed, etc. Although they are appropriate definitions of hand down, it is hard to
judge whether they are a result of CBI. For this reason, reference to timeline was thought to be a
better indicator of instructional effects. There were five students who explicitly or implicitly
mentioned timeline. Jin-Hua was one of them. His explanation includes the word ‗following‘ and
shows that he is aware of the fact that downward movement is associated with the temporal
sequence. Ru‘s answer is similar in that it includes the word ‗later‘. Shanyuan and Dongjoon
provided graphical illustrations that show their ability to align the temporal sequence along the
vertical axis. Shanyuan explicitly used the word ‗time‘ and Dongjoon ‗senior‘ and ‗young guys‘.
Kamnan used 1st, 2nd and 3rd, which imply a temporal sequence. The downward arrows in each
illustration indicate that these students managed to figure out that the lower position denoted by
the particle down represents the later period in a temporal sequence.
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Table 8-15: Students‘ posttest accounts of ‗hand up‘ and ‗hand down‘
6
(b) The baseball player kissed babies
(e) The traditions have been handed
and handed up from the crowd.
down from generation to
generation.
Jin-Hua
Rise something by hand
Deliver to following people
Ru
Pass something through higher level
Pass something to a later generation
Shanyuan Hand upward

Dongjoon

Kamnan

Hand something/some one until it reach
to the target

Transfer to lower levels

In, as an antonym of out
It was expected that students could apply the concept of CONTAINER in explaining
meanings of in phrasal verbs, because in can be regarded as an antonym of out and share the same
metaphor. For this reason, in phrasal verbs were paired up with the out phrasal verbs for
comparative purposes. Brief examination of the participants‘ explanations reveals that there was
no instance where the participants explicitly identified what is conceptualized as CONTAINER.
However, some accounts implicitly reflect their understanding of the CONTAINER metaphor.
First, turn out – turn in will be examined. Students‘ explanations, as can be seen in Table
8-16, are not complete, but the listed examples are meaningful to some extent. Dohyun, Shanyuan,
and Ru identified the police station and police custody as CONTAINER respectively. Dohyun‘s
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answer is not completely appropriate, but at least he seems to understand that the particle in adds
the meaning of ‗involvement.‘ On the other hand, Shanyuan and Ru‘s identification rightfully
point out that now the person is within the power, control of the police. Shanyuan thought the
building of the police station itself is a container, while Ru regarded abstract entity, that is, power
of the police, as container. The latter is likely to be more appropriate, but the former, if only
partially, expresses what ‗turn in to the police‘ means.

Table 8-16: Students‘ posttest accounts of ‗turn out‘ and ‗turn in‘
7
(c ) My trip to London didn’t turn out
(f) She turned him in to the police.
quite as planned.
Dohyun

Consequently be considered

Shanyuan
Ru

Out of my plan
Come into existence

Accuse someone and let him involved in
suit
Into the police station
To deliver somebody into police custody

The jump out–jump in pair is fairly transparent in terms of semantic contrast of the
particles. The container in the jump out sentence is a physical entity (e.g. house, building, room,
etc.), whereas the jump out sentence conceptualizes an abstract entity (e.g. conversation) as
container. In explaining the meanings of jump in, many participants provided as an answer a
single word verb such as ‗interrupt‘, ‗intervene‘, ‗disturb‘, ‗add‘, ‗join‘, etc. This type of answer
does not provide an indication of the students‘ conceptual development. Furthermore, they could
come from previous language lessons or from self-learning, not exclusively from CBI. Ning and
Huan‘s answers, in this respect, include some meaningful elements that show their systematic
understanding of the phrasal verbs (Table 8-17). They specify the target of the entering action,
that is, CONTAINER, which could be interpreted as evidence that the learners began to
appreciate what the particle in does in this particular sentence or phrase. Dongjoon‘s
demonstrations of jump out and jump in directly show that he worked with the concept of
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CONTAINER. As a similar case, Shanyuan accounts of hand in and take in are shown in Table 817. Dongjoon‘s drawings again clearly delineate containers indicating that he was able to extend
the CONAINER metaphor to the new particle, in. Drawings for the jump and hand pair form an
exact contrast with only the direction of the head of the arrows reversed. In each drawing, he
identified what the container is: ‗house‘ for jump out, ‗my sentence‘ for jump in, ‗hospital‘ for
hand out, ‗drop box‘ for hand in and ‗university‘ for take in. Among them, container for jump in
does not agree with the researcher‘s identification. In the case of hand in, a more abstract concept
such as possession is more likely to be appropriate. However, it is clear why he thought so and it
is not an entirely unacceptable interpretation.

Table 8-17: Students‘ posttest accounts of ‗jump out‘ and ‗jump in‘, ‗hand out‘ and ‗hand in‘ and
‗take out‘ and ‗take in‘
2
(c) The door was slammed open and
(e) Stop jumping in and finishing my
someone jumped out.
sentences all the time.
Ning
Jump and the person is out of the house
Cut in to someone‘s conversation
Huan
Jump from inside the room to outside
Go into a conversation
Dongjoon

6
Shanyuan
Dongjoon

(c) Some hospitals hand out free
samples of baby milk.
Hand outside of the hospital to public
Donate

(f) All essays must be handed in on
time.
Be handed into the teacher

9

(b) My brother took out the garbage.

Shanyuan

Bring something outside

(e) The university is planning to take in
15% more students next year.
Accept people into some organization
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Dongjoon

Throw away

The next example is kick out vs. kick in (Table 8-18). What out and in mean in this pair is
comparatively clear. They specify the states caused by the main motion verb, kick. Without the
accompanied particles, the result of the action is unknown to the speaker. Students‘ accounts of
kick out are not so indicative of such understanding, but interestingly enough their explanations of
kick in show that they had a clear understanding of the resultative effect of the particle, in. The
responses shown in Table 8-18 include words such as ‗and‘ or ‗then‘, which function as a
connector that links the action and the subsequent result. Dongjoon and Kamnan‘s detailed
imagistic demonstrations precisely describe the sentential situation and show what the particle in
means in this sentence.
What is particularly interesting is that Dongjoon‘s and Kamnan‘s drawings of kick in are
considerably similar to each other. Both describe the state of the door being open inside as a
result of ‗kicking‘ motion. Dongjoon‘s drawing for kick in consists of two parts, explicitly
illustrating the result of the action.

Table 8-18: Students‘ posttest accounts of ‗kick out‘ and ‗kick in‘
5
(b) If he’s not paying his rent
(e) Burglars kicked in the door of a private
why don’t you kick him out?
residence and stole more than $ 12,000.
Jia
Cheng
Liwei
Dohyun
Shanyuan

Do not allow that person live there
anymore. Force him to move out.
Force him to leave
To eject
Kick someone outside
Kick him outside of the house

Kicked the door and get in
Kick open and then enter
Break the door and in the house
Destroy something by kicking it and invade
Kicked the door and got in the room
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Kamnan

Force someone out of a place

Dongjoon

The examples introduced above represent a certain portion of students‘ performance, but
what should be pointed out is the fact that it is also true that many learners failed to transfer
conceptual knowledge to the new particles. For instance, students‘ explanations of kick in
included insert in, add into, break in, break into, slide into, kick into, etc. Hand in was explained
with phrasal verbs, give in, turn in, send in, etc. without further elaboration. The particle, in, for
instance, elicited this type of response more frequently than down. While it is not necessarily
inappropriate, it does not reflect conceptual understanding of the particles, as discussed in the
earlier section of the chapter. Some of the students who left in unexplained provided a similar
answer when explaining the out counterpart (Table 8-19). These students‘ explanations for other
phrasal verbs did not differ drastically in that they consisted of one-word synonyms or simply
switched the main verbs without accounts for the particles. In such cases, it may not be a problem
of transfer, but fundamentally a question of development. On the other hand, they may not have
developed, but on the other, they may have but are lacking in the appropriate language to express
adequately their understanding. In case of ‗jump out/in‘ and ‗kick out/in‘, their meanings are so
straightforward and obvious that learners may have had difficulty finding another word to explain
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these simple physical motions. Another possibility is that these explanations are a reflection of
previous learning of phrasal verbs. Nevertheless it is undeniable that some portion of the
participants did not benefit from the SCOBAs or from the conceptual metaphors.

Table 8-19: Answers which do not reflect the SCOBA or the CONTAINER metaphor
2
(c) The door was slammed open and
(e) Stop jumping in and finishing my
Someone jumped out.
sentences all the time.
Cheng
Run out
Intervene, insert in
5
(b) If he’s not paying his rent why
(e) Burglars kicked in the door of a
don’t you kick him out?
private residence and stole more
than $ 12,000.
Jianguo
Drive…out
Slided into
Feng
Pitch out
Kick into, enter
Zhian
Dismiss, eject
Break into
6
(d) Some hospitals hand out free
(e) All essays must be handed in on
samples of baby milk.
time.
Feng
Give out
Give in
Ning
Give out to people
Turn in
7
(d) My trip to London didn’t turn out
(f) She turned him in to the police.
quite as planned.
Feng
Come out
Send in

Conclusion
This chapter analyzed the part II of the pre- and the posttest. The nature of the data set enabled
the researcher to investigate whether students were capable of figuring out systematic uses of
particles in phrasal verbs. The analysis of the participants‘ pretest accounts revealed that students,
in many cases, did not differentiate appropriately phrasal verbs with different particles and if they
did, the distinction was neither systematic nor grounded. Sometimes they recycled the same
particles simply to provide a circular definition of the phrasal verbs and other times, they
employed different particles randomly to explain meanings of the particles in focus. In general,
learners did not pay special attention to the particles of phrasal verbs in the pretest.
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In the posttest, some students, if not everyone, provided an explicit account of the
meanings of the particles, out, up and over. They began to pay more attention to the meanings of
particles and instead of using the particles circularly to explain the meanings of particles, they
used diverse descriptors to explain the meanings of the particles. They exemplified meanings by
using intensifiers such as ‗completely‘ (or ‗complete‘, ‗completion‘), ‗better‘, ‗more‘, ‗well‘,
‗control,‘ and so forth. Many of the words appeared in the SCOBAs or in the lessons on
conceptual metaphors. Not completely unrelated to this is the fact that some students became
more image-oriented and drew images themselves based on the SCOBA images. Some of them
were generalized and abstract as in the SCOBA images and others were more specific with details
included in the test sentences. It seems that individual students prefer different styles in terms of
the way to explain meanings of phrasal verbs.
The analysis also shows that some students were capable of figuring out how the
knowledge from the out and up lessons can be applied to in and down phrasal verbs. The
CONTAINER metaphor and the DOWN IS LESS/BAD metaphor were implicitly referred to in
students‘ account of some phrasal verbs. Imagistic illustration provided by some students also
indicated that they were able to apply the out and up SCOBAs to figure out the meanings of the in
and down phrasal verbs.
Since the issues of systematicity and transferability of the conceptual knowledge are
central questions for this project, they will continue to be pursued in the following chapter with a
different set of data.

Chapter 9

Data Analysis: Particles with Different Verbs
Last chapter presented part II of the tests that consisted of phrasal verb sets with the same
verbs and different particles. Part III, on the other hand, asked the learners to explain the
meanings of different phrasal verbs with the same particles. Each set consists of five to seven
phrasal verbs with different main verbs and one of five particles, out, up, over, down and in. As in
the previous test sections, the pretest presented only the instructed particles, out, up and over and
the posttest added the new particles, in and down. The purpose of this portion of the test was to
investigate whether the participants were capable of determining the meanings of the particles
systematically and consistently in diverse combinations with different root verbs. The analysis
will begin with the particle, out.

Out
The out set consisted of the following five sentences.
(a) Don‘t leave until the storm has raged itself out.
(b) She burst out laughing/crying
(c) Nobody knows how the secret leaked out.
(d) We could just make outa building through the trees.
(e) Draw out the weekend by taking Monday off.

In the posttest, two sentences of in phrasal verbs were added.
(f) Let the stain-remover soak in for an hour before washing the shirt.
(g) It‘s not by cramming in facts and dates that one becomes more intelligent.
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The expectation was that in the pretest students would attempt to figure out the meanings
of the phrasal verbs specific to the particular sentential context and would treat them as an
inseparable chunk but that after CBI, they would begin to perceive how the particle out carries its
own meaning and contributes to the meaning of the phrasal verb. As discussed several times, the
CONTINER metaphor centers semantics of out and provides a basis for systematicity and for its
motivation. The newly added particle, in, shares the metaphor with the opposing directionality.
Thus the analysis focused on whether the learners were capable of identifying the CONTAINER
and of providing meanings either verbally or imagistically specific to the context based on the
metaphoric analysis. Although identifying conceptual metaphor or understanding particles
separate from the phrasal verbs is not the goal of CBI in this project, this section of the test was
expected to bring the existence of particles as a constituent of phrasal verbs to the fore. Since this
section grouped phrasal verbs by particles, it was likely to attract students‘ attention. It would be
especially the case with the posttest, which is, by definition, conducted after treatment or CBI in
the current study. Consider the following examples.
Ru‘s pretest and posttest explanations precisely meet the researcher‘s expectation (Table
9-1). His pretest account does not include explicit references to the meaning of out, but the
posttest counterparts directly identify what is conceptualized as container as well as meaning of
phrasal verbs as a whole. Although his identification is not always appropriate (i.e. (c), (e) and
(g)), he certainly developed awareness of the systematic and consistent contribution of the
particle, out, to the meaning of phrasal verbs. Furthermore, he was able to apply the conceptual
metaphor to the new particle in in phrasal verb constructions, as can be seen in sentences (f) and
(g). Here, as he did in the out phrasal verbs, Ru explicitly referred to conceptual metaphor and
identified CONTAINER.
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Table 9-1: Ru‘s explanations of the out phrasal verb set
Ru
Pretest
(a) Don‘t leave until the storm Get over
has raged itself out.
finish
(b) She burst out
Cannot help doing something
laughing/crying.
(c) Nobody knows how the
Bring known by others
secret leaked out.
(d) We could just make out a
building through the trees.
(e) Draw out the weekend by
taking Monday off.

n/a
n/a

Posttest
Stop
Existence is the container
Give sudden release
Mouth is the container
To be leaked so that other
people get to know
Knowledge is the container
To build or set up
Non-existence is the container
To take something out of a
group

As shown in Table 9-2, he identified CONTAINER as he did with the phrasal verbs
constructed with out. It is clear that he developed a conceptual way of understanding phrasal
verbs, but his identification of container is not entirely correct. For example, in the sentence (g),
he identified ‗information‘ as the container. In this case, ‗brain‘ or ‗mind‘ would be a more
appropriate identification. It is quite frequently observed in the participants‘ tests. The concept of
CONTAINER was emphasized repetitively in class and was a basis for the out-SCOBA. Thus, it
might have functioned as a powerful concept in dealing with out/in phrasal verbs. CBI seems to
be effective in imbuing students with the CONTAINER metaphor, but does not necessarily lead
to correct identification of the CONTAINER. This may explain why most students provided
separate accounts for CONTAINER in the posttest, but not all of them reached proper
understanding.

Table 9-2: Ru‘s posttest explanations of the in phrasal verb set
In
Posttest
(f) Let the stain-remover soak Get into something
in for an hour before
The shirt is the container
washing the shirt.
(g) It‘s not by cramming in
To force something into something
facts and dates that one
Informations are the container.
becomes more intelligent.
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Jin-Hua is another student who provides separate explanations of particles in the posttest.
(Table 9-3) In the case of sentences (a), (b), (c) and (d), the explanations themselves did not
change much, but the explicit account of out was added. However, his explanation of sentence (e)
changed completely in the posttest. The word, ‗showed‘, in the pretest indicates that the pretest
account is likely to be focusing on the literal meaning of ‗draw‘, as a picture, but the posttest
counterpart managed to grasp its figurative meaning. The change proved to be appropriate.
Before CBI, Jin-Hua did not realize that the particle out can denote a sense of
extension/expansion, but his posttest explanation shows that he came to recognize that draw out
means to lengthen a certain period of time.

Table 9-3: Jin-Hua‘s explanations of the out phrasal verb set
Jin-Hua
Pretest
(a) Don‘t leave until the storm It means something finished.
has raged itself out.

(b) She burst out
laughing/crying.

Something happens suddenly.

(c) Nobody knows how the
secret leaked out.

Something be uncovered.

(d) We could just make out a
building through the trees.

Making something appear

(e) Draw out the weekend by
taking Monday off.

Something finished and
showed

Posttest
The action stopped
automatically
Out: existence  disappear
Something happened
suddenly.
Out: out from mouth
Something is known by other
people.
Out: from inside to outside
Build/establish something
Out: nonexistence  existence
Making something longer
Out: increasing to maximum

Jin-Hua‘s explanation of the new particle in, compared to out, does not seem to be
specific enough, although it is explicitly explained (Table 9-4). ‗Outside to inside‘ is a basic,
primary sense of in, but it does not specify what the container is and what is moving into it.
However, it is clear that he paid conscious attention to the new particle in the same way he did to
the instructed particle out.
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Table 9-4: Jin-Hua‘s posttest explanations of the in phrasal verb set
In
Posttest
(f) Let the stain-remover soak Making wet totally
in for an hour before
In: outside to inside
washing the shirt.
(g) It‘s not by cramming in
Forcing to put something in container
facts and dates that one
In : from outside to inside
becomes more intelligent.

Unlike those considered above, some students attempted to provide explicit explanations
for particles even in the pretest. This may be attributable, as mentioned earlier, to the fact that
each set includes five sentences with the same particle. The repetition may have attracted students‘
attention and led them to attempt to figure out the purpose of the test. For this reason, they may
have thought that they should pay attention to the particles. As shown in Table 9-5, Lihua‘s
example. Her pretest explanations include explicit accounts of the particle. The second line in
each explanation is an explanation of the meanings of out. It states either that out has no meaning
or that it identifies spatial direction. Her posttest accounts, on the other hand, are more detailed
and specific. Most of all, she realized that out in (a) rage out and (d) make out carries real
meaning. In case of (b) burst out and (c) leak out, she identified CONTAINER instead of a rather
ambiguous reference to ‗directionality‘. The last item, draw out, was where she failed to reach
proper understanding. However, despite her misidentification of CONTAINER, it should be
pointed out that she is on the right track for deeper conceptual understanding.

Table 9-5: Lihua‘s explanations of the out phrasal verb set
Lihua
Pretest
(a) Don‘t leave until the storm Stop
has raged itself out.
No meaning
(b) She burst out
laughing/crying.

Come up greatly
Out identify the direction

(c) Nobody knows how the
secret leaked out.

Let other know
Identify direction

Posttest
Disappear
―out‖ means ―not there‖
Laugh in a sudden
Because the container is her
body.
Become open
―out‖ is to indicate the
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(d) We could just make out a
building through the trees.

Create
No meaning

(e) Draw out the weekend by
taking Monday off.

Discard
identify direction

direction, ―out of the mouth‖.
Create, found
―out‖ means there will be a
building coming out.
Identify, recognize
―out‖ the weekend from seven
days in a week

Lihua‘s explanations of the phrasal verbs with in also included explicit accounts of the
particle (Table 9-6). They seem to be rather circular, however; because instead of unpacking the
meaning of in, she replaced it with the synonymous particle, into. However, her accounts
implicitly identify CONTAINER, although identification in sentence (f) is not correct.
Circular use of particles was quite frequently observed in students‘ explanations.
Although unpacking meanings of the particles was the desired result for CBI, circular use should
not be disregarded automatically as a sign of non-development. In some phrasal verbs, particles
carry such basic and physical meanings that it is often difficult to find other words to explain
them. For this reason, in the case of out, explicit or implicit identification of CONTAINER was
regarded to be a better indicator of development.

Table 9-6: Lihua‘s posttest explanations of the in phrasal verb set
In
Posttest
(f) Let the stain-remover soak Be full of water
in for an hour before
In: let the water into the remover
washing the shirt.
(g) It‘s not by cramming in
Be filled with
facts and dates that one
In: facts and dates into one‘s memory
becomes more intelligent.
Jaidee‘s account of out, as shown below (Table 9-7), was already quite detailed in the
pretest. Certainly she knew that out plays a significant role in meanings and attempted to explain
it in detail. What is interesting is that in the pretest, she seemed to believe that out changes the
meaning of the main verb. Explaining burst out, she stated that out changes the meaning of the
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verb ‗burst‘ from a physical to emotional sense. Its posttest counterpart shows that her
understanding had changed completely. Instead of differentiating emotional from physical senses,
she realized that the particle conceptualizes certain entities as containers. Her account of leak out
in (c) became more specific in the posttest, where she simply stated that out emphasizes the
meaning of the verb, leak, but in the posttest, she elaborated what aspect is emphasized. Change
in (d) make out is quite dramatic. Her pretest explanation indicates that she not only
misunderstood the role of out, but also misconstrued the meanings of the phrasal verb, make out.
Her posttest explanation, on the other hand, properly notes that out refers to movement from
inexistence to existence.
She was the only participant who used the first person pronoun ‗I‘ in her explanations.
Throughout all the sections of the tests, she proved herself to be a creative thinker. Her posttest
continued to be elaborate and detailed, but she came to think that out emphasizes the meanings of
the main verbs or adds meanings to them, instead of changing them. Her explanations center on
the concept of container and movement toward or from it. Changes in sentences (a) and (e) were
more dramatic than the others. Most students had difficulty with the two sentences and Jaidee was
no exception in the pretest. Her pretest explanations of the two phrasal verbs were not entirely
inappropriate. She was able to figure out that rage out and draw out mean ‗calm down‘ and
‗lengthen, extend‘ respectively, but the subsequent accounts show that her understanding is
neither stable nor systematic. The posttest counterparts provide reasonable accounts of what out
means in the particular phrase, although the account of draw out shows that she still thought that
out changes the meaning of the root verb, ‗draw’.
The language she used (i.e. container, maximal, extend, larger, longer, etc.), however,
shows that her explanation is based on the SCOBA.
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Table 9-7: Jaidee‘s explanations of the out phrasal verb set
Jaidee
Pretest
(a) Don‘t leave until the storm - Calm down
has raged itself out.
- out changes the meaning of
―rage‖ when I think of the
meaning I picture a person
throwing stuffs around
because of anger. That person
will keep throwing things until
he feel better and calm down
or run.
(b) She burst out
-express strong emotion , lose
laughing/crying.
ability to control her emotion
- out changes the meaning
from explode (physically) to
emotionally explode
(c) Nobody knows how the
-Unexpectedly came out,
secret leaked out.
unexpectedly was known by
others (in this case)
-out emphasizes the meaning
of leak

(d) We could just make out a
building through the trees.

-build, thrive, try until success
-out changes the meaning of
make.
I imagine a person walking in
the forest trying to find the
exit and then he finally find it.

(e) Draw out the weekend by
taking Monday off.

-lengthen, extend
-out changes the meaning
I think of a drawer

Posttest
Calm down, container in this
case is the strength of storm,
let the storm rage until its
strength reaches the maximal
capability and it will stop.

Laugh or cry out loudly,
container is body or mouth,
she bursts out of her body or
her mouth.
Became known by other
people who are not supposed
to know. Out emphasize the
movement of secret out of
container which is people who
know the secret and try to
keep
Build up, construct, out
emphasize that the building
would be built from noting,
out add the movement of the
building out of container,
which is inexistence, to
become exist,
Extend, adding ‗out‘ change
the meaning of draw from
drag to extend something (in
this case is length of
weekend), make it become
larger or longer.

Her explanations of soak in and cram in show that she was capable of applying the
concept of CONTAINER to the in phrasal verbs (Table 9-8). Furthermore, her identification of
CONATINER is appropriate in both phrasal verbs.
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Table 9-8: Jaidee‘s posttest explanations of the in phrasal verb set
In
Posttest
(f) Let the stain-remover soak Be absorbed by the shirt. ‗in‘ adds the movement of stainin for an hour before
remover into the shirt.
washing the shirt.
(g) It‘s not by cramming in
Pack, learn, memorize. ‗in‘ is used to emphasize movement of
facts and dates that one
knowledge, facts or dates into container which is brain or
becomes more intelligent.
memory.
Next, Jianguo‘s test will be examined. He also provided separate accounts of out in the
pretest. As can be seen in Table 9-9, the second half of each of his pretest responses explains
meanings of out. Out in (a) rage out and (c) leak out was thought to indicate a sense of ‗direction‘,
while out in (d) make out and (e) draw out was assumed to indicate ‗result‘. In case of (b) burst
out, his account seemed to focus on the syntactic instead of the semantic aspect of the phrase,
although it is not entirely clear what he meant by it. He certainly paid conscious attention to the
particle, out, but his account did not show specifically what it means in each sentence or phrasal
verb. His posttest explanations were more specific. He specified the rather ambiguous words,
‗direction‘ and ‗result‘. However, some of his responses, despite their explicitness and specificity,
were not appropriate. For instance, he interpreted out in (a) rage out as a sense of extension,
which led him to think rage out means ‗to become intense‘. It is, in fact, an interpretation
opposite to what it really means. In case of (b) burst out, his understanding of the phrasal verb as
a whole was appropriate, but his understanding of out as a sense of existence did not fit with the
context. Finally, his explanation of (e) draw out was far from appropriate. Jianguo had definitely
developed in terms of conceptualizing meanings of particles, but he seemed to have difficulty
applying the conceptual understanding or knowledge to actual examples.

Table 9-9: Jianguo‘s explanations of the out phrasal verb set
Jianguo
Pretest
(a) Don‘t leave until the storm Became serious /direction
has raged itself out.

Posttest
Out: to largest boundary
Become great intensity
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(b) She burst out
laughing/crying.

Suddenly changed to/Vi
+out+…

Out: become existence
Suddenly break open

(c) Nobody knows how the
secret leaked out.
(d) We could just make out a
building through the trees.

Became known to others/out
tells the direction
Build/
Outresult

Out: nonavailable available
Became known
Out: nonexistence existence
Build/produce

(e) Draw out the weekend by
taking Monday off.

Figure out/
Out  result

Out: existence nonexistence
Take out

Jianguo‘s explanations of the in phrasal verbs also indicated that he did not benefit much
from his understanding of CONCEPTUAL metaphor (Table 9-10). He provided separate
explanations of in, but they are not appropriate. The particle in of soak in and cram in was
explained by ‗amongst‘ and ‗focus on‘, respectively. Employing another particle/preposition or
phrasal verb, as discussed earlier in the last chapter, was expected to disappear after CBI, since it
provides a means to differentiate particles semantically. In this respect, Jianguo‘s posttest
explanations of the in phrasal verbs did not seem to benefit very much from CBI.

Table 9-10: Jianguo‘s posttest explanations of the in phrasal verb set
In
Posttest
(f) Let the stain-remover soak In: amongst
in for an hour before
Be in the water
washing the shirt.
(g) It‘s not by cramming in
In: focus on
facts and dates that one
Studying
becomes more intelligent.

Up
The up set of phrasal verb constructions consisted of the following five sentences.
(a) An accountant‘s job is to add up columns of figures.
(b) A teenager driver made up a story about being pulled over by a man using a flash light on
his car.
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(c) After drinking too much at the party he drank some coffee to try to sober up.
(d) The shopkeeper asked if she would like him to wrap up her purchase.
(e) He ended up as an advisor to the president.

In the posttest, two sentences of in phrasal verbs were added.

(f) They had to break down many social prejudices to manage to succeed.
(g) Out cat is so old and ill, so we‘ll have to ask her vet to put her down.

Similar to out, it was expected that students would develop the ability to provide
systematic and consistent, meaning-based explanations following CBI. As for the new particle,
down, instruction of positive verticality was believed to be a guideline for students to make an
informed, educated guess.
Lihua‘s performance was selected for analysis because of the dramatic shift it manifested
between the pre- and the posttest (Table 9-11). Lihua‘s explanations of up became clearly more
sophisticated and conceptual in the posttest. In the pretest, she stated that up in make up (sentence
(b)) and sober up (sentence (c)) had no meaning, but in the posttest, she associated the former
with a sense of completion and the latter with a sense of increase. Sentences (a), (d) and (e) were
associated with a sense of increase, completion and finality. Sentence (d), in particular, provides a
strong example of change in understanding that is moving in the desired direction.

Table 9-11: Lihua‘s explanations of the up phrasal verb set
Lihua
Pretest
(a) An accountant‘s job is to
Accumulate
add up columns of figures. Direction, to identify the result
of ―add‖
(b) A teenager driver made up Create
a story about being pulled no meaning
over by a man using a
flash light on his car.

Posttest
Count, accumulate
Up: columns become more
and more, increasing
Create, compile
Up: a story becomes full,
complete.
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(c) After drinking too much at
the party he drank some
coffee to try to sober up.

Awake
No meaning

Wake up, realize oneself
Up: become more and more
sober, a trend of increasing

(d) The shopkeeper asked if
she would like him to
wrap up her purchase.
(e) He ended up as an advisor
to the president.

Cancel
Identify the result ―all is gone‖

Package
Up: roll into a package
a trend of complete
Finally become
Up: result

Be over, finish
Identify the result

As for the opposing particle, down, she was able to figure out its negative, decreasing
sense (Table 9-12). However, her account of put down was almost opposite to its actual meaning.
It may be a very difficult expression to figure out, but if she had paid attention to the use of ‗so
old and ill‘, she might have gotten it. She most likely interpreted down as indicating a decrease in
degree of illness, not in degree of liveliness. Identifying ‗what is decreasing‘ correctly seems to
be crucial for appropriate understanding of the phrasal verb, put down.

Table 9-12: Lihua‘s posttest explanations of the down phrasal verb set
Down
Posttest
(f) They had to break down
Cut into pieces
many social prejudices to
Down: not exist any more
manage to succeed.
(g) Our cat is so old and ill, so Recovery
we‘ll have to ask her vet to Down: not ill any more
put her down.
A trend of become less

Ning also answered in the pretest that in sentences (d) and (e), up does not have any
meaning (Table 9-13). In the posttest, she explained that up in wrap up means ‗together‘ and up
in end up means ‗the result‘. These explanations were not entirely appropriate, but she did seem
to be aware that the particle carries meaning. In case of sentence (b), her explanations did not
change much in the posttest. In the pretest, she believed that up changed the meaning of the main
verb, make, and therefore interpreted it as ‗to create something imaginary‘. Her posttest account
did not change. Although it is an appropriate explanation for the phrasal verb, make up, it cannot
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be regarded as a result of CBI. The SCOBA and conceptual metaphor-oriented instruction
apparently did not help her to figure out additional connotations. Her explanation, therefore,
likely originated from her previous knowledge. The possibility is that she remembers phrase as a
chunk, since ‗make up a story‘ is an idiomatic expression that is frequently introduced to L2
learners.
In case of sentence (c), Ning‘s pretest answer was not related to the meaning, but to
grammatical function. Somehow she seemed to believe that sober up can be used after ‗to‘, but
sober alone cannot. Her posttest account, on the other hand, provided an explanation about the
meaning, not the form, based on the UP IS GOOD metaphor.

Table 9-13: Ning‘s explanations of the up phrasal verb set
Ning
Pretest
(a) An accountant‘s job is to
Sum up
add up columns of figures. Up here has kind of meaning
as‖ together‖
(b) A teenager driver made up
a story about being pulled
over by a man using a
flash light on his car.
(c) After drinking too much at
the party he drank some
coffee to try to sober up.

―up‖ changes the meaning of
―make‖ here, and means
create something which is not
real.
Awake
―up‖ used so the phrase can be
used after ―to‖.

(d) The shopkeeper asked if
she would like him to
wrap up her purchase.
(e) He ended up as an advisor
to the president.

Wrap
―up‖ doesn‘t have a meaning
here.
Turns out to be as
―up‖ doesn‘t have meaning
here.

Posttest
―up‖ is used here to mean that
all the ―columns of figures‖
been add together and get the
sum of them.
―up‖ is used here to mean that
the story is no true, it is
imaginary.
―up‖ is used here to kind of to
show that someone is in a
better state. (from sleepy to
more sober)
―up‖ is used here to show the
items purchased are wrapped
together.
―up‖ is used here to mean that
―the result‖ (turns out to be)

As for the particle, down, she attempted to provide an explicit explanation for its meaning
(Table 9-14).Her explanation of break down (sentence (f)) stated that down means ‗into pieces‘. It
is not entirely unacceptable, but it was probably not inspired by the SCOBA or the UP IS
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MORE/BETTER metaphor. Break down, in fact, can mean ‗to break something into smaller
pieces‘, but in the sentence given, it cannot have this meaning. The learner is most likely recalling
what she already knows from previous instructional experiences. In case of put down (sentence
(g)), she believed the particle indicated ‗lower status‘, which was associated with ‗death‘. The UP
IS GOOD/DOWN IS BAD metaphor is properly applied.

Table 9-14: Ning‘s posttest explanations of the down phrasal verb set
Down
Posttest
(f) They had to break down
Down is used here to show that break and into pieces.
many social prejudices to
manage to succeed.
(g) Our cat is so old and ill, so Show that lower here status (from alive to death)
we‘ll have to ask her vet to
put her down.

Jin-Hua‘s test was chosen for clear differences between the pre- and the posttest (Table 915). In the pretest, he did not provide separate accounts for up, but in the posttest, meanings of up
were explicitly and separately provided. It does not mean that separate accounts can automatically
be considered as an indication of development, but it may indicate that a learner has began to pay
conscious attention to the meanings of the particles. The importance of this recognition lies in the
fact that it could be a basis for motivated and systematic understanding of phrasal verbs. JinHua‘s posttest answers show such a shift. He provided explanations for the phrasal verbs as a
whole and then provided accounts for up separately. The up explanations were clearly SCOBAoriented and based on conceptual metaphors. Words such as ‗higher‘, ‗visible/invisible‘,
‗completely‘ and ‗limit‘ were used frequently in class to explain conceptual metaphors and were
included in the SCOBA as well. He effectively used these words in his accounts of the particle.
Sentences (b) make up and (e) end up, due to their abstract nature, were considered to be
particularly difficult to figure out; yet Jin-Hua managed to provide appropriate explanations for
both.
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Table 9-15: Jin-Hua‘s explanations of the up phrasal verb set
Jin-Hua
Pretest
(a) An accountant‘s job is to
Put more things or what have
add up columns of figures. existed.
(b) A teenager driver made up
a story about being pulled
over by a man using a
flash light on his car.
(c) After drinking too much at
the party he drank some
coffee to try to sober up.
(d) The shopkeeper asked if
she would like him to
wrap up her purchase.
(e) He ended up as an advisor
to the president.

Posttest
Put more things on a group
Up: move to higher place

Let something organized.

Making a fiction
Up: invisible to visible

Release something
Recovered

Becoming conscious
Up: completely

Make something integrated

Making something to a
package
Up: covering completely
Final position
Up: reaching the limit

Finally

Explanations for down were less grounded and conceptual compared to up (Table 9-16).
Down in (f) break down was explained with the phrase ‗defeated to lie down‘ and down in (g) put
down with ‗lie down‘. Unlike Jin-Hua‘s accounts of up, his explanations of down were circular
and failed to identify specifically what the particle meant. However, it is fairly obvious that he
attempted to figure out its semantic contribution.

Table 9-16: Jin-Hua‘s posttest explanations of the down phrasal verb set
Down
Posttest
(f) They had to break down
Making something destroyed
many social prejudices to
Down: defeated to lie down
manage to succeed.
(g) Out cat is so old and ill, so Making the cat died
we‘ll have to ask her vet to Down: lie down
put her down.

Jaidee, as already shown in the analysis of out, was capable of providing elaborate
explanations from the pretest (Table 9-17). Her explanations of up were explicit and detailed.
However, except for her account of (b) make up, they did not provide specific explanations for
meanings of up, but simply stated that up emphasizes or changes the meanings of the main verbs.
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In the explanation of make up, she stated that up emphasizes the imaginary nature of the story.
Similar to Ning‘s case, this was most likely based on what she already knew, not on the innate
meanings of the particle. Her posttest accounts specify meanings of up. Up in (a) add up was
interpreted as a sense of goal approaching and wholeness. Up in (b) make up was associated with
a sense of existence, which is relevant to a sense of increasing visibility described as #3 in the up
SCOBA. Explaining(c) sober up, she was able to relate up to ‗becoming better‘. ‗A state of being
drunk‘ was identified as to be bad and ‗a state of being conscious‘ as to be good. Thus, up
describes movement from being drunk to being conscious. Up in (d) warp up and in (e) end up
was associated to a sense of completion and a sense of reaching the limit, both of which are
described as #4 in the up SCOBA.

Table 9-17: Jaidee‘s explanations of the up phrasal verb set
Jaidee
Pretest
(a) An accountant‘s job is to
-calculate, sum up
add up columns of figures. -up emphasizes the meaning
of add

(b) A teenager driver made up
a story about being pulled
over by a man using a
flash light on his car.
(c) After drinking too much at
the party he drank some
coffee to try to sober up.

-tell a strong without truth
-up is used to emphasize the
meaning like this story was
made and did not base on
reality.
-remove from drunk
-up emphasize the meaning of
sober

(d) The shopkeeper asked if
she would like him to
wrap up her purchase.

-wrap
-up emphasize the meaning of
wrap

(e) He ended up as an advisor
to the president.

-turn out, finally became
sounds like He had tried to do
many things before this job.
-up changes the meaning of

Posttest
Calculate, summarize ‗up‘ is
used to give a sense of
reaching the goal, as every
columns of figures are
summed up not some of them
are summed up.
Create, ‗up‘ emphasize the
meaning of making the story
from nothing to become exist.

Relief from being drunk, to
recall conscious. ‗up‘ shows
the improving from bad state
(being drunk) to better state
(being conscious)
Wrap everything, cover
everything. ‗up‘ gives meaning
of completeness. Her purchase
will be completely wrap.
Finally became, ‗up‘ gives the
meaning of reaching the end.

202
Jaidee‘s explanations for the particle down were as detailed and conceptual as the up
explanations (Table 9-18). She realized that physical downward movement can be expanded to
abstract movement. She explained that (f) break down means ‗decrease of power of social
prejudices‘ and that (g) put down means a change from good (being alive) to bad (being dead)
state. This shows that she was most likely able to infer the meanings of down based on the
instruction provided for up.

Table 9-18: Jaidee‘s posttest explanations of the down phrasal verb set
Down
Posttest
(f) They had to break down
Cancel, revoke, destroy, ‗down‘ emphasize the changing of
many social prejudices to
social prejudice from the effective status which has influence
manage to succeed.
on people to the ineffective status.
(g) Our cat is so old and ill, so Kill, ‗down‘ gives the meaning of movement from higher state
we‘ll have to ask her vet to (being alive) to lower state (death)
put her down.
Ru‘s accounts are interesting in that his explanations for the phrasal verbs themselves did
not change much, but additional explanations for up were added to the overall accounts (Table 919). The new explanations were all appropriate.

Table 9-19: Ru‘s explanations of the up phrasal verb set
Ru
Pretest
(a) An accountant‘s job is to
Add together
add up columns of figures.

Posttest
Add something together
―up‖ refers to complete
covering
Create
―up‖ indicates the visibility

(b) A teenager driver made up
a story about being pulled
over by a man using a
flash light on his car.
(c) After drinking too much at
the party he drank some
coffee to try to sober up.

Tell something that is not real

Be awake and calm down

To keep awake
Here being awake is
considered as good

(d) The shopkeeper asked if
she would like him to
wrap up her purchase.

Wrap something with papers
or something else

To cover something
completely
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(e) He ended up as an advisor
to the president.

Finally to be

Finally to be
Here ―up‖ refers to completion

However, his explanations of the down phrasal verbs did not include separate accounts
for the particle (Table 9-20). Break down was explained by the synonymous phrase ‗to get rid of‘
and put down by the phrase ‗to put something to a lower height‘. In the case of put down, he
construed it only physically and did not metaphorically extend its meaning. That is, ‗a lower
height‘ should have been interpreted to denote an abstract entity, specifically ‗death‘, in this
context. Ru did not seem to benefit from CBI when dealing with the new particle, down.

Table 9-20: Ru‘s posttest explanations of the down phrasal verb set
Down
Posttest
(f) They had to break down
To get rid of
many social prejudices to
manage to succeed.
(g) Out cat is so old and ill, so Put something to a lower height
we‘ll have to ask her vet to
put her down.

Over
The over set of constructions consisted of the following three sentences.

(a) Who will take over when you retire?
(b) The car rolled over and over.
(c) I fell and kicked over a vase.

In the posttest, four more sentences were added to examine whether students if the
students were able to deal with the new phrasal verbs with different senses of over. Since, unlike
out and up, it was difficult to find a single legitimate antonym for over, sentences with new over
phrasal verbs had to be added. Under was considered to be a strong candidate, but it produces few
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phrasal verbs. For this reason, adding different senses of over was believed to be a better choice,
because its semantic richness would make it possible to investigate participants‘ ability to handle
unknown, new items. The new items were chosen carefully so they would not overlap with the
repeated three phrasal verbs in terms of senses of over. While (a), (b) and (c) represent a sense of
transfer, repetition and A-B-C trajectory, respectively, (d), (e), (f) and (g) represent a sense of
examination/complete covering, control, complete covering and approaching.

(d) The committee agonized over the decision.
(e) Local elites rules over small villages.
(f) The mirror clouded over as the steam rose from the hot water in the sink.
(g) The police pulled the speeding motorist over.

Due to its semantic complexity, it was expected that the students‘ pretest responses for
over would be more random than their up and out counterparts. As an analysis of the previous
sections has shown, their posttest illustrations of over were expected to be more graphical than for
the other particles.
Ning‘s test will be examined first (Table 9-21). She paid attention to the particle from the
pretest. Her pretest explanations for over focused more on what it does to its surroundings than on
what it means. In (a) take over, over changes the meaning of the verb ‗take‘ and in (b) roll over is
part of the phrase ‗over and over‘. The account for (c) kick over focused on the meaning of over
and properly pointed out that it described the result of the ‗kicking‘ action. In the posttest,
explaining (a) take over, she no longer stated that over changes the meaning of the main verb, but
neither did her response show much in the way of conceptual development. Indeed, her account
appeared to be dictionary-like and is not a convincing example of the influence of CBI. The
explanation for (b) roll over, on the other hand, included some elements that exhibit changes in
her way of thinking. Instead of regarding over as part of the phrase ‗over and over‘, she explained
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that it emphasizes repetitive motion. She did not explicitly state that over is responsible for the
repetition, but her account included language that was used in the over SCOBA and classroom
instruction. Her explanation of (c) kick over became more specific in the posttest. She specified
what the change is that the ‗kicking‘ action caused to ‗a vase‘, although her account was not a
precise description of the sentential context.

Table 9-21: Ning‘s explanations of the over phrasal verb set
Ning
Pretest
(a) Who will take over when
In charge of the job
you retire?
Over is here to make a new
meaning other than ―take‖.
(b) The car rolled over and
Pick up
over.
―over‘ participate in the phrase
―over and over‖
(c) I fell and kicked over a
Knock down
vase.
―over‖ add the meaning that
the position of ―vase‖ has been
changed by the action of
―kick‖

Posttest
Replace

Turn to the other side and
repeating the same motion
The vase has dropped to the
ground or facing on the other
side.

Table 9-22 lists her accounts for the newly added phrasal verbs with over. What attracts
our attention is that her explanations focused solely on the particle, not the phrasal verb as a
whole. A series of tests, class instruction and assignments could well have played a role in
leading her to attend exclusively to the particle. Her explanations for the four sentences capture
the different senses of over. Words that are indicative of CBI or SCOBA influence include (d)
‗thoroughly‘, ‗completely‘, (e) ‗whole‘, ‗in the charge of‘, (f) ‗whole‘ and (g) ‗toward‘, ‗on the
side of‘. These were words regularly used in class and with the SCOBA to explain a sense of
completion. ‗In charge of‘ represents a sense of control and ‗toward‘ and ‗on the side of‘ describe
a sense of approaching.
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Table 9-22: Ning‘s posttest explanations of the over phrasal verb set
New over items
Posttest
(d) The committee agonized
To mean thoroughly and completely
over the decision.
(e) Local elites rules over
small villages.
(f) The mirror clouded over as
the steam rose from the hot
water in the sink.
(g) The police pulled the
speeding motorist over.

Over shows that the whole villages are in the charge of those
people
―over‖ here shows the whole mirror is clouded.

Here ―over‖ used to show that the motorist as pulled towards
the policeman or on the side of the road, something like that.

The next example is Lihua‘s test (Table 9-23). In the pretest, she explained that over of (b)
roll over is used to help illustrate the verb ‗roll‘ and that over of kick over does not have any
meaning. Her posttest accounts show that she developed a different way of understanding the
particle over. It is not a subsidiary of the main verb ‗roll‘ and does carry a meaning of its own.
However, her understanding of roll over is not appropriate. Somehow, she continues to associate
roll over with downward movement: ‗knocked down‘ in the pretest and ‗down and completely‘ in
the posttest. This may have led her to choose a sense of bending, which can be associated with a
kind of downward movement. Although CBI helped her develop a meaning-oriented way of
thinking, she failed to reach a proper understanding of the particle.
Lihua‘s explanation of (c) kick over, on the other hand, is more acceptable. She believed
that over denotes a direction, but this explanation alone was not sufficiently robust; instead she
clarified her verbal explanation with a drawing. In case of (a) take over, it is interesting that her
pretest explanation was more appropriate than her posttest counterpart. The former implicated a
sense of transfer and the latter a sense of control. Exposure to the diverse meanings of over in
class could have widened the range of choices available; thus making the task of explaining the
sentences more complex. There were several other students who performed similarly. For some
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reason that remains unclear for the time being, CBI appears to have made the control sense of
over more salient for some students.

Table 9-23: Lihua‘s explanations of the over phrasal verb set
Lihua
Pretest
(a) Who will take over when
In charge of
you retire?
Identify direction: ―from one
to another‖
(b) The car rolled over and
Knocked down
over.
Help illustrate the verb ―roll‖
(c) I fell and kicked over a
vase.

Fall down
No meaning.

Posttest
Manage your position
Over: control
Down and completely in
opposite direction
Over: bending
Make it fly into other place
Over: a direction:

Explanations for the new sentences show that Lihua was able to deal with the various
senses of over (Table 9-24). A sense of examining ((d) agonize over), complete covering ((d)
agonize over, (f) cloud over) and of control ((e) rule over) were properly applied to each phrasal
verb. The last phrasal verb (g) pull over is where she failed to reach a proper understanding. She
seems to have understood over in pull over as reflexive motion or A-B-C trajectory. In this
sentence, it is likely to denote A-B-C trajectory or a sense of approaching.

Table 9-24: Lihua‘s posttest explanations of the over phrasal verb set
New over items
Posttest
(d) The committee agonized
Suffer from … completely
over the decision.
Over: complete, all aspects
(e) Local elites rules over
small villages.
(f) The mirror clouded over as
the steam rose from the hot
water in the sink.
(g) The police pulled the
speeding motorist over.

Control, watch over
Over: control
Become blurry
Over: full, complete
Make him fall down from the motor
Over: turn into another direction
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Jaidee‘s test performance is presented in Table 9-25. Her pretest explanations included an
explicit account of the particle, over. However, they did not specify its meanings, but state instead
that it changes or emphasizes the meaning of the main verbs. Her posttest test explanations were
clearly more meaning-oriented. Her explanation of (a) take over shows that she figured out that
duties, responsibilities and authority are now in another person‘s hand. Then she added that over
carries a sense of completion. Although the researcher associates it with the A-B-C trajectory or
from one side to another, Jaidee‘s explanation is understandable, given that a sense of completion
can be regarded as resulting from the A-B-C trajectory. Over in (b) roll over was understood as a
sense of reflexive action that repeats itself and over in kick over as an approaching sense. The
explanation for kick over is not likely to be appropriate to the sentential situation.

Table 9-25: Jaidee‘s explanations of the over phrasal verb set
Jaidee
Pretest
(a) Who will take over when
-replace, take other‘s place
you retire?
-over change the meaning of
take

(b) The car rolled over and
over.

(c) I fell and kicked over a
vase.

-roll, move like a wheel

-over emphasizes the meaning
of roll
-kicked, hit something with
foot
-over emphasizes the meaning
of kicked

Posttest
Completely replace, take all
duties, responsibility and
authority of others
‗over‘ gives a sense of
completeness.
Moved as a wheel, rolled,
‗over‘ gives a sense of
reflective motion, the car
rolled again and again
Kicked at, ‗over‘ gives a sense
of approaching or getting
closer to something

Jaidee identified over in (d) agonize over, (e) rule over, (f) cloud over and (g) pulled over
with a sense of examination, control, covering, and the A-B-C trajectory-like movement,
respectively (Table 9-26). She assumed that (g) pull over describes movement similar to lean
over. Although her verbal explanation alone is not entirely acceptable, the image she inserted
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shows why she thought so. Despite her more or less confusing explanation, she seems to have
reached a proper understanding.

Table 9-26: Jaidee‘s posttest explanations of the over phrasal verb set
New over items
Posttest
(d) The committee agonized
Had difficulty, struggled ‗over‘ in this case means examining
over the decision.
(e) Local elites rules over
small villages.
(f) The mirror clouded over as
the steam rose from the hot
water in the sink.
(g) The police pulled the
speeding motorist over.

Manage, control, ‗over‘ gives a sense of being in higher
position and influence others in the lower position
Became blur because of the steam, ‗over‘ in this case means
covering
Forced a motorist to stop at the roadside, I think ‗over‘ in this
sentence has the same meaning as ‗over‘ in ‗lean over‘ because
it gives a sense of movement like this picture.

Although many students developed an awareness of the semantic contribution of over,
their understanding or explanation was not always adequate and acceptable. Such cases were
more frequent with regard to the over phrasal verbs that with the other types. This is most likely
because of its semantic complexity. To investigate this circumstance further, Jaeseok‘s test was
analyzed. In the pretest, he treated phrasal verbs as a whole and did not provide an explicit
account of the particle (Table 9-27). However, the posttest counterparts include explicit
explanations for the particle. This does not mean that his pretest accounts are inappropriate.
Rather, he seemed to have a fairly good understanding of the three phrasal verbs and his accounts
did not change drastically in the posttest. He added an explanation of over. His posttest accounts
for (a) take over and (b) roll over did not precisely fit the sentential situations. In the case of (a)
take over, as explained in Lihua‘s discussion, the pretest explanation was actually more
appropriate then the posttest. Over of (b) roll over was explained as ‗Go to the original state‘,
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which is most likely based on the ‗reflexive motion‘ described in the over SCOBA. This could be
an appropriate choice in that under certain circumstances reflexive motion implies repetition. His
interpretation is closer to ‗reversion‘ than to ‗repetition‘. It is not entirely unreasonable, but
neither is it the most satisfactory explanation. His accounts for (c) kick over, compared to the
previous two sentences, were more acceptable. His explanation did not change drastically in the
posttest, except that a drawing visualizing the vase and the A-B-C trajectory was added.

Table 9-27: Jaeseok‘s explanations of the over phrasal verb set
Jaesoek
Pretest
(a) Who will take over when
Have one‘s position
you retire?
(b) The car rolled over and
Flipped
over.
(c) I fell and kicked over a
Hit a vase and move away
vase.

Posttest
Be in charge
Control
Turn 180
Go to the original state
Move a vase to somewhere

Explanations for the newly added sentences included somewhat inappropriate elements
except for sentence (g) (Table 9-28). Over in (d) agonize over is more likely to be associated with
a sense of examining or complete covering than to a sense of control. Over in (e) rule over means
control, rather than investigating or covering and over in (f) cloud over means complete covering
rather than a sense of nearness or approaching.
Jaesoek‘s test shows that CBI can help students develop an ability to think conceptually
and to provide a systematic account of phrasal verbs, but it does not guarantee that students‘
explanations are always correct or appropriate. Learners still make mistakes in assaying the
meanings of phrasal verbs, but what merits our attention is that for the most part they learned to
form educated, informed and motivated interpretations instead of random guesses.
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Table 9-28: Jaesoek‘s posttest explanations of the over phrasal verb set
New over items
Posttest
(d) The committee agonized
Control
over the decision.
Control decision from higher position
(e) Local elites rules over
small villages.
(f) The mirror clouded over as
the steam rose from the hot
water in the sink.
(g) The police pulled the
speeding motorist over.

Investigate thoroughly
Cover the village
The surface of mirror because of the steam
Near and on the mirror
Make the motorist stop
To the other side from one side

Finally, learners‘ explanations of the over phrasal verbs were more graphical than those
of the out and up phrasal verbs. The A-B-C trajectory was so powerful that students employed it
often to explain the meanings of over. Many students‘ posttest accounts included one or more
drawings that were reminiscent of the A-B-C trajectory. Hyejin was one of the graphical thinkers
as shown in Table 9-29. Her explanations for out and up also included imagistic elements, but
over explanations were mostly graphical with minimal use of verbal accounts. In the case of (a)
take over, her pretest and posttest verbal account were exactly the same. Only her drawing was
added in the posttest. It describes that ‗work‘ is transferred from one person to another. The
character included in the two boxes is a Chinese character meaning ‗a person‘. A small figure
next to the word ‗work‘ consists of two circles and an arrow representing again a sense of transfer.
She seems to think that as a result of transfer, work continues ceaselessly. Her explanation of (b)
roll over changed from verbal to graphical, but basically they carry the same message. The
posttest drawing emphasizes the repetitive nature of the action. Example (c) kick over was
explained graphically from the pretest and the drawing did not change all that much to the
posttest. They reflect her understanding of the primary sense of over, or the A-B-C trajectory. The
word ‗continue‘ was added to the posttest drawing. For her, over seems to be linked to a
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‗continuing‘ sense. Accounts for the three phrasal verbs included the word ‗continue‘ either in the
pretest or in the posttest.

Table 9-29: Hyejin‘s explanations of the over phrasal verb set
Hyejin
Pretest
(a) Who will take over
Continue to work
when you retire?

(b) The car rolled over and
over.

Posttest
Continue to work

Continues to roll

(c) I fell and kicked over a
vase.

Her illustration continues to be graphical for the new items. (Table 9-30)The drawing for
(e) rule over is likely to reflect a sense of complete covering. Over in rule over is more likely to
be associated with a sense of control, but the control sense is not entirely unrelated to the
covering sense. The images evoked by the two senses can be quite similar. Hyejin‘s drawing also
indicates that the covered villages are under the control of the rulers. The drawing for (f) cloud
over expresses a sense of covering. The last drawing for (g) pull over was most likely based on a
sense of approaching, as indicated in the SCOBA. Indeed, most of her responses reflected
influence of the SCOBA-based particle instruction.
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Table 9-30: Hyejin‘s posttest explanations of the over phrasal verb set
New over items
Posttest
(d) The committee agonized
?
over the decision.
(e) Local elites rules over
small villages.

(f) The mirror clouded over
as the steam rose from the
hot water in the sink.

(g) The police pulled the
speeding motorist over.

Conclusion
This chapter analyzed the pre- and the posttest part III where the three particles, out, up and over,
were combined with a set of bare verbs in a sentential context. In the posttest, the new particles,
in and down and different senses of over were added to investigate the transferability of
conceptual knowledge. The analysis shows that CBI encouraged the participants to pay attention
to the particles and think metaphorically and imagistically. Many students provided a separate
account for the particles in the posttest referring to the SCOBAs and relevant conceptual
metaphors.
The CONTAINER metaphor and the UP IS MORE/GOOD metaphor were effectively
employed for out and up, respectively. The A-B-C trajectory played an important role for over.
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For the new particles, in and down, many participants also provided separate explanations and
some of them were capable of applying the two metaphors. However, the accounts for the new
particles were not as detailed or metaphoric as those for the explicitly instructed particles.
Part III of the test pushed students to think of phrasal verbs based on the particles,
partially because of the test format and partially because of the hitherto repeated practice through
instruction, verbalization assignments and previous parts of the test. For this reason, by the time
learners took part III of the test, they seemed to feel more comfortable with figuring out the
meanings of the particles and explaining them verbally or imagistically.

Chapter 10

Data Analysis: The Entry and the Exit Interview
This chapter presents the data collected from students‘ interviews, which were conducted
before and after instruction. The major goal of the entry interview was to investigate students‘
previous learning experience of English phrasal verbs and their reaction to the whole process that
they were exposed to in the past. The exit interview focused on students‘ impression on CBI.

The entry interview
The entry interview was conducted after students took the pretest part I. The earlier interviewees
did not take parts II and III, but some who did the interview later completed part II. The interview
asked three questions but was conducted in a flexible fashion that the researcher freely interrupted
and asked additional questions for further investigation. The three prepared questions are as
follows.

1. What do you think of the test?
2. Did you learn phrasal verbs before? If so, how and where did you learn them?
3. Do you use phrasal verbs in conversation? When you hear them spoken by others, do
you understand them?

The first question was included to investigate students‘ reaction to the test. Since it was
their first exposure to phrasal verbs in this project, it was thought to worth our attention. Those
who took part II could talk about their experience of explaining the meanings of phrasal verbs in
their own words, too. Secondly, participants had to talk about their previous learning experiences,
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whether they received explicit instruction of phrasal verbs at any stage of their education and how
phrasal verbs were presented to them. Finally, the last question handles the issue of practical uses
in communication. Students‘ self-reflection is, certainly, not a precise indicator of their
performance, but could be a reliable indicator of the degree of awareness and confidence in
semantics and usages of phrasal verbs.

1. What do you think of the test?
Most students said that the test was difficult regardless of the format. Many students used
words such as ‗confusing‘, ‗not clear‘ and ‗guessing‘. For example Hyejin said that she guessed
about 80 percent and that she was very confused.

Hyejin: It‘s, it is not easy. About eighty percent, I guess. Not difficult, but it was not clear.
Yes. Confusing. Not hundred percent. I just pick some, I can pick, but I, my feeling is not
clear. I can translate. I can translate and I can feel, but it was not clear, yes, one hundred
percent. Very confusing.

Feng was another student who expressed similar frustration. He pointed out that some
items were particularly difficult because they mean more than the sum of their constituents.

Feng: I think about the grammar, I think, a lot of question, I guess the question, ‗cause I
didn‘t know if I don‘t know that meaning of that phrase, I have to put that into the
condition in that sentence to figure out. If I still don‘t know, I just guessed. I think some
of the phrase are difficult. I didn‘t hear, very confusing. Some of them, when you look at
the, when you just put it together, you can guess, it‘s easy to guess the meaning, its, really
precisely. And some of them, just, so far away from its original meaning.
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A set of particles that were combined with the same bare verb (e.g. jump, jump out, jump
up, jump over) confused students more. Since L2 learners do not place much emphasis on the
particles in phrasal verbs, they seem to have hard time to select an appropriate particle from a
group of particles. Lihua‘s comment about the multiple choice test shows how she perceives the
role of particles in phrasal verbs.

Lihua: No, it‘s very hard. It‘s all about the verbs with over, up and out, to make out, to
break. It‘s about how we pick up the phrase in some, certain sentences. So it‘s hard to
define which word, I think other native, other selections, other things. I cannot tell the big
difference between them. I see A is OK, B is OK, C is OK, too. (Laughs) Because they
have the same verb, only the word following them is different. So I guess maybe their
difference is tiny. It‘s hard. I think it‘s hard.

She seems to think that the difference caused by the particles is not significant and that
makes the multiple-choice questions difficult. She was not the only one who felt that the multiplechoice questions were problematic. The following shows how some of the students resolved the
difficulties.

Jaidee: When I do the test in this class, I do it from, it‘s like I am not exactly sure about
my answer but I think it looks familiar for me or it‘s look better than other choices or
whatever. So I think it‘s this is confusing.
Ning : I think it‘s a really tough test. ‗Cause I remember even in high school or in college,
when I was doing TOEFL or GRE test, I never like, I need to choose from those many
words and some of them I don‘t even know the meaning and the difference. I kind of just
feel that, ‗oh this makes sense‘ or ‗this looks more reasonable‘, and then I just guess that
and then just that. Some of them I know, ‗Cause I might have the chance to look at the,
during high school when I learned these phrases. I think about forty percent, thirty
percent to forty percent was guessing.
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According to these two students, in the multiple-choice test, they chose an option that
‗looks familiar, better, or reasonable‘ and it is not clear exactly what they meant by ‗familiar‘,
‗better‘ and ‗reasonable‘. They obviously guessed a great deal and their guesses seemed to be, in
many cases, random and groundless.
Those who completed part II of the tests also talked about their experience with the
verbalizing activity. Here, they had to explain a set of phrasal verbs that consisted of the same
bare verb and different particles. About this activity, they commonly stated that explaining
meanings of phrasal verbs was difficult. One of the reasons for the difficulty was that the words
they had to explain were so basic and simple that they could not find less complex and explicit
ways to unpack the meanings. Jianguo discussed this aspect in detail.

Jianguo: For multiple choice, I think it‘s not very difficult. But when you ask me to write
about the meaning of the ‗walk‘, it‘s hard. Even, even though the ‗walk‘ is easy to
understand, but it‘s difficult to give a definition for the ‗walk‘. I just could not find
another word with the same meaning. I know, I know what the meaning, but I just cannot
give a definition. Yes. I know the meaning, but just understand, but cannot give a
definition. I just have some sense, but I don‘t know how to use another word to give a
definition.

Cheng made a similar comment.

Cheng: I think for some question, the answer confusing. I don‘t think there should be best
answer, but most of them really make sense. I like those questions. You mean the takehome one? ‗Cause those words are really simple words and we should explain those word
with another simple word, so kind of difficult. And I don‘t think we can find exactly
some explanation for them, so I just tried to explain it approximately. Like, the word take,
take over, actually, if given some other more complex word, we should use ‗take‘, ‗take
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over‘ to explain those words, but now we are given this simplest word, so it‘s a little
difficult for me to explain them.

This part of the test was designed to push students to distinguish meanings of phrasal
verbs based on the meanings of the particles. It should have been emphasized that the
researcher/instructor is not interested in how they explained the verbs ‗take‘, ‗jump‘ or ‗walk‘,
but in how they differentiated the phrasal verbs with the same bare verbs.
In addition, some students talked about the difficulty of explaining English words in
English. For L2 learners, it is certainly a burdensome activity. Furthermore, in this study, the
words they had to explain, as pointed out above, were simple and basic. This is likely to have
caused difficulty for students and it may explain why many students‘ pretest explanations are
simple and brief with an equivalent single-word verb or a dictionary-like definitions. Zhian, Jisu
and Jia raised this issue.

Zhian : Yes, you know, for example, ‗put the word into a sentence‘, we can understand
what it mean, but ‗put it out‘, I think it‘s hard to understand. It‘s fairly, you explain this
word in English, it‘s some difficult.

Jisu: It‘s difficult to me. (Laughs) Because I know the meaning, but I cannot explain
English and it‘s not familiar with me, so. Yeah, I know the almost meaning, but. Because
I‘m, I‘m a, I‘m not a, writing person?

Jia: For the other questions, I find it is kind of hard to describe your feeling such as ‗he
kicked, he kicked ball?‘. I need to use my sentences to describe that action such as ‗use
his foot to hit that ball‘. This kind of answers. Sometimes I want to use similar phrase to
describe that, such as ‗climb up‘? I don‘t know how to describe this in English. Just his
position goes higher? That kind of stuff. Yeah, it is a little hard.
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Given that all the participants were from Asia, it is understandable why they had
difficulty in explaining English in English. In many Asian countries, foreign language lessons
were given in L1, not in target language, although it has been changing gradually. Thus, the next
question was asked in order to investigate how they had been instructed on the meaning and use
of phrasal verbs in their home contexts.

2. Did you learn phrasal verbs before? If so, how and where did you learn them?
For this question, most students provided a similar answer. They said they had simply
memorized phrasal verbs. Teachers either provided a separate list of such verbs or idioms or they
explained the meaning of phrasal verbs every time new ones were encountered during reading
practices. The explanations were almost always provided in L1. Yi-Han and Ru said as follows.

Yi-Han: No. Just like, in our high school, we only have some translation of this kind of
phrasal verb. So I was always memorizing this, combined verbs. We have a list. Our
instructor in my high school, they distribute this kind of list and ask us memorize,
because we have the test.

Changjin: In high school, we paid a lot of attention to this kind of phrases. We just
memorized. (Laughs) Memorize what the ‗break up‘ mean, what the ‗take over‘ mean.
We have some test, some textbook and we learn one by one of the text and in each text
they have some, we may have come across some of this phrase like this and then the
teacher will explain what it means. We need to memorize everything. (Laughs)And we
you know some, there are always some verb, all kinds of verb, I don‘t know how to speak
this kind of things and we memorize each phrase mean and the teacher wrote give us
some examples.
Ru‘s statement shows that phrasal verbs are taught as one inseparable unit accompanied
by L1 translations and examples. Guowei made a similar comment.
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Guowei: In high school, I have learned this before, just, in my high school. Just memory.
They gave me a paper and ‗give in‘, ‗give up‘, ‗give‘, like this, like, give the meaning and
you memory it. Because take this, this, this test usually in China, where, in high school,
in my university, examination, so many test in English.

Jaidee and Cheng, on the other hand, stated that they were provided with separate
explanations for the bare verbs and the particles, although it is not clear specifically how they
were explained.

Jaidee: Like the teacher give the like the broad idea of up, out and over, that kind of thing.
After that, when they taught phrasal verbs, explain like, OK. This one means this and this
one means this and they combined together.

Cheng: My first, uh, I remember I studied, studied English in, ten years ago. And so, first
two phrases I studied ‗stand up‘, ‗sit down‘, so by that two phrases, the teacher explained
what‘s the meaning of up and down. And we even practice it, practiced it in classroom.

Participants who completed part II of the test where they had to explain phrasal verbs in
their own words made comments about explaining English in English. They commonly
emphasized that they did not have to use English to explain meanings of words when they learned
English in school in their country.

Jia: Yeah, we learned it, but we just remember its Chinese meanings. (Laughs) I didn‘t
need to interpret it using English. We have textbook after the article, their vocabulary,
and our teacher summarize useful words and vaca- and phrases and teach, teach us to use
it.
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Liwei: If this phrase, if this is, this word first time we met this phrase, then the teacher, all
the textbook will give the, explain the meaning of it. As I remembered we didn‘t use
English to explain English. (Laughs)

Cheng: No, don‘t, in high school. If we (Laughs) have to explain them, we explain from
English to Chinese, no from English to English. The teachers did teach us usually what‘s
the meaning of up, but not all the phrase.

The key word of students‘ recollection of their past phrasal verb learning is
‗memorization‘, which left some of the students confused and frustrated. Jin-Hua and Kamnan
explicitly expressed their feelings as follows.

Jin-Hua: I think, in high school, the teacher didn‘t to try to make some ways to help
students to distinguish the word, the usage of the word. Yeah, so, we might be all
confused about using of the word. So I think that‘s the problem.

Kamnan : We just try to remember the meaning in Thai, so, we never have the clue to
understand it easier than remember. If you have a trick to understand that verb, maybe
it‘s more, it‘s easier to understand it.

Kamnan wanted to ‗understand‘ phrasal verbs with help of a ‗clue‘ and a ‗trick‘.
Hopefully, this project provided him with the clue and the trick and helped him reach a better, if
not more complete and meaningful, understanding.

3. Do you use/understand phrasal verbs in conversation?
For this question, many students started their answer with a laugh. They seemed to think
that they do not use phrasal verbs not as much as they ‗were supposed to‘. Students said that they
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were not familiar with phrasal verbs and were not sure of their meanings. For example, Cheng
said as follows.

Cheng: No very frequently. If I use some of them, that‘s because I‘m really familiar with
them. And when I speak out these phrases, I don‘t actually think about, like first I speak
out ‗break‘ and then ‗up‘ spontaneously come out, automatically come out. So I don‘t
first speak, say, I don‘t first say ‗break‘ then I think about, then, up or down to (xxx) it. I
take them as a single word. So that‘s what I mean. I‘m familiar with it, so if I‘m not
familiar with them, I might haven‘t create combination by myself. Like ‗stand up‘, I
don‘t need to think.

He uses only familiar items, because they are automatized and do not require much
conscious effort to conjure up. The underlined phrasal verbs, ‗speak out‘ and ‗come out‘ that he
used while talking, then must be the ones that were fairly familiar to him. Since he considered
them to be a single unit, it is also difficult for him to create new combinations. Huan‘s comment
includes a similar message.

Huan: Actually, I don‘t think so. I think maybe it‘s because I‘m not quite familiar with
this kind of thing. I would say, I can just, if I see them, I can know what they mean, but if
I want to say something, I won‘t use them. They are not the first word come out. I can
only use some very frequently seen ones, something like ‗give up‘, something like that.

His comment indicates that he had difficulty retrieving phrasal verbs when speaking. The
‗frequently seen ones, something like ‗give up‘‘ is likely to refer to so called ‗idiomatic
expressions‘ that are often introduced in textbooks and vocabulary workbooks. If phrasal verbs
are not the first to come out, the equivalent single-word verbs will be his preference. There were
several participants who said that they use single-word verbs instead of phrasal verbs.
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Dohyun : I think I usually using one word, one verb, not just such combination like that.
Because I‘m not used to that kind of thing, but for example, ‗get over‘, ‗get over‘ is a
very, very familiar to me. In this case, the familiar words, I use to use that kind of thing,
but if I, something is not familiar, I just use one verb. So ‗write down‘ and ‗get over‘, that
kind of stuff is very easy, very familiar. I usually use that, those things. I don‘t know. Just,
when I was in high school, I focus on that word (Laughs) that much for some reason. But
for example, ‗live out‘, ‗live out‘, in the case of ‗live out‘, I don‘t use such a word,
because I‘m not familiar.

Hyejin: I think that I can understand listening that kind of words, but I think I have not
used this kind of words. So that‘s why I‘m not familiar with to use that kind of words. I
just use ‗overcome‘, yes, single words. I prefer to use single words. It is my habit.

They commonly mentioned a degree of familiarity. Participants seemed to think that they
did not know a sufficient number of phrasal verbs and were not sure of the meanings and usages.
They either avoided using them by replacing phrasal verbs with what they considered to be
equivalent single-word verbs or focused solely on the verb part as Jianguo does.

Jianguo a: Sometimes I think. Sometimes, but actually I think we did not pay more
attention to the, for example, up, out, over, the stuff. We pay more attention to the verb,
just ‗lie‘, ‗take‘, care more about this. So, for we may usually make a mistake about the
second part.
Jianguo‘s comment shows why L2 learners use particles randomly and inappropriately.
They seem to think that the semantic contribution of the particle is not significant. Thus, they
assume that knowing the meaning of the main verbs can automatically lead them to proper
understanding. Jianguo continues.
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Jianguo: I think so, but since you know we do not pay too much attention to that word, so
when we hear about this, we did not memory. Same things happen. Over, up, out, maybe
just matter in exercise, in exam. Only in exam, you pay attention to this word. But you, in
every day English, we do not, more pay, more attention to, there are too much things to
pay attention.

Here, ‗that word‘ (in the first line) and ‗this‘ (in the second line) refer to particles. He
says that the differentiating particles matter only in the exam, not in every day conversation.
However, ironically, phrasal verbs are preferred in verbal communication and informal writing
(Biber, 1988; Darwin & Gray, 1999; Louwerse et al., 2004; Dempsey et al., 2007). Dohyun also
commented as below.

Dohyun: It depends on situation. In the case of, in the situation I‘m familiar, I can
understand whatever it is. But if the situation is not familiar to me, in this case, maybe, I
put have more time to understand. Because the first verb is, has a lot of meaning, so I can
figure out, I can guess, what it means. If I understand this one, maybe, naturally I can
understand also this one, in the sentence.

In the last sentence, the first ‗this one‘ refers to the main verb and the second ‗this one‘,
the particle. He was writing examples while talking to the researcher. According to him, if he
knows the meanings of the main verbs, he can understand the following particles, too. There was
only one student who acknowledged the semantic contribution of particles, as indicated in the
following comment from Jia:

Jia: I think so. They have context and in my high, middle school, teacher teach, taught a
little about in, out, over, their meanings. So in is in a boundary, out is out of that
boundary, over, cross something or the end. I think these words have their own meanings.
So when people combine these words with other verbs, they can understand them.
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She thinks that since particles are combined with verbs retaining their own meanings, it is
possible to guess the meanings of phrasal verbs. What is necessary for her, then, is sophisticated
knowledge of particles. Whether students, including Jia, believed that CBI succeeded in helping
them develop the necessary knowledge of particles will be considered in the following subsection.

The exit interview
The exit interview was conducted after all the instruction and the tests had been completed.
Similar to the entry interview, three main questions were asked.

1. How did you feel about the images?
2. How did you feel about explanation tasks?
3. How did you feel about this type of instruction?

The first question asks for students‘ impression about the SCOBAs. Since it is likely to
be their first experience learning phrasal verbs using images and metaphors, the researcher
wondered whether they liked it and whether they felt they had benefitted from them. In addition,
one of the essential questions concerns matching phrasal verbs with the images, whether it was
easy or difficult to find the images evoked by the phrasal verbs. The second question is about the
verbalization assignments. They had to complete three homework assignments where they had to
explain or verbalize meanings of phrasal verbs. Explaining meanings of phrasal verbs in English
is also likely to be their first experience for most of the participants. Thus, it was expected that to
some extent students had difficulty in externalizing their understanding. Finally, students were
asked to talk about their impression of the instructional approach in general. It was supposed to
provide an opportunity for students to talk freely about anything that came to mind.
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1. How did you feel about the images?
To this question, many students gave positive feedback. Most of the participants had
never received this type of instruction and the images helped them to figure out the meanings of
phrasal verbs. They also commented that using images for phrasal verb teaching is a very good
idea and that they liked it. Now, when they come across phrasal verbs, they often times, go back
to the SCOBAs and try to identify matching images, as indicated by the following commentary
from Yi-Han.

Yi-Han: I feel very useful. Right now when I meet some phrasal verb like our, up and
over, I will think about ‗what‘s the picture of the phrasal verb. For example, in out, there
are four image. Up, there are five. And over, there are nine image. I will think which one
is that. And by that picture I can understand. OK, in this, if I use that picture in this
phrasal verb, I can understand, maybe this phrasal verb give us that kind of movement.
Out of the container, or complete, finish, up, picture number five, something like this, and
over. So I think it‘s very useful.

As a matter of fact, except for one student, their response started with ‗Of course, it‘s
very helpful.‘, but there was almost always a ‗but‘ that followed their positive statements. Some
students said that some of the images looked similar, which confused them. In addition, some
mentioned that in certain cases, one phrasal verb can be associated with several images. Here are
Chien-Lien and Shanyuan‘s comments about the SCOBA images.

Chien-Lien: I think that‘s helpful. When I see phrasal verb in article I read, I mean, not in
this class, I may think of what kind of image description can apply to that verb, the
phrasal verb. But sometimes it‘s a little bit confusing, because sometimes they are, for a
different, what‘s that, I mean, up, out, sometimes they have same diagram. Like when I
do the test, no, the practice, sometimes I may think that even they have different, what‘s
that, no, up or out with the same verb, I may think that the meaning is the same.
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Shanyuan : I think, some picture have the same meaning. I think, maybe some usage of
both can both be explained by, can explained at the same time by several images. So, I‘m
not confident of which one to choose. Like, some, basically they have actually, say the
same thing. Just some focus only concrete part, just focus on some, abstract concept, like
over, it‘s like from one side to another side, I think, maybe it‘s the same, basically with
examine.

Shanyuan was right when he pointed out that one meaning can be associated with more
than one images. However, at least, he realized that the particles are motivated and that the
challenge was to figure out the specific contextual meaning. He also added that in the over
SCOBA, some images denote physical movement and the others abstract concepts. The former
was exemplified by the A-B-C trajectory and the latter by a sense of ‗examine‘. Quite a few
students made a comment about the over SCOBA. They thought that it included too many images
that it was burdensome to refer to it when they did the homework assignments and the take-home
exams. Here is what Huan said.

Huan : And the second thing is the out figure, it is very simple. There are only five, right?
And the concept of container is very easy to understand. I think that this is very easy to
understand. And so, the up and over figure, especially over figure, there are too many, I
don‘t know, too many. (Laughs) I know that it is difficult to shrink the numbers, right?
But it is a little difficult to remember all these things and not very easy to tell their
differences between each figures.

He thinks that out is straightforward both imagestically and metaphorically. On the other
hand, up and over are not as clear as out. Jaidee made a similar comment and suggested
combining related images to reduce the number.
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Jaidee: I like using images in explaining the meaning of the phrasal verb, but I think in
some pictures we can compile some pictures together, like for the word, over, we have
like eight images and I noticed that some images kind of related to each other. So I think
we can compile them together and that could help to make less confusing.

For the majority of the participants, the over SCOBA obviously includes too much
information to the extent that they felt that it is another thing to be memorized. However, it was
not the only reason for the difficulty they had with the SCOBAs. When they were asked whether
it was easy or difficult to match images to the phrasal verbs, many students stated that for most
phrasal verbs, it was not difficult at all to find matching images, but they had hard time with some
items. Shanyuan, for example, brought up this issue as follows.

Shanyuan: I think I didn‘t notice over has so many meanings, before I was given those
figures. So they are very, extend my perception of over. But the difficulty is when we are
trying to mapping each other, mapping the sentences with the figure. Yes, when we are
choosing answers, that tend to be, sometime tend to be a burden, like we need to look
back nine pictures to find one that‘s the most suitable for the sentence. Maybe sometimes,
I really don‘t understand the meaning.

A degree of internalization seems to be at issue here. Due to the comparatively
complicated nature of over, it may have been more difficult to internalize the individual images
included in the over SCOBA completely. That is why Shanyuan had to rely on the SCOBA every
time he had to figure out the meanings of over. Since the verbalization assignment was designed
to help students internalize the SCOBAs by forcing them to use the SCOBAs intentionally and
consciously, he seemed to be on the right track despite his expression of frustration.
When talking about difficulty of using the SCOBAs, interestingly enough, several
students took the same phrasal verb as an example. ‗Dress down‘ was one of the new items added
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in the posttest, which for some reason seemed to stand out for them. It might have been because
L2 learners usually know ‗dress up‘, but not ‗dress down‘. Given its comparatively low frequency,
it is possible that they had not previously encountered this verb, as suggested by Jin-Hua‘s
remarks:

Jin-Hua: Let me recall that. Some, I think, some, difficult, some, easy. Because If the in
and the down is like the image with something, for example, down is something lower, or
in is something into contain-, it‘s really easy to explain that. But I know like, you know
mention the example, dress down, I think it‘s difficult. I cannot figure out what image,
yeah. So it‘s depend.

Jin-Hua seemed to have a fairly good understanding of semantics of the new particles in
and down, but when it comes to the phrasal verb ‗dress down‘, he was not able to conjure up any
images related to it. It may be attributable to the fact that not only is it unfamiliar, but it is also
fairly abstract. In order to accurately determine its meaning, he should be able to figure out what
increases and/or decreases along the vertical axis. In this case, it is ‗a degree of formality‘ that is
moving up and down. It may not be an easy task for students to do. As shown below, Lihua and
Yi-Han‘s attempts were also not particularly successful. They reached an understanding that
‗dress down‘ means ‗to take off clothes, to get undressed‘. While this is not an accurate
understanding, their accounts show that the guesses resulted from a grounded and motivated
thinking process.

Lihua : I did not remember that sentence clearly. I think it maybe selected according to
the situation. If that person need to attend a party, there should be up. If he just come
back from a party, maybe he should just down. Yeah, take off, take off clothes. Oh, I
guessed wrong meaning of ‗dress down‘.
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Yi-Han: I think it‘s very useful, but I have the difficult to create new one. For example,
‗dress down‘. Out of, if I cannot image the picture out, up, over. So I was wondering how
can I create more, create a picture of like, out, up and over by other, I mean, for example,
you said in some of question about our final test, there is a answer about ‗dress down‘,
but I cannot imagine what ‗dress down‘ is. To put on? To put on. I thought maybe ‗dress
down‘ is ‗took off‘. It‘s very useful.

They failed to reach an appropriate understanding, because they interpreted ‗down‘ as a
physical movement. Furthermore, Yi-Han‘s attempt to conjure up an image that matches ‗dress
down‘ was not so successful, either. She said that she wanted to have images for other particles,
too, in order to be able to figure out meanings of phrasal verbs with other particles. In this case,
however, understanding the underlying conceptual metaphor, UP IS MORE/DOWN IS LESS,
seems to be more important to make an educated guess. Zhian, on the other hand, managed to
reach a proper understanding.

Zhian : I just say that, this word can give us more, let me think how to say. Yes, I can
give you a example. ‗Dress up‘ and ‗dress down‘. I think normally we only know ‗dress
up‘. If you go out, you should dress up. But we don‘t know, if you don‘t go out, you dress
down, something. I think it can help us in some special, some special.

The researcher asked Zhian whether the instruction was helpful or not, knowing that he
did not like it based on what he said previously. He took ‗dress down‘ as an example and
described how he guessed the meaning of ‗dress down‘ based on his previous knowledge of
‗dress up‘. He did not finish his last sentence, but what he was trying to say seems to be that this
type of instruction can be helpful dealing with some special cases such as ‗dress down‘. In fact,
his description does not include clear evidence that his guess is based on the knowledge acquired
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from CBI. However, it, at least, enabled him to focus on the particle to figure out the meanings of
the unfamiliar phrasal verb.
Explaining why referring to the SCOBAs is sometimes difficult, Huan stated that his
previous knowledge preempts and makes it difficult for him to think in a different way.

Huan: So that is a little difficult. And I feel sometimes, some phrasal verb is very familiar
to me. It‘s like run out of food, this kind of thing. Out, run out of food, out. Because,
maybe it is, I‘m too familiar with this phrasal verb. It is not so easy for me to find an
image. I just know the meaning of the phrasal verb, but, maybe, sometimes I don‘t know
the phrasal verb, I can use, I can use the figure you give. But if I already know the
meaning of the verb, maybe I came to use my memory.

It is understandable why he does not use the SCOBAs dealing with familiar phrasal verbs.
If he already knows the meaning, he would not need to use mediation. His sensitivity to this is an
important indicator of development. However, it is also possible that the SCOBAs are not
completely internalized yet. For this reason, conjuring up images is an intentional process that
requires extra effort rather than an automatized, unintentional process. Especially, as discussed
earlier, the over SCOBA is likely to require more effort to internalize than the other two SCOBAs
do. Nevertheless, it should be pointed out that although Huan has difficulty using the SCOBAs
with familiar items, he benefited from them when dealing with the unfamiliar items. If they serve
as a systematic guide for the unknown phrasal verbs, they should be worth our attention.

2. How did you feel about explanation tasks?
To this question, most participants said that they had difficulty explaining the meanings
of phrasal verbs in written language. In addition, they thought it is better to explain with images
than verbally. In fact, there was only one student who preferred verbal accounts to graphical
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demonstration. Participants provided several reasons why verbalization is difficult. First, Jin-Hua
and Jianguo‘s comments will be introduced.

Jin-Hua: The most difficult is usually, want to explain vocabulary, a word, we usually use
easy word to explain the hard word. How to say that? Like, we look at a dictionary, the
English-English dictionary, they try to explain vocabulary, they use a easy word to
explain a difficult word. But in its assignment, actually sometimes, out, up is easy word.
But you should use (Laughs) something to explain easy word. I cannot find, how to do
that. Maybe I have the image, but I don‘t know how to explain that. Because I want to
prevent use the same word.

Jianguo: I know the meanings. I could not use another word to say, maybe because, just
because the word you showed to us is just too simple. Because it is too simple, so you
could not find even simple word to express. If you show me some difficult word, maybe I
can find another simple word. (Laughs)

Both of them point out that phrasal verbs and particles are too basic and simple to find
another word to explain them. As a matter of fact, what verbalization tasks ask them to do was
almost the opposite, because after CBI they were pushed to use words that denote abstract
concepts, including completion, limit, control, examine, existence/non-existence and so forth. In
this case, students could refer to the SCOBAs and the handouts that include such descriptors.
What seems to be more problematic is when the phrasal verbs denote very basic movement.
‗Jump out/up/over/in‘ and ‗kick out/up/over/in‘ would be the examples. This explains why some
of the participants had to be more graphical than verbal. One of the participants, Jia, also said, ‗I
just hoped somebody can go into my head and to see what I am thinking‘, which implies that she
thinks imagestically with the phrasal verbs to be explained, presumably based on the SCOBAs.
Not completely unrelated to this, several participants pointed out that their sketchy verbal
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accounts are not the problem of understanding, but the problem of English and that they could
have done better in their L1. Here is what Dongjoon and Huan said.

Dongjoon : Yes, it‘s difficult. Actually, for example, ‗speak‘ and ‗speak out‘ is different,
but I cannot explain that difference, written? By the written language. If I use Korean, I
can explain, but I can‘t explain in English. So usually I use the picture. Pic-, very helpful
to me. If there are, is big difference, I can explain, but that‘s a little, small thing. It‘s just
(Laughs). I cannot explain just the word. Jump, move up. Jump, when I explain ‗jump
over‘, I cannot explain without jump. Jump, jump forward, yeah, similar to jump.

Huan : I think this is more difficult than matching one. Because this one is, to do this one,
first I need to understand the phrasal verb. Then I need to find another word, another
phrase, or sentence to express my comprehension. I think, maybe, it is not so difficult to
understand the verb, but it is difficult for me to say it out. Maybe I can‘t find the proper
way to say it. Yes, I think it is English problem. (Laughs) Maybe something like,
something, take ‗give up‘ for example, I think this is the most accurate way to say ‗give
up‘. (Laughs) So what can I say?

Huan commented that the most accurate way to say ‗give up‘ is ‗give up‘ and then asked
to himself or to the researcher at the end, ‗So what can I say?‘. His laugh made it sound a bit
humorous, but it may have been what most of the participants felt when doing the verbalization
assignments and parts II and III of the tests. In fact, there was only one participant who did not
feel burdened with verbal accounts.
As shown below, Zhian thought that the images were confusing and hard to remember.
Actually, in the verbalization assignments, he did not identify the matching images in out and up.
In over, instead of identifying image numbers, he wrote descriptors included in the SCOBA.
However, they were from the up SCOBA, not from the over SCOBA. Obviously he did not pay
much attention to the SCOBAs.
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Zhian : Actually for me, I think explanation is OK, easier for me, too. And the image, I
think, I can‘t remember the image. Yes, when I did the assignment, image, I didn‘t
finished the image, I just finished explanation. Because I think the image, it‘s confused. I
think only one is easy to remember. It is in and out. You can say out is, some container,
and out is something, out, leaves container. In is get in the container. So I think it‘s easy
to container. For example, up and down, you can say this is the thing, original site, this is
the second site. You can say this is up and this is down. Yes, but, and I think, in class, it‘s
very easy to understand, but I go home and finish the assignment.

What seems to work with him is the metaphors, especially the concept of CONTAINER,
rather than the SCOBAs. Since he prefers verbal accounts to imagistic demonstration, using
conceptual metaphors might be a better way to explain phrasal verbs.
Ning‘s reflection will conclude this subsection. She was the only participant who made
an explicit comment about the effect of the verbalization assignments.

Ning: But it actually doesn‘t take that much time each time and in every time in the class,
you might know many of those words, ‗cause you explain to us. But we haven‘t actually
think about that ourselves, so the homework assignment actually make you kind of force
you to, think about this using the chart. It‘s kind of like, it‘s a two-way process, you
know. When you explain that, you intake, we just intake that for granted. Like sometimes
didn‘t think that. Now, after you actually do assignment, then you think about that. So it‘s
like, you have a better understanding of that. You might, you remember that next time.

She found the homework assignments helpful, because they forced her to pay conscious
attention to what she understood passively from class instruction. Referring to the SCOBAs and
verbalizing meanings of phrasal verbs are an active process that reinforces her understanding and
promotes retention of the knowledge. This matches comments from Negueruela‘s (2003) students
and also Yanez-Prieto‘s (2008) students. Being forced to verbalize has an impact on forcing
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students to think. It is not clear whether such awareness would influence positively or not, but at
least, it is likely to operate as a strong motivation to complete the task. This may explain the
reason why her accounts in the verbalization assignments and tests Part II and III were detailed
and elaborate with few exceptions. Thus, it may be a good strategy for the instructor to explicitly
state the purpose of each task so that students can clearly understand what they are doing and why
they are doing them.

3. How did you feel about this type of instruction?
This question was meant to be an open question that allowed the participants to talk about
anything that they did not mention in the previous questions. Quite a few students mentioned that
they began to notice more phrasal verbs in conversation. This is not a big surprise at all since any
types of intensive and explicit instruction are likely to enhance the level of learners‘ awareness of
the target forms, resulting in an increase in ‗noticing‘. CBI was not an exception, but there were
several students who made interesting comments. For example, Feng stated that he began to
recognize why particles are used in phrasal verbs and that they carry their own meaning
independently of the main verbs.

Feng: Before I learned in this class, I didn‘t know why you want to use out, over, because
I think over and up, it seems connected with some of the verb. Like ‗take over‘, you have
always to connected with ‗take over‘. So I want to use over, I have to use ‗take over‘
together. I will ever not use over, according to my guess. Just like a, so in China, how we
learn English we learn phrase. So this are together. They cannot be separated. So you
always learn how to use them together. That‘s a little kind of narrow-mind, I think. If you
want to do, always use them together. But I‘m sure you use them together, you will not
use it wrong way. But in other situation, you need to use over, you can‘t use it any more.
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Feng‘s comments reveal that he considered phrasal verbs as an inseparable single unit
and it prevented him from being creative with them. As he said, treating and using phrasal verbs
as one single unit does not necessarily result in misunderstanding or inappropriate uses. Rather, it
is likely to generate appropriate uses because learners do not take the risk of creating new
combinations, but entirely depend upon the combinations that are required from previous learning
or encounters. It is safe, but does not allow speakers to be creative and autonomous that is
achievable through CBI.
Next, Huan provided an interesting insight. He said that CBI suited him, because he is a
science student. In science, there are many formulae and he likes to follow them to get an answer.
What he meant by this may be that the SCOBAs provided a fairly robust guide for the meanings
of the particles, although they do not guarantee hundred percent as mathematical formulae do.
Given that most of the participants were science and engineering majors, graphical illustrations
may have appealed to their scientific senses. During the semester, the researcher herself
witnessed that the power points of their research interests were full of formulae, figures, images,
diagrams and charts.

Huan: I think I like this kind of lesson to learn English, learn language. Maybe because
I‘m a science student, I want, everything, there is a formula and I follow this formula and
I can get it answer. You know that? So I think I love this lesson. But you know, you give
us three classes, right? And every class, you gave us a lot of information every class. It is
a little difficult. I think the out one is OK, because it is easy and it is first one. But when it
comes to the up and over one, oh, things begin to mixed up, you know. Maybe the
student can take, I mean, review what you say and after class? Because actually I didn‘t
pay a lot of time in this, actually. And I just go home and do your exercise. And I think if
they pay more time in it, the result will be better. Another thing is, as I just said, I learned
three phrasal verbs, things begin to mixed up, you know. (Laughs)
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Huan, however, also confessed that he started to get confused as more particles were
introduced. As many students pointed out, he also thinks that out is the most straightforward and
the easiest to learn. Finally he added that it takes practice to familiarize himself with the particles
and phrasal verbs.
Huan is not the only student who is still left in confusion and frustration. His comments
show that despite the fact that CBI was helpful, he is not confident enough to use phrasal verbs
himself. He still feels that single word verbs are easier to learn and that they will keep replacing
phrasal verbs. Another student, Jianguo, expressed similar feelings of confusion.

Jianguo: I think it‘s still difficult for us to learn to use this word, because out, up, over is
not used in our everyday English. I used it a little, just a little. I just try to replace this
kind of word with other word. And actually in the class, for many of your example I will
try to use another word. It‘s easy for me to master. So it‘s a little difficult for us to use it.
Maybe just because we‘re not native language.

He stated that alternatives to phrasal verbs are easier to master and that leads him to avoid
using phrasal verbs. As discussed in Chapter 3, Cognitive Linguistics-based illustrations of
particles present semantic motivation and explain retrospectively, but do not predict their usages.
Thus, even after CBI, learners may not feel equipped to use them when speaking and writing.
Including Huan and Jianguo, the majority of the participants said that after instruction, they notice
more, understand better and explain better, but do not think that they will use more phrasal verbs
in their own performance. They still do not feel sure whether they are right or wrong in choosing
appropriate particles. However, it is not completely hopeless, because there were some students
who made positive comments about using phrasal verbs. Taeho, for instance, states that he will
try to use them more often. For now, he may not use phrasal verbs much, but at least he sounds
positive about making some attempts. Jin-Hua, on the other hand, emphasizes that phrasal verbs
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learning is a continuous process and that he will pay conscious attention to be able to use them,
although he thinks that he will not be able to master them.

Taeho: I will try. Actually I‘m trying. Because I heard that one of lab mate said come
over, I understand when he said come, so OK, I will come to you. But he said ‗Come
over‘, OK, I got what he said exactly. So now I‘m trying to use some kind of phrasal
verbs that I learn in the class.

Jin-Hua: I think maybe, because I still keep learning about use that. Before I came here, I
usually use the one-word or two longer sentences, but when talk or write a e-mail with
another person, native speaker, professor, we can learn how they use the phrasal verb.
And I will remember that and use that again. So I think, we keep learning, but maybe I
cannot use them sophisticate, but I think, I can try to use them.

Compared to Taeho and Jin-Hua, Shanyuan was fairly confident about using more
phrasal verbs and provided an example with move over.

Shanyuan: Yes, I use more. For example, I send you an e-mail. I use more. Move my
appointment over to Tuesday. But before I only used move.

Furthermore, he demonstrated how he actually used the phrasal verb, ‗move over‘, in the
e-mail exchange with the researcher. Although successful application as in Shanyuan‘s case is a
desired result, ironically, inappropriate uses of particles may be stronger evidence for the effect of
CBI than appropriate ones. In fact, although the interview was not intended to check the learners‘
performance, while analyzing the interview scripts, the researcher underlined every time she
encountered phrasal verbs in order to examine what phrasal verbs they used and how often they
used them. A great majority of the phrasal verbs spoken by the participants in both interviews
consisted of so called ‗idiomatic expressions‘ of high frequency such as ‗figure out‘, ‗give up‘,
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‗write down‘, ‗look up (in a dictionary)‘, ‗come up with‘, etc. These expressions are usually
introduced along with the expressions such as ‗kick the bucket‘, ‗spill the beans‘, ‗the bottom line
is …‘, ‗pay attention to‘, etc, since they are considered to be non-compositional and thus, need
to be memorized as a whole rather than to be understood. It is highly likely that the learners
stored these expressions as a single unit and retrieved them as such. Rather, inappropriate uses of
the particles found in the exit interview seem to indicate that the students are trying to use them
more creatively. For example, Jia and Huan used a ‗new‘ phrasal verb, ‗say out‘. What they
should have said may have been ‗speak out‘, not ‗say out‘. However, it is clear that they were
trying to emphasize the abstract movement of ‗words‘ out of the body or mouth. They understood
the semantics of the particle, but selected a wrong verb. The SCOBAs did not help students select
the correct verb, because they are intended only for the semantics of the particles. Given that it is
an inappropriate use, it is not likely that they acquire it from previous instruction or conversations
with native speakers.

Jia: Sometimes I can understand its meaning, but I found it difficult to say it out.
Huan: I think, maybe, it is not so difficult to understand the verb, but it is difficult for me
to say it out.

Lantolf (personal communication, June 26, 2011) suggested that this may in fact be a
kind of L2 neologism because the learners probably did not know the word ‗externalize.‘
Therefore, they are able to use the knowledge that they gained from the instruction to create a
communicative strategy that is not native speaker-like but is nevertheless communicatively
effective. Although their attempts were not completely successful, it seems to be a good start for
diverse applications.
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As for the way the instruction was provided, Shanyuan pointed out that students were not
provided with enough opportunities to speak in class and suggested that speaking activities be
added.

Shanyuan: I think on Friday we don‘t have much opportunity to speak. Maybe you can
separate the class, one part for oral practice, one part is for the verbs. In the last few
speaks, Monday we did presentation and Wednesday and Friday, especially on Friday we
don‘t have much opportunity to speak. That‘s why I think maybe we have some oral
practice to, maybe you teach us pronunciation. We only do the test, maybe we can use the,
we can learn how to speak, use phrasal verbs in our conversation. Maybe we can do some
activities to use the verbs as much as possible as we can. Maybe do the test is not the only
way to evaluation our result.

It is understandable why he made such a comment. The major goal of the instruction was
to lead the students to conceptual understanding of the meanings of the target particles and in
consideration of the class schedule, speaking activities were not included. The only production
activity included was the 2-minute writing task that was conducted at the end of each class. Since
the participants in this particular class wanted to improve their oral English, they wanted to have
as many chances as possible to speak in class. In this respect, this particular project may not have
met their needs. Ning, for example, stated that what she liked the best was the writing activity.

Ning: And actually I really like the part when you like after each session when you taught
in those power point slide about the meaning of those words. We actually have a twominute activity in class. Like you say, ‗hey just write down a piece of paper, several
sentences you can think about using these words. I think that‘s really helpful. ‗Cause for
me, I feel like learning a language, part of them, most part of them is to use them. So, it‘s
actually, this is first time I realize, ‗oh, I will use this word‘, you know.
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According to what she said, she liked the writing activity because it forced her to actually
use the phrasal verbs and to pay conscious attention to them. As introduced in the previous
question about the verbalization assignments, she thinks that language learning is about using the
language and that being aware and conscious is important. That explains why she liked the
writing activity, although much emphasis was not placed on the activity in class.
Before concluding this chapter, it is important to discuss a particular comment by Ning‘s.
At the very end of the interview, she expressed a hint of skepticism about the phrasal verb
instruction.

Ning: I just feel like some of the words, the phrases, those words I‘m struggling, I really
don‘t, that much huge difference for those different word. So I just don‘t know whether
in oral, in the spoken English, you know, do we necessarily need to pay that much
attention to this stuff? That‘s just my opinion. Generally it‘s really helpful.

She seems to think that differences that the three particles make in the oral
communication are not significant and that too much time and effort were spent for them. As
many students stated, phrasal verbs can be avoided in their own speech and can be guessed at
when they hear others produce them. Moreover, given that there are more particles/prepositions
to be covered in English class other than these three, it might not be possible or realistic to do all
the activities, assignments and tests. How to implement CBI in language class and how not to
overwhelm learners with instruction are an important issue and will be discussed in detail in the
concluding chapter.
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Conclusion
This chapter presented the participants interviews conducted before and after CBI. In the entry
interview, students were asked to talk about their impressions about the tests, previous learning
experiences of phrasal verbs and to provide self-reflection of their use of phrasal verbs. The exist
interview, on the other hand, asked the participants to report their impressions about the SCOBAs,
the verbalization process and CBI in general.
The entry interview revealed that the students‘ phrasal verb understanding was random
and unsystematic based on the knowledge acquired from previous school instruction or selflearning. The pretest where they had to differentiate phrasal verbs with the same bare verbs and
different particles left them confused and frustrated. Some thought that there are only minor and
insignificant differences. It is also revealed that the students had a tendency to avoid using phrasal
verbs and to replace them with single-word equivalents with the exception of the items with high
frequency and a great degree of familiarity.
In the exit interview, students generally provided positive feedback. As for the SCOBAs,
most of them thought that they were helpful, but some pointed out that sometimes images seemed
to overlap and other times one phrasal verb was associated with more than one image. Especially
the over SCOBA left some students confused due to its comparatively complex nature. However,
participants found the out and up SCOBAs were helpful. After instruction, they pointed out that
when they come across phrasal verbs, they often mentally go back to the SCOBAs to figure out
the meanings of the phrasal verbs. Verbalization, on the other hand, was a difficult process for
most students mainly because it had to be done in English, not in their L1. Finally, many
participants expressed a lack of confidence in using phrasal verbs in actual communication
despite their improved understanding of the semantics of the particles. Some in-class activities
that can push students to use phrasal verbs in context will be beneficial, as one of the participants
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suggested in the exit interview. Creating opportunities to use the instructed particles and phrasal
verbs in various contexts and incorporating them properly into a class session will never be a
simple task to do, but it certainly is worth the effort.

Chapter 11

Discussion

This chapter summarizes the present study and discusses educational implications, the
issue of implementation, limitations and directions for future studies.

Summary of the study
The current project investigated the effects of CBI in phrasal verbs on learning. The analysis
focused on conceptual development in the participants who were graduate students registered in
an ESL speaking course. Specifically, the influence of the SCOBAs and conceptual metaphor was
examined with various data sets.
Verbalization tasks were provided as a homework assignment to familiarize participants
with the new way of understanding particles and phrasal verbs and to internalize the relevant
conceptual metaphors and the SCOBAs by externalizing their understanding. The analysis
showed that the metaphorical and imagistic associations that students made had a strong impact
on their subsequent accounts of the meanings of the phrasal verbs. The metaphorical and
imagistic performance of some students demonstrated that CBI can fundamentally impact on
learner understanding of the semantics of particles and phrasal verbs.
The pretest and the posttest used in the study included four tasks. First, multiple-choice
questions tested whether students can select an appropriate phrasal verb that fits in a given
sentential context. The analysis showed that participants‘ performance significantly improved and
that the guessing rate decreased. Transfer to the new items and particles also occurred. In the
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second test, learners had to provide definitions of the particles. Compared to the pretest, the
posttest accounts were semantically rich and more deductively arrive at based on the conceptual
knowledge depicted in the SCOBAs. In addition, learners were capable of unpacking the
meanings of the particles without referring to antonymous particles, as they had on the pretest.
The second test asked learners to explain sets of phrasal verbs that consisted of the same
bare verbs and different particles. They had to identify differences engendered by the particles.
The analysis showed that learners began to realize the semantic contribution of the particles.
Some of their explanations included explicit accounts of the meanings of the particles and diverse
descriptors included in the SCOBAs. Additional evidence of the influence of the SCOBAs was
observed in the graphical illustrations provided by a substantial number of the participants.
Conceptual metaphors played an important role not only in dealing with the instructed particles,
out, up and over, but also in figuring out the meanings of the new particles. The final test
component provided sets of phrasal verbs composed of the same particles and different bare verbs.
Partially because of the test format and partially because of the repeated practices, a majority of
the students provided separate accounts of the particles. By this time, learners seemed to feel
more comfortable interpreting phrasal verbs as based on the meaning of the particles.
A series of analyses of the various data sets consistently revealed that a substantial
portion of the participants benefited from the meaning oriented CBI and that the imagistic and
metaphoric guidance effectively led to conceptual understanding and provided methods for
motivated and systematic verbal and/or graphical illustrations of the target items. Furthermore,
conceptual semantic understanding was expanded with little difficulty to the unknown items, in
and down. Although participants‘ explanations were not as elaborate as those that were the direct
focus of instruction, they did not feel overwhelmed or cognitively burned by the new particles.
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Educational implications of the study
The current project was initiated to explore a way to improve grammar instruction in FL/L2
classroom. Phrasal verbs were chosen as a target item, because they are traditionally considered
to be notoriously difficult for L2 learners of English to master. The present study suggests that a
pedagogically effective way of presenting and explaining phrasal verbs to learners should be to
organize them by particles rather than by verbs or by function. This approach enables instructors
to approach phrasal verbs in a meaning-oriented fashion and provide motivated and systematic
explanations to students. This shows that cognitive linguistics can provide significant insight for
designing meaning-based instruction of English phrasal verbs. The current project managed to
show how cognitive linguistics can answer the fundamental question of ‗What should be taught in
phrasal verb instruction?‘ and aligned itself to previous studies by Rudzka-Ostyn (1998), Boers
and Demecheleer(1998), Kurtyka(2001), Condon and Kelly(2002), Tyler and Evans(2004) and
Condon(2008) that investigated the contribution of cognitive linguistics in instruction of phrasal
verbs and idiomatic expressions. The current project also provides additional evidence that CBI
can be effectively paired with applied cognitive linguistics are argued for by Lantolf (2011a and b,
in press).
This project also provided a possible answer to another fundamental question: ‗How
should phrasal verbs be taught?‘ The study pursued the answer to this question in Gal‘perin‘s
(1969) CBI, an educational theory based on the important principles of Vygotsky‘s theory of
developmental education that focus on materialization, verbalization, and internalization. This
study attempted to investigate how these principles promote scientific concept formation in the
L2 classroom. The current project materialized the semantics of three particles using images and
showed its influence on the learner performance. The analyses of the homework assignments and
the posttests showed that students were capable of providing systematic explanations by
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employing various descriptors and images included in the SCOBA. It showed that verbal
explanations accompanied by images designed to illustrate holistically the meaning of each
particle was an especially effective pedagogical approach, allowing students to visualize rather
than only verbalize meaning, as argued by Gal‘perin (1969). Most learners were able to think
imagistically when explaining phrasal verbs and they commented positively on the approach.
Another contribution of this study is that it presents empirical evidence of the effects of
integrating CBI and cognitive linguistics in a real language classroom rather than in a quasiexperimental setting (e.g. Kurtyka (2001), Kelly & Condon (2002), Condon (2008)).As assumed
at the beginning stage of the project, cognitive linguistics provided an answer for the question of
‗what‘ to teach, while CBI answered the question of ‗how‘ to teach. CBI offered systematic
guidance on how to design instruction, teaching materials, class activities, assignments and tests.
Cognitive linguistics, as a linguistic theoretical framework, provided powerful resources for
materialization of abstract concepts. With few exceptions, previous research in the field of
cognitive linguistics includes imagistic and metaphorical demonstration that provided the
foundation on which the SCOBAs were based. Cognitive linguistic elements were valuable
resources for the students, as well, as is evident in the data analysis. Since both CBI and cognitive
linguistics are approaches that emphasize meanings and concepts, the combination created a great
synergy. In a broad sense, it implies that explicit grammar instruction in L2 classes should not be
seen as an obstacle to communicative second language class, but that it has to present appropriate
contents in an appropriate manner.

The issue of implementation
This project represents one possible way of implementing CBI and was successful in general.
However, as several students mentioned in the exit interview, it is undeniable that there were
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some weaknesses that need to be addressed in the future. First, participants pointed out that the
SCOBA for over is too complicated and includes too many images and suggested that the number
of images included for this particle should be reduced without, of course, compromising learner
understanding of the concept. This may not be easy, given the complexity of the particle‘s
meaning. One of the possibilities would be to merge the images for static senses into one and
associate it to multiple senses, because they are not drastically different in terms of the images
that they evoke. Another possible option would be to associate more senses to the A-B-C
trajectory. It is not only the primary sense of over, but also an imagistic hub. In fact, various
senses can be explained by the A-B-C trajectory. For example, a sense of covering and a sense of
excess are imagistically similar to the A-B-C trajectory. However, this merger might come at a
cost of pedagogical clarity. Certainly, the conflict between economy and clarity must be it is
weighed carefully. It is, of course, an empirical question as to whether or not aiming for economy
will result in loss of clarity.
Next, some students pointed out that the class did not provide enough opportunities to use
the instructed phrasal verbs either in conversation or in writing. The current project implemented
CBI in ESL class for international teaching assistants. Due to the specific purpose of the class, the
original curriculum had to be preserved. Thus, the researcher/instructor tried to minimize the
number of class sessions for CBI. The instructor‘s presentation` and various class activities had to
be squeezed in a 50-min class session. Since the focus was placed on reinforcing conceptual
understanding, communicative activities were not included in the course with the exception of the
timed writing. Since the participants registered for the class to enhance their oral communication
skills, the majority came with the expectation that explicit instruction would be minimized in
order for them to have maximum opportunities to speak English. A similar situation was
encountered in Ferreira (2005) in her efforts to implement a CBI approach to ESL writing
instruction. The students enrolled in her course had the expectancy that learning to write was a
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matter of being told the surface features of expository texts, which they were to imitate. Many
were resistant to an approach to writing that sought to develop systematic understanding of the
concept of genre as a principled means of guiding their writing activity.
The tests used in the study also focused on whether or not the students were able to
provide systematic explanations of the meanings of the phrasal verbs, rather than whether they
could use them appropriately in communicative situations. In fact, creating communicative
activities to ensure that students will spontaneously produce phrasal verbs is not an easy
undertaking. However, it is important to provide learners with these opportunities so that they
have a chance to bring their knowledge to bear in practice.
Another issue raised about the design of the current project was that the instruction was
overwhelming to some extent. This was primarily due to the fact that participants had to complete
a series of tasks and tests for each particle. Dedicating an entire class session to one particle could
have been burdensome for some students. Had the course been structured in a different way in
order to allow more time for instruction in verbal particles and had data collection not been one of
the intents of the study, things might have been different from the students‘ perspective. Some of
the activities implemented in the current project could be eliminated in order not to unduly
lengthen instruction time, and to allow for inclusion of activities that promote spontaneous
communication. This should be achievable, however, in a course where CBI is the primary
approach to instruction and the course is planned out from the beginning with a balance of
explicit instruction and communicative activities.
Finally, among various activities and tests, the importance of the verbalization activity
was not properly emphasized. Participants were confused with the verbalization assignment and
take-home exams. Although the take-home exams involved verbalizing, it was important for the
learners to differentiate the two tasks. Without understanding the differences between the
verbalization assignments and the take-home exams, some learners felt that they had been
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repeating similar tasks and that they were doing too much work. Since verbalization plays an
important role in CBI, instructors need to inform students of the purpose of the activity so that
learners know what they are doing and why they are doing it. Additionally it is likely to be
important to clarify the purpose of various tasks at each stage in order to motivate students and
maximize their performance.

Limitations of the study
Aside from the issue of implementation, the current project had some additional weaknesses. First
of all, the design of the tests had problems with regard to the new particles, in and down. The
pretest did not include phrasal verbs with in and down, which made a posttest comparison
impossible. Nevertheless it was possible to conduct a qualitative analysis of test parts II and III,
which revealed that some of the participants were capable of transferring the conceptual
understanding of the instructed particles, out and up to the opposing particles, in and down,
respectively. In addition, if in and down items had been included in the qualitative tests (Part II
and Part III), it would have been possible to compare students‘ performance in explaining
meanings of the new particles. Unlike the multiple-choice test, the explanation tests allowed the
researcher to make a comparison within the posttest as a pair of in-out and up-down or to make a
stand-alone analysis without any comparisons. However, with the in and down items in the pretest,
one more dimension would have been added to the analysis and consequently revealed more
about the transferability of the conceptual knowledge.
Next, distinguishing metaphorical and literal usages in the analysis of the multiple-choice
tests was not robust. In order to examine the learners‘ performance according to literality and
metaphoricity, the test items were classified into the two categories. In the process of
classification, the researcher realized that distinguishing them was far from straightforward. As
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Morgan (1997) discussed, metaphoricity of phrasal verbs can have four possibilities, because both
verbs and particles can be either metaphorical or literal. This made it difficult to classify phrasal
verbs as a whole. In addition, the researcher realized that there were only a few cases, which were
uncontroversially literal. For example, in the case of the CONATAINER metaphor, anything can
be conceptualized as CONATAINER, whether it be physical or abstract entities. This makes the
CONTAINER metaphor extraordinarily powerful and ubiquitous. For this reason, in the current
project, metaphoricity was considered to be roughly equivalent to abstractness and literality to
physicality.

Suggestions for future research
The first thing that the researcher noticed while conducting the project was that gestures play a
crucial part for teaching, learning, understanding and explaining meanings of particles and
phrasal verbs. The research/instructor herself relied heavily on gesture to explain the meanings
even to the extent of occasionally acting out the target phrasal verbs for the students. Learners
also used gesture as they attempted to understand particle meanings. During the in-class tests, the
researcher noticed that most of the students were gesturing as they tried to figure out the
meanings of each particle. Especially, in the posttest, many participants were gesturing the A-B-C
trajectory. In the exit interview, participants also used various gestures when they had to provide
examples or explain meanings of particles. Research by McNeill (2005) and others has shown
that gestures frequently play a role in an individual‘s thinking process. In the current project,
learners‘ drawings provided an opportunity to witness to some extent their imagistic thinking, but
the strong embodied nature of gestures can make gesture studies more revealing with regard to
the non-verbal aspects of conceptual thinking.
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Not completely unrelated to this issue is the mode of verbalization. In this project,
verbalization was conducted in written tasks due to the time limit and the nature of the target
items, while previous CBI studies employed spoken language as a means of verbalization.
Although Gal‘perin (1969) did not specify modality for verbalization activities and written
language is also a powerful means for verbalization, the effects could be different. It will be
worth investigating whether student performance will differ according to the modality. Moreover,
if oral verbalization is to be compared to written verbalization, gestures surely must be part of the
analysis.
Another issue regarding verbalization concerns the effects of the process in L2 in contrast
to L1. In this project, the whole process was completed in English, which is the L2 for all the
participants. Some of the participants mentioned in the exit interview that explaining meanings of
particles and phrasal verbs in English was challenging and that they could have done better in
their native language. Given that the purpose of the verbalization task was to lead learners to
internalize scientific concepts, it is possible that L2 verbalization was not fully functional. In fact,
the researcher often observed explanations without detailed elaboration during the analysis of the
dataset. In previous research by Negueruela (2003), Ferriera (2006), Yáñez-Prieto (2008), and
Swain et. al (2009), verbalization was conducted in the learners‘ L1. Future research should
attempt to determine if there are differential learning effects for verbalizing in one‘s L1 or in
one‘s L2.
Investigation of internalization needs further attention, as well. In this project, it was
hypothesized that learners would refer to the SCOBAs and various handouts in the beginning
stages of the learning process, but as they familiarized themselves with the SCOBAs through
various activities and tasks, they would become gradually independent and eventually would not
have to refer to the SCOBAs at all. For this reason, by the time the participants took the posttests,
they would not need the support of external mediation provided by the SCOBAs or at least they
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would need them to a less degree than at the beginning of the process. However, the precise
process through which the SCOBAs were internalized could not be investigated in this project
due to the time limit. In order to do so, close observation, self-report and self- reflection are
required. Additionally, verbalization tasks may have to be provided multiple times allowing
learners to refer to the SCOBAs in different degrees each time. This is clearly an important topic
for future research.
The reason why internalization was considered to be important was because it enhances
not only learners‘ automaticity, but also long-term retention. Especially, using imagistic resources
was expected to enable learners to retain the acquired knowledge longer. In this project, however,
long-term retention was not investigated. The posttest was conducted a week after instruction of
the last particle, over, was completed. In addition, between the last instruction and the posttest,
the learners completed the verbalization task for over. Therefore, students‘ memory for over may
have been fairly fresh in comparison to out and up, which was taught three and two weeks before
the posttest, respectively. This type of set-up did not allow the researcher to examine for how
long students‘ improved performance would last. This is clearly a key area for future research to
examine.
As for research methods, I offer two suggestions for future research to consider types of
data to be collected and analyzed and research design. With regard to data, video-recordings of
classroom interaction between the instructor and the learners and among the learners would
provide more precise information about how instruction proceeds, how the learners react to
instruction, what types of questions they ask, and what kinds of conversations they raise during
pair work. The analysis of these interactions is likely to offer significant clues for the participants‘
subsequent performances in the assignments and tests. Another data type that should be
considered is learners‘ self-reflection. In the course of data analysis, the researcher often
wondered why students provided certain explanations. She expected more detailed accounts from
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the learners especially in the verbalization tasks. However, as already mentioned, partially due to
their misunderstanding of the nature of the task, partially due to their lack of spatial language and
partially due to the unfamiliarity of the task, explanations provided by the learners were not as
elaborate as had been expected. Students‘ self-reflections throughout the course of instruction
might produce more robust information on their growing understanding of the semantics of
particles than was the case during verbalization tasks.
In addition to the classroom interaction data and reflection data, learners‘ production data
is necessary to provide a complete picture of effects of CBI. Unlike some grammatical or lexical
items, phrasal verbs can be avoided and replaced with single-word verbs fairly easily. For this
reason, it is difficult to create a situation where students ‗should‘ use phrasal verbs. Special
attention needs to be paid to developing a method to encourage participants to use phrasal verbs
in spontaneous communicative activities.
As far as the research design is concerned, comparing CBI students to students receiving
instruction through different pedagogical formats is important. A majority of the participants in
this project did improve in the posttest, but one can argue that students will develop as long as
they are exposed to any type of intensive instruction. Although it is a legitimate argument, the
analysis showed that students‘ performance was strongly influenced by the SCOBAs and
conceptual metaphor more than anything else. Nevertheless, if there is a comparison with
students from classes receiving more form-focused rather than meaning-focused instruction, it
will be even clearer how learners‘ development in this project is qualitatively different from the
development achieved by other types of instruction.
Another research topic is related to formal aspects of phrasal verbs. Among the
frequently discussed formal aspects of phrasal verbs is differentiation between verb-preposition
constructions and phrasal verbs. Among other things this is relevant for placement of objects and
passivization. Since they were not the focus of the present study, it is difficult to examine learners‘
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differential performance on these aspects of English grammar. What has to be pointed out here is
that unlike more formal approaches to language analysis, cognitive linguistics views phrasal
verbs and verb-preposition constructions as features motivated by meanings, not as entirely
syntactic issues (Rudzka-Ostyn, 2003). Thus, it is worth our attention to develop a way to teach
them in a more meaning-oriented fashion.
Finally, in the planning stage of this project, particles were chosen as a target item due to
the fact that they are productive in constituting diverse constructions including phrasal verbs,
prepositional phrases and compounds. Even though they belong to different grammatical
categories, they share similar semantics. Thus, instruction of particles was expected to be
beneficial for learning other construction as well as phrasal verbs that were a focus of the study.
Its wide applicability made the instruction of particles attractive. However, it was not
examined whether learners were able to apply the knowledge of phrasal verbs to handle
prepositional phrases and compounds. If students can do so, it will mean that CBI of phrasal
verbs is not only effective, but also economical. Since the present study did not have room for
pursuit of this aspect, it remains a topic for future research.

Concluding remarks
This dissertation was initiated by the assumption that explicit grammar instruction is necessary in
L2 classroom. Unlike more traditional approaches, it attempted to implement a meaning-oriented
instruction of phrasal verbs and managed to show that grammar instruction, when properly
organized with proper contents, can promote deeper understanding and lead to conceptual
development. Certainly, given the foregoing discussion, the study does not pretend to answer all
of the questions relating to CBI. The fact remains, however, that most of the students showed that
they were capable of thinking systematically and conceptually taking advantage of conceptual
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metaphor and the SCOBAs. Many students were still reluctant to use phrasal verbs, but several
students indicated a positive orientation to their use in the future. Although much remains to be
done regarding CBI in the language classroom, it is hoped that the present student has made a
contribution to the growing body of research on this topic.
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Appendix A

A Summary of Students’ Profile
Name

Section Nationality L1

Field of
Study
Economics

Degree
PhD

Years in
the US
1.5 years

Jianguo

001

China

Chinese

Hyejin

001

Korea

Korean

Kamnan

001

Thailand

Thai

Dohyun

001

Korea

Korean

Zhian

001

China

Chinese

Jin-hua

001

Taiwan

Chinese

Jisu

001

Korea

Korean

Ning

001

China

Taeho

001

Jaidee

Skills to be
Learned
Pronunciation,
communication
skills
Speaking skills

Biochemistry
&
Microbiology
Structural
Engineering
Chemical
Engineering

PhD

3 years

PhD

5 months

PhD

5 months

Biochemistry
and Molecular
Biology
Recreation,
Park and
Tourism
Management
Chemistry

PhD

6 months

PhD

6 months

Speaking skills

PhD

5 months

Chinese

Chemical
Engineering

MA

N/A

Korea

Korean

Chemical
Engineering

PhD

5 months

001

Thailand

Thai

Ecology

PhD

5 months

Seungho

001

Korea

Korean

Entomology

PhD

2 years

Feng

001

China

Chinese

Forest
Resources

PhD

5 months

Writing skills
Speaking skills
Presentation
Skills
Communication
skills
Skills to be a
good TA
Presentation
Skills
Speaking skills
Communication
Skills
Presentation
skills
Communication
Skills
Speaking skills
Communication
Skills
Presentation
Skills

Presentation
Skills
Listening skills
Communication
Skills
Communication
Skills
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Communication
Skills
Pronunciation,
Communication
skills
Skills to be a
good TA

Ru

001

China

Chinese

Biomechanics

PhD

6 months

Liwei

001

China

Chinese

PhD

5 months

Jia

003

China

China

PhD

6 months

Communication
skills

Lihua
Huan

003
003

China
China

Chinese
Chinese

Engineering
Science
Mechanics
Information
Science and
Technology
Meteorology
Meteorology

PhD
PhD

6 months
6 months

Dongjoon
Yi-han
Chien-lien

003
003
003

Korea
Taiwan
Taiwan

Korean
Chinese
Chinese

PhD
PhD
MA

6 months
6 months
6 months

Guowei

003

China

Chinese

PhD

6 months

Communication
skills

Cheng

003

China

Chinese

PhD

6 months

N/A

Shanyuan

003

China

Chinese

Statistics
Statistics
Mechanical
Engineering
Engineering
Science and
Mechanics
Computer
Science
Math

Speaking skills
Communication
skills
Speaking skills
Speaking skills
Speaking skills

PhD

6 months

Speaking skills
Communication
skills
Teaching skills

Appendix B

Student Information Questionnaire
Name
E-mail
Country
Language(s)
Field of Study/Area of Research
How long have you been in the United States?
In your opinion, what are your strongest skills in English?
(reading/writing/understanding/interacting/presenting/pronunciation)

In your opinion, what are your weakest language skills?

Have you had an opportunity to participate in any of the following in English?
□ seminar/discussion
□academic advising or consultation sessions
□interview
□presentation

What would you like to study /learn in this course?

Appendix C

Pretest Part I

Posttest Part I
Name:
1. Explain the main sense(s) of ‗out‘, ‗up‘ and ‗over‘ and comment on them with examples.
Out:

Up:

Over:

2. Choose the right answer and mark whether you guessed or not. There will be no penalty for
guessing.
1) The background music was so loud that I couldn‘t …… my friend‘s voice.
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a. pick
b. pick out
c. pick up
d. pick over

Guessed

Did not guess

Guessed

Did not guess

Guessed

Did not guess

2) He …… the child‘s hand in his.
a. held
b. held out
c. held up
d. held over
3) Teachers‘ responsibility is to …… students from 1st day at school.
a. watch
b. watch out
c. watch over

4) The mover lowered a rope from the balcony and …… the pieces of furniture that we couldn‘t
get into the elevator.

a. pulled
b. pulled out
c. pulled up
d. pulled over

Guessed

Did not guess

5) Some French students take the workshops specifically to …… their language skills.
a. brush
b. brush out
c. brush up
d. brush down

Guessed

Did not guess

Guessed

Did not guess

6) …… four cups of vegetables and put it into the sauce.
a. measure
b. measure out
c. measure up

7) They decided to …… most of their old clothes.
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a. throw
b. throw out
c. throw up
d. throw over

Guessed

Did not guess

Guessed

Did not guess

Guessed

Did not guess

Guessed

Did not guess

8) I …… and touched Todd's back with my hand and I let it stay there.

a. moved out
b. moved up
c. moved over
9) The train doors opened and a crowd of people ……. to the platform.
a. piled
b. piled out
c. piled up

10) He …… the fence to catch a better view of the parade.
a. leaned
b. leaned out
c. leaned up
d. leaned over

11) She …… her sleeping bag as soon as she got up and put it in the car.
a. rolled
b. rolled out
c. rolled up
d. rolled over

Guessed

Did not guess

Guessed

Did not guess

12) A feeling of dread …… the crowd.
a. hung
b. hung up
c. hung out
d. hung over
13) Allow dish to sit for about 30 minutes to …… flavors and juices.
a. draw
b. draw out
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c. draw up
d. draw over

Guessed

Did not guess

Guessed

Did not guess

14) I don‘t want this huge desk here; it …… too much space.

a.
b.
c.
d.

takes
takes out
takes up
takes over

16) The shadow of the savings and loan scandal has …… many politicians in this state.
a. passed
b. passed out
c. passed up
d. passed over

Guessed

Did not guess

Guessed

Did not guess

17) The suitcase will …… enough clothes for a week.
a. carry
b. carry out
c. carry up
d. carry over

18) He used to tell the kids stories. He would …… stories about the squirrels.

a. make
b. make out
c. make up
d. make over

Guessed

Did not guess

Guessed

Did not guess

19) He sat at his desk and ….… all of the computer printout sheets.
a. went
b. went out
c. went up
d. went over
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20) At some point, fossil fuels will …… .
a. run
b. run out
c. run up
d. run over

Guessed

Did not guess

21) After a few weeks of private lessons, she'll …… in time for the Christmas recital.
a. catch
b. catch out
c. catch up

Guessed

Did not guess

Guessed

Did not guess

Guessed

Did not guess

22) It …… that he himself had written the letter.
a. turned
b. turned out
c. turned up
d. turned over
23) Our plan …… beautifully, as anticipated.
a. worked
b. worked out
c. worked up
d. worked over

24) I was …… when the car overturned until I woke up hours later in a hospital bed.
a.
b.
c.
d.

knocked
knocked out
knocked up
knocked over

Guessed

Did not guess

Guessed

Did not guess

25) The salesman took out his cell phone to …… his office.

a. call out
b. call up
c. call over
26) The water …… the top of the dam and into the valley.
a. spilled
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b. spilled out
c. spilled over

Guessed

Did not guess

Guessed

Did not guess

27) Apparently one in every three marriages is likely to……
a. break
b. break out
c. break up
d. break over

28) Please …… the map on the table. It‘ll make it easier to find the place.
a. spread
b. spread out
c. spread over

Guessed

Did not guess

Guessed

Did not guess

Guessed

Did not guess

Guessed

Did not guess

Guessed

Did not guess

29) We all think the government is trying to …… the scandal.
a. cover
b. cover up
c. cover over
30) He …… an instrument with glass.
a. makes
b. makes out
c. makes up
d. makes over
31) He asked 157 banks to …… the financial records of the company.
a. hand
b. hand out
c. hand up
d. hand over
33) The theater …… quickly from the front row.
a. filled
b. filled out
c. filled up
d. filled in

Appendix D

Pretest Part II
Pretest Part II
Name:
Explain the meaning(s) of the italicized verbs. You may use the back side of the page if
necessary.
1

(a) Many of the demonstrators attacked and
burned government buildings.

(b) A car this size burns up a lot of fuel.

(c) I left the fire to burn out.

2

(a) He jumped the fence.

(b) She jumped up and ran to the door.

(c) The door was slammed open and someone
jumped out.

(d) She jumped over the edge of the truck,
landing lightly on her sandals.
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3

(a) He talks too much.

(b) Whatever the product you‘re presenting,
you‘ve got to talk it up a bit.

(c) They‘d set up a therapy group where
people could talk out their problems.

(d) I‘d like to talk things over with my wife
first.

4

(a) Don‘t blow your breath on my face.

(b) I spent the morning blowing up balloons
for Joe‘s party.

(c) The windows of the church had been
blown out in the blast.

(d) The wind was so strong it blew the fence
over.

5

(a) He kicked a ball.
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(b) The horses had kicked up a cloud of dust.

(c) If he‘s not paying his rent why don‘t you
just kick him out?

(d) He stood up and in his rage kicked the
chair over.

6

(a) Please hand me the butter.

(b) The baseball player kissed babies and
handed up from the crowd.

(c) Some hospitals hand out free samples of
baby milk.

(d) The driver was forced to hand over car
keys and was left standing on the
roadside.

7

(a) She turned their chairs to feel their faces.

(b) Can you turn up the television a little – I
can hardly hear it.
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(c) My trip to London didn‘t turn out quite as
planned.

(d) Turn the postcard over and read what it
says on the back.

8

(a) He wrote his name on the board.

(b) He wrote out all the instructions for us.

(c) He spent two years doing research for his
thesis and a year for writing it up.

9

(a) He took a pen and began to write.

(b) My brother took out the garbage.

(c) A grand piano would take up half of our
living room.

(d) The first officer took over the ship when
the captain suffered a heart attack.

10

(a) He ran to meet her.
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(b) Could you get some more milk? We‘re
about to run out.

(c) She ran up to me and put this package in
my hands.

(d) He was run over by a truck and killed.

Appendix E

Pretest Part III
Pretest Part III
Name:
1. Explain the meaning of the following and why ‗out‘ or ‗in‘is used.
(a) Don‘t leave until the storm has raged itself out.

(b) She burst out laughing/crying.

(c) Nobody knows how the secret leaked out.

(d) We could just make out a building through the
trees.

(e) Draw out the weekend by taking Monday off.

2. Explain the meaning of the following and why ‗up‘ or ‗down‘ is used.

283
(a) An accountant‘s job is to add up columns of
figures.

(b) A teenager driver made up a story about being
pulled over by a man using a flash light on his
car.

(c) After drinking too much at the party he drank
some coffee to try to sober up.

(d) The shopkeeper asked if she would like him to
wrap up her purchase.

(e) He ended up as an advisor to the president.

3. Explain the meaning of the following and why ‗over’ is used.
(a) Who will take over when you retire?

(b) The car rolled over and over.
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(c) I fell and kicked over a vase.

(d) The committee agonized over the decision.

Appendix F

Posttest Part I
Posttest Part I
Name:
1. Explain the main sense(s) of ‗out‘, ‗up‘ and ‗over‘ and comment on them with examples.
Out:

Up:

Over:

2. Choose the right answer and mark whether you guessed or not. There will be no penalty for
guessing.
1) The background music was so loud that I couldn‘t …… my friend‘s voice.
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a. pick
b. pick out
c. pick up
d. pick over

Guessed

Did not guess

Guessed

Did not guess

2) If you cross this line we're going to …… bombs on you.
a. drop
b. drop out
c. drop over
d. drop in

3) A Japanese-trained manager was brought in to …… the organization.
a. shake
b. shake out
c. shake up
d. shake in

Guessed

Did not guess

4) The government is prepared to …… the strike rather than agree to union demands.
a. sit
b. sit out
c. sit up
d. sit over

Guessed

Did not guess

5) He took a pen and …… all the things in the brochure that he did not want to see.
a. crossed
b. crossed out
c. crossed over
d. crossed in

Guessed

Did not guess

Guessed

Did not guess

6) He …… a hole in the wall.
a. knocked
b. knocked up
c. knocked in
d. knocked over

7) Teachers‘ responsibility is to ……students from 1st day at school.
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a. watch
b. watch out
c. watch over

Guessed

Did not guess

Guessed

Did not guess

8) A good start is fine, but now you have to …… on your initiative.

a. follow
b. follow out
c. follow up
d. follow in

9) The mover lowered a rope from the balcony and …… the pieces of furniture that we couldn‘t
get into the elevator.

a. pulled
b. pulled out
c. pulled up
d. pulled over

Guessed

Did not guess

Guessed

Did not guess

10) I do not want to live any more. I just want to…… the window.
a. jump
b. jump out
c. jump up
d. jump in

11) Some French students take the workshops specifically to …… their language skills.
a. brush
b. brush out
c. brush up
d. brush down

Guessed

Did not guess

Guessed

Did not guess

12) …… four cups of vegetables and put it into the sauce.
a. measure
b. measure out
c. measure up

13) I can't believe that you would …… such stupid accusations, completely erroneous.
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a. bring
b. bring out
c. bring up
d. bring down

Guessed

Did not guess

Guessed

Did not guess

14) They decided to …… most of their old clothes.
a. throw
b. throw out
c. throw up
d. throw over

15) I walked straight over to him and ……the chair. It smacked against itself and went flat.
a. kicked
b. kicked up
c. kicked in
d. kicked down

Guessed

Did not guess

16) I …… and touched Todd's back with my hand and I let it stay there.

a. moved out
b. moved up
c. moved over

Guessed

Did not guess

17) He helped them ……. an alibi, not knowing they had committed a murder.
a. cook
b. cook out
c. cook up
d. cook down

Guessed

Did not guess

18) Teachers are required to …… their skills by taking college courses or serving on educational
committees.
a. keep
b. keep out
c. keep up
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d. keep down

Guessed

Did not guess

19) The train doors opened and a crowd of people ……. to the platform.
a. piled
b. piled out
c. piled up

Guessed

Did not guess

Guessed

Did not guess

Guessed

Did not guess

Guessed

Did not guess

Guessed

Did not guess

20) He …… the fence to catch a better view of the parade.
a. leaned
b. leaned out
c. leaned up
d. leaned over
21) She ……. for a couple of night classes at the local college.
a. signed
b. signed out
c. signed up
d. signed over
22) I'm too tired to cook tonight. Why don't we …….?
a. eat
b. eat out
c. eat up
d. eat in
23) He …… his energy and his time to complete the project.
a. poured
b. poured over
c. poured in
d. poured down

24) She …… her sleeping bag as soon as she got up and put it in the car.
a. rolled
b. rolled out
c. rolled up
d. rolled over
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Guessed

Did not guess

Guessed

Did not guess

Guessed

Did not guess

Guessed

Did not guess

Guessed

Did not guess

Guessed

Did not guess

Guessed

Did not guess

25) A feeling of dread …… the crowd.
a. hung
b. hung up
c. hung out
d. hung over
26) A strike will not just ……employee time, but also hurt business.
a. chew
b. chew out
c. chew up
d. chew over
27) Allow dish to sit for about 30 minutes to …… flavors and juices.
a. draw
b. draw out
c. draw up
d. draw over
28) You should …… that nail sticking out before someone gets hurt.
a. hammer
b. hammer down
c. hammer out
d. hammer back
29) I don‘t want this huge desk here; it …… too much space.

a. takes
b. takes out
c. takes up
d. takes over
30) Interviews were …… for publication after they were conducted.
a. written
b. written out
c. written up
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31) The shadow of the savings and loan scandal has …… many politicians in this state.
a. passed
b. passed out
c. passed up
d. passed over

Guessed

Did not guess

32) Just ……. the list of candidates here, I can exclude four of them straight away.
a. running
b. running down
c. running out
d. running up

Guessed

Did not guess

33) I went to her home to …… the business details and to get a sense of her personality.
a. talk
b. talk out
c. talk up
d. talk over

Guessed

Did not guess

Guessed

Did not guess

Guessed

Did not guess

Guessed

Did not guess

34) I opened the envelope and reached in to …… the top picture.
a. pull
b. pull out
c. pull up
d. pull down
35) The suitcase will …… enough clothes for a week.
a. carry
b. carry out
c. carry up
d. carry over
36) She … … his hand to greet us.
a. held
b. held out
c. held over
d. held down
37) She began work as a radio journalist and then …… to television.
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a. move out
b. move up
c. move over

Guessed

Did not guess

38) He used to tell the kids stories. He would …… stories about the squirrels.

a. make
b. make out
c. make up
d. make over

Guessed

Did not guess

Guessed

Did not guess

39) He sat at his desk and ….… all of the computer printout sheets.
a. went
b. went out
c. went up
d. went over

40) The prime minister is trying to …… his involvement in the tax scandal.
a. play
b. play down
c. play out
d. play up

Guessed

Did not guess

Guessed

Did not guess

Guessed

Did not guess

41) Shouldn‘t we cut down the branch that is …… the driveway?
a. hanging
b. hanging up
c. hanging out
d. hanging over
42) At some point, fossil fuels will …… .
a. run
b. run out
c. run up
d. run over

43) Memorial Stadium's capacity is 81,473, but on Saturday, 84,000 will ….. .
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a. squeeze
b. squeeze in
c. squeeze out
d. squeeze down

Guessed

Did not guess

Guessed

Did not guess

44) Storms …… people‘s anxiety the way they frighten animals.
a. bring
b. bring out
c. bring over
d. bring down

45) After a few weeks of private lessons, she'll …… in time for the Christmas recital.
a. catch
b. catch out
c. catch up

Guessed

Did not guess

Guessed

Did not guess

Guessed

Did not guess

46) Three planes …… the town at very low altitude.
a. roared
b. roared up
c. roared out
d. roared over

47) It …… that he himself had written the letter.
a. turned
b. turned out
c. turned up
d. turned over

48) The employers claim that they hire only non-smokers to …… health insurance costs.
a. hold
b. hold down
c. hold up
d. hold in
49) Our oldest son has digestive problems and …… all the time.

Guessed

Did not guess
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a. throws
b. throws up
c. throws out
d. throws in

Guessed

Did not guess

Guessed

Did not guess

Guessed

Did not guess

Guessed

Did not guess

50) The professor allowed me to ……. on the course.
a. sit
b. sit in
c. sit up
d. sit down
51) When the boss retired, he made sure his best friend would …… .
a. take
b. take up
c. take out
d. take over
52) Our plan …… beautifully, as anticipated.
a. worked
b. worked out
c. worked up
d. worked over

53) I was …… when the car overturned until I woke up hours later in a hospital bed.
a. knocked
b. knocked out
c. knocked up
d. knocked over

Guessed

Did not guess

54) Coming out of the bend at high speed the car skidded and …… ending up in the ditch.
a. rolled
b. rolled up
c. rolled out
d. rolled over
55) The salesman took out his cell phone to …… his office.

a. call out
b. call up

Guessed

Did not guess
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c. call over

Guessed

Did not guess

Guessed

Did not guess

Guessed

Did not guess

Guessed

Did not guess

Guessed

Did not guess

Guessed

Did not guess

56) Flies …… the deep cuts on his nose and around his eyes.

a. swarm
b. swarm out
c. swarm up
d. swarm over
57) The water …… the top of the dam and into the valley.
a. spilled
b. spilled out
c. spilled over
58) He keeps …… the same story, but nobody believes him.
a. going
b. going out
c. going up
d. going over
59) Before I realized they were having an argument I got …… .
a. pulled
b. pulled in
c. pulled out
d. pulled down

60) Apparently one in every three marriages is likely to……
a. break
b. break out
c. break up
d. break over

61) Please …… the map on the table. It‘ll make it easier to find the place.
a. spread
b. spread out
c. spread over
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Guessed

Did not guess

Guessed

Did not guess

Guessed

Did not guess

Guessed

Did not guess

62) The lawyer …… the document and disagreed with several points.
a. looked
b. looked out
c. looked over
d. looked down
63) We all think the government is trying to …… the scandal.
a. cover
b. cover up
c. cover over
64) I would like to help our children when they …… on their own.
a. start
b. start out
c. start up
d. start over

65) This time he ……., having realized that the smart suit would be out of place.
a. dressed
b. dressed down
c. dressed up

Guessed

Did not guess

Guessed

Did not guess

Guessed

Did not guess

66) He …… an instrument with glass.
a. makes
b. makes out
c. makes up
d. makes over
67) He asked 157 banks to ……the financial records of the company.
a. hand
b. hand out
c. hand up
d. hand over

68) If you want to pass the exam you had better …… more time at work.
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a. put
b. put in
c. put out
d. put down

Guessed

Did not guess

Guessed

Did not guess

69) The charity …… food packages at Christmas.
a. gives
b. gives out
c. gives up
d. gives over

70) We have enough food to last for a year. Therefore, we're going to …… as long as we can.
a. hold
b. hold out
c. hold over
d. hold down

Guessed

Did not guess

Guessed

Did not guess

Guessed

Did not guess

71) The wheel …… the curb and into the street.
a. run
b. run out
c. run up
d. run over
72) The theater …… quickly from the front row.
a. filled
b. filled out
c. filled up
d. filled in

73) It‘s strange how a minor disagreement could …… into quite a quarrel.
a. boiled
b. boiled out
c. boiled over
d. boil in
Guessed

74) He …… the child‘s hand in his.
a. held

Did not guess
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b. held out
c. held up
d. held over

Guessed

Did not guess

Guessed

Did not guess

Guessed

Did not guess

75) Do you know how to …… the tent?
a. put
b. put up
c. put out
d. put down
76) I don‘t suppose you ever really …… the death of a child.
a. get
b. get up
c. get over
d. get in

Appendix G

Posttest Part II
Posttest Part II
Name:
3. Explain the meaning(s) of the italicized verbs. You may use the back side of
the page if necessary.
1

(a) Many of the demonstrators attacked and
burned government buildings.

(b) A car this size burns up a lot of fuel.

(c) I left the fire to burn out.

(d) Dozens of people were hurt and a police
station was burned down.

2

(a) He jumped the fence.

(b) She jumped up and ran to the door.

(c) The door was slammed open and someone
jumped out.
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(d) She jumped over the edge of the truck,
landing lightly on her sandals.

(e) Stop jumping in and finishing my sentences
all the time.

3

(a) He talks too much.

(b) Whatever the product you‘re presenting,
you‘ve got to talk it up a bit.

(c) They‘d set up a therapy group where people
could talk out their problems.

(d) I‘d like to talk things over with my wife
first.

(e) He began his presentation by talking down
the initiatives of a rival company.

4

(a) Don‘t blow your breath on my face.

(b) I spent the morning blowing up balloons for
Joe‘s party.

(c) The windows of the church had been blown
out in the blast.
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(d) The wind was so strong it blew the fence
over.

(e) Our fence blew down last week.

5

(a) He kicked a ball.

(b) The horses had kicked up a cloud of dust.

(c) If he‘s not paying his rent why don‘t you
just kick him out?

(d) He stood up and in his rage kicked the chair
over.

(e) Burglars kicked in the door of a private
residence and stole more than $ 12,000

6

(a) Please hand me the butter.

(b) The baseball player kissed babies and
handed up from the crowd.
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(c) Some hospitals hand out free samples of
baby milk.

(d) The driver was forced to hand over car
keys and was left standing on the roadside.

(e) The traditions have been handed down from
generation to generation.

(f) All essays must be handed in on time.

7

(a) She turned their chairs to feel their faces.

(b) Can you turn up the television a little – I
can hardly hear it.

(c) My trip to London didn‘t turn out quite as
planned.

(d) Turn the postcard over and read what it
says on the back.

(e) He turned down the job offer because it
involved too much travelling.

(f) She turned him in to the police.
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8

(a) He wrote his name on the board.

(b) He wrote out all the instructions for us.

(c) He spent two years doing research for his
thesis and a year for writing it up.

(d) He wrote down his phone number on a
scrap of paper.

9

(a) He took a pen and began to write.

(b) My brother took out the garbage.

(c) A grand piano would take up half of our
living room.

(d) The first officer took over the ship when the
captain suffered a heart attack.

(e) The university is planning to take in 15%
more students next year.

10

(a) He ran to meet her.
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(b) Could you get some more milk? We‘re
about to run out.

(c) She ran up to me and put this package in
my hands.

(d) He was run over by a truck and killed.

(e) The alarm clock finally ran down.

Appendix H

Posttest Part III
Posttest Part III
Name:

1. Explain the meaning of the following and why ‗out‘ or ‗in‘ is used.
(a) Don‘t leave until the storm has raged itself out.

(b) She burst out laughing/crying.

(c) Nobody knows how the secret leaked out.

(d) We could just make out a building through the
trees.

(e) Draw out the weekend by taking Monday off.

(f) Let the stain-remover soak in for an hour before
washing the shirt.
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(g) It‘s not by cramming in facts and dates that one
becomes more intelligent.

2. Explain the meaning of the following and why ‗up‘ or ‗down‘ is used.
(a) An accountant‘s job is to add up columns of
figures.

(b) A teenager driver made up a story about being
pulled over by a man using a flash light on his \
car.

(c) After drinking too much at the party he drank
some coffee to try to sober up.

(d) The shopkeeper asked if she would like him to
wrap up her purchase.

(e) He ended up as an advisor to the president.

(f) They had to break down many social prejudices
to manage to succeed.
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(g) Out cat is so old and ill, so we‘ll have to ask her
vet to put her down.

3. Explain the meaning of the following and why ‗over’ is used.
(a) Who will take over when you retire?

(b) The car rolled over and over.

(c) I fell and kicked over a vase.

(d) The committee agonized over the decision.

(e) Local elites rules over small villages.

(f) The mirror clouded over as the steam rose from
the hot water in the sink.
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(g) The police pulled the speeding motorist over.

Appendix I

Conceptual Metaphors and Their Linguistic Realizations
IDEAS ARE PLANTS
His ideas have finally come to fruition. That idea died on the vine. That‘s a budding theory. It will
take years to come to full flower. He views chemistry as a mere offshoot of physics. Mathematics
has many branches. The seeds of his great ideas were planted in his youth. She has a fertile
imagination. Here‘s an idea that I‘d like to plant in his mind. He has a barren mind.

THEORIES (and ARGUMENTS) ARE BUILDINGS
Is that the foundation for your theory? The theory needs more support. The argument is shaky.
We need some more facts or the argument will fall apart. We need to construct a strong argument
for that. I haven‘t figured out yet what the form of the argument will be. Here are some more facts
to shore up the theory. We need to buttress the theory with solid argument. The theory will stand
or fall on the strength of that argument. The argument collapsed. They exploded his latest theory.
We will show that theory to be without foundation. So far we have put together only the
framework of the theory.

LIFE IS A CONTAINER
I‘ve had a full life. Life is empty for him. There‘s not much left for him in life. Her life is
crammed with activities. Get the most out of life. His life contained a great deal of sorrow. Live
your life to the fullest.

ARGUMENT IS WAR
Your claims are indefensible. He attacked every weak point in my argument. His criticisms were
right on target. I demolished his argument. I‘ve never won an argument with him. You disagree?
Okay, shoot! If you use that strategy, he‘ll wipe you out. He shot down all of my arguments.

HAPPY IS UP; SAD IS DOWN
I‘m feeling up. That boosted my spirits. My sprits rose. You‘re in high spirits. Thinking about her
always gives me a lift. I‘m feeling down. I‘m depressed. He‘s really low these days. I fell into a
depression. My spirits sank.

CONCIOUS IS UP; UNCONCIOUS IS DOWN
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Get up. Wake up. I‘m up already. He rises early in the morning. He fell asleep. He dropped off to
sleep. He‘s under hypnosis. He sank into a coma.
HEALTH AND LIFE ARE UP; SICKNESS AND DEATH ARE DOWN
He‘s at the peak of health. Lazarus rose from the dead. He‘s in top shape. As to his health, he‘s
way up there. He fell ill. He‘s sinking fast. He came down with the flu. His health is declining. He
dropped dead.

HAVING CONTROL OR FOCE IS UP; BEING SUBJECT TO CONTROL OR FORCE IS
DOWN
I have control over her. I am on top of situation. He‘s in a superior position. He‘s at the height of
his power. He‘s in the high command. He‘s in the upper echelon. His power rose. He ranks above
me in strength. He is under my control. He fell from power. His power is on the decline. He is my
social inferior. He is low man on the totem pole.

GOOD IS UP; BAD IS DOWN
Things are looking up. We hit a peak last year, but it‘s been downhill ever since. Things are at an
all-time low. He does high-quality work.

RATIONAL IS UP; EMOTIONAL IS DOWN
The discussion fell to the emotional level, but I raised it back up to the rational plane. We put our
feelings aside and had a high-level intellectual discussion of the matter. He couldn‘t rise above
his emotions.

LOVE IS WAR
He is known for his many rapid conquests. She fought for him, but his mistress won out. He fled
from her advances. She pursued him relentlessly. He I slowly gaining around with her. He won
her hand in marriage. He overpowered her. She is besieged by suitors. He has to fend them off. He
enlisted the aid of her friends. He made an ally of her mother. Theirs is a misalliance if I‘ve even
seen one.

EMOTIONAL EFFECT IS PHYSICAL CONTACT
His mother‘s death hit him hard. That idea bowled me over. She‘s a knockout. I was struck by his
sincerity. That really made an impression on me. He made his mark on the world. I was touched
by his remark. That blew me away.

Appendix J

Examples for SCOBAs

Various Senses of Up

1. Prototypical meaning (depicted in 1)
c. The child‘s shoulders were out, so his mother pulled the blanket up.
d. The secret is out.

2. SETS, GROUPS ARE CONTAINERS (depicted in 2)
a. The dinosaurs spaced their nests out to avoid crushing the eggs.
b. Cross out the word that does not fit in each series.

3. Entities moving out of containers (depicted in 3)
3.1 PHYSICAL ENTITIES ARE CONTAINERS
Physical objects such as a building, a room, a car, a cup, a pot, a nest, a hole, a shell, a tunnel, an
outer cover, a field or any other enclosed area can be viewed as containers. In addition,
substances such as water, wood, or rock can be conceptualized as containers.
a. With this new detergent all the dirty marks come out beautifully.
b. She found the diamond she lost when she shook out the carpet.
c. I left the key in the house and locked myself out.
3.2 HOME IS A CONTAINER
Our home, the groups we are members of, our professional jobs are viewed as containers in(side)
which we spend a lot of time.
a. I might eat out with you tonight, but unfortunately I can‘t.
b. I would like to ask you out to lunch.
3.3 BODIES, MINDS, MOUTHS ARE CONTAINERS
a. He held out his hand to greet us.
b. He was so moved he could barely stammer out a few words of thanks.
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c. The wounded soldier yelled out for help.
3.4 EXISTNECE/KNOWLEDGE/VISIBILITY ARE CONTAINERS
a. You need new shoes: these are completely worn out.
b. It is high time the two parties hammered out their differences and made peace.
c. The referee has ruled out the option of starting over.

3.5 NON-EXISTENCE/IGNORANCE/INVISIBILITY ARE CONTAINERS
a. I wonder how he figured out the content of the letter.
b. The trip turned out to be a disaster.
c. He doesn‘t have the fund to carry out his design.

4. Containers increasing to maximal boundaries (depicted in 4)
a. Please spread out the map on the table, it‘ll make it easier to find the place.
b. He was lucky: he sat out World War II in America.

Various Senses of Up
1. Movement from a lower to a higher place (depicted in 1)
a. Could you go up and see whether the baby is asleep?
b. He rolled up the sleeves of his shirt.
c. The mayor tried to polish up his image after the scandal.
d. John is hopeless; he hesitates all the time and cannot make up his mind.

2. Reference to reaching the goal, the end (depicted in 2)
a. At the sight of the stranger the children ran up to their mother.
b. A good start is fine, but now you have to follow up your initiative.

3. Indication of visibility/accessibility (depicted in 3)
a. The mistake in the fabric won‘t show up once the dress is made.
b. He must have made up the story from beginning to end.
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4. Reference to reaching the highest limit, often suggesting completion
(depicted in 4)
a. It has been so hot that the pond has dried up.
b. The gang of hooligans beat up the innocent bystander.
c. Mary gave up the idea of leaving.

5. Reference to complete covering (depicted in 5)
a. Cut up the meat.
b. We all think the government is trying to cover up the scandal.

Various Senses of Over
1. Movement above an object and/or from one side to the other
(depicted in 1)
a. The cat jumped over the wall.
b. At traffic lights, one only crosses over when the light is green.
c. The speaker suggested we move over to the next page of the handout.

2. State of being higher than and close to entities, often suggesting more,
excess or preference (depicted in 2)
a. The sky over us was pitch black.
b. She must be over forty now, close to fifty perhaps. (more)
c. The child was overtired and thus had difficulty falling asleep. (excess)
d. I would prefer tea over coffee. (preference)

3. Movement above an object (depicted in 3)
a. Around 10 pm our plane flew over London.
b. The young couple clashed over the questions.

4. Covering a certain distance to get closer (depicted in 4)
a. How many people are you asking over for the party?
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b. If you don‘t mind, I‘ll call the waiter over.

5. Control or power (depicted in 5)
a. She has a strange power over us.
b. The committee chair watched over the decision-making process.

6. Complete covering (depicted in 6)
a. Coming out of the bend at high speed, the car skidded and rolled over ending up in the
ditch.
b. Shouldn‘t we cut down his branch that is hanging over the driveway?
c. I suggest that we talk the problem over with our friends.

7. Position at an angle to the ground or being completely bent (depicted
in 7)
a. When I bent over to pick a heavy suitcase I felt a sharp pain in my back.
b. After the false start, they started the race over.
c. She stumbled over the tree root.

8. Thorough examination from all sides (depicted in 8)
a. The lawyer looked over the document and disagreed with several points.
b. Give me some time to think it over with my husband.

9. Going beyond the limit (depicted in 9)
a. Red wine spilled over the top of the glass and onto the carpet.
b. It‘s strange how a minor disagreement could boil over into quite a quarrel.

Appendix K

Collocation Practice

Out
throw out

(a) shoes, clothes, rubbish, fishing nets, old paper
(b) ideas, a suggestion, a bad sentence, a person, a drunk person

pour out

(a) coffee, water, beer, tea
(b) thoughts and feelings of anger, love, frustration, enthusiasm

smooth out

(a) folds (in a dress, a table-cloth), a sheet of paper
(b) a situation, a misunderstanding, difficulties, problems, obstacles

sort out

(a) stamps, documents, objects (according to some criteria)
(b) problems, difficulties

wipe out

(a) a container, pots, pans
(b) a population, a debt, a village, a whole city

Up
pick up

(a) a pen, a stone, a bag, a parcel, the receiver
(b) a person, an SOS signal, dirty words, a language, news

speed up

(a) a train, cars, traffic speed(s) up
(b) production, the rate of work

blow up

(a) a bridge, a house, a tire, a balloon, a picture
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(b) oneself (lose one‘s temper, get angry), an affair, an incident

shake up

(a) a bottle, a medicine, a blanket, a pillow
(b) a government, an organization, a school system

patch up

(a) a shirt, a pullover, trousers, a car, a wall
(b) a quarrel, a disagreement, differences, a patient in hospital

Over
jump over

(a) a wall, an obstacle, a fence, a road, a river
(b) a commercial, a topic, the previous year, a period

send over

(a) food, people, money, flowers
(b) technology, nonverbal messages

take over

(a) place, a country, people, a team, a college, a store, business
(b) work, operation, control , power

turn over

(a) a tape, a list, a document, data, money, equipment
(b) control, power, system, government

get over

(a) a fence, obstacles, bump, champions
(b) a breakup, fears, jetlag, depression, the past

Appendix L

Phrasal Verbs in Discourse
Out
1.
Staying the same
This year 16-year-old girls have again done much better than boys in their school exams.
However, the differences in grades between the sexes now seem to be leveling off by the time
pupils reach 18. At 18, boys‘ results now average out at 66% per exam, whereas the equivalent
figure for girls is 67%. Ten years ago there was concern at the rapidly now flattened out. It is
believed that greater use of technology in the classroom might have helped to balance things out,
revising boys‘ interest in their school work.

2.
The researchers found out that those who had resisted temptation were, as adolescents, better able
to cope with frustrations.
Those who had given in to impulse at four were more likely to drop out school and to give in.
The results of the study point out that the marshmallow test is twice as powerful a predictor of
academic achievements as an IQ test.

3.
Hi Pat,
Interesting to hear about your new flat. I‘m attaching an ad for some ear-plugs which claim to
help you shut anything out.
I moved into a new flat a month or so ago, too. It‘s next to the football stadium. I can‘t see the
matches but I can follow what‘s going on from the sounds I hear. A cheer goes up whenever the
home team shoots. But the sound quickly dies down if the ball doesn‘t go in. Every time there‘s a
match I find myself listening out for the cheers. When I told my girlfriend that I wanted to stay at
home to listen to the sounds of a football match she burst out laughing, thinking I was joking,
and started talking about how we could decorate the flat. When another cheer went up from the
stadium, though, her voice trailed off and she rushed to the window in excitement. Then she
stayed in the flat with me and spent all afternoon at the window watching spectator going in and
out of the stadium.
Cheers,
Mick
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Up
1.
G: Hi Rob, are you there?
R: Hi Gemma, what‘s new?
G: My sister Val showed up at last. She‘s been promising to come for weeks.
R: Great.
G: Yeah, she turned up yesterday evening.
R: What‘s she doing these days?
G: She‘s just opened up a restaurant serving exotic food from different countries. It‘s in
that shopping mall in Duston, you know.
R: Wow! That‘s original. It‘ll certainly liven Dunston up a bit, it‘s such a boring place.
How did she think of that?
G: Oh, she‘s always full of new ideas.
R: So, what‘s the set up? Is she the only person involved?
G: No, she has a business partner and they divide up the work – and the profits!
R: Sounds like fun.
G: Yeah, but she says it‘s hard work. She spends half the day chopping up food and
cleaning the kitchen.
R: Mm. Maybe we‘re better off working office jobs …

2.
Tips for exam success





Keep your reading up during the term so that you have less to read just before the exam.
Brush up on some of the things you learnt a long time ago: they may possibly come up in the
exam.
Concentrate on polishing up the most important areas and your best skills.
Don‘t fool yourself that you‘ll pass the exam on the basis of what you‘ve picked up during
the lectures and classes. You will need to revise.

3.
I spent all morning yesterday clearing up my study. There were books and papers everywhere.
Then I had to sweep up the rubbish and dead leaves on the terrace. After that I tried to tidy up my
bedroom. There were dirty clothes all jumbled up in a pile on the floor. I had to hang up four
jackets and several pairs of trousers I‘d left lying on chairs. That took me an hour. Then I
discovered the washbasin was clogged up in the bathroom, so I had to clear that. By that time I‘d
used up all my energy and I was too tired to do anything, so I just fell asleep on the sofa.
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Over
1.
Could you please read over Phillip‘s latest report and just look over the figures in the appendix?
We can go over it together when we meet tomorrow. Then I‘ll add our comments and hand the
whole thing over to the sales tem.
Ali
2.
Hi, Mum. I‘m staying over at Sheila‘s tonight – she‘s a bit miserable because she didn‘t win the
tennis championship. I‘m sure she‘ll get over it soon, though. She also fell over and hurt her knee
quite badly. Anyway, I‘ll see you tomorrow. Bye.

3.
Emily: I‘ve got a few problems at work and I don‘t know what to do about them.
Tom: Well, why don‘t we talk them over together? That might help you to sort yourself
out.

4.
I can‘t believe they passed me over for that promotion again!
I wanted the panel to appoint me to the committee, but they passed over me completely.

Appendix M

Verbalization Practice
Verbalization Exercise I: Out
Name:
Refer to the provided chart to explain the meaning(s) of the phrasal verbs. If possible, (1) identify
which image each phrasal verb evokes and (2) explain what is considered as container in the
sentence.
1. She looks worn out, doesn‘t she?
Image#:
Container:
2. She is good at fishing things out.
Image#:
Container:
3. I wonder how he figured out the content of
the letter.
Image#:
Container:
4. There were many angry people to speak out
against the abortion law.
Image#:
Container:
5. Count me out, I‘m afraid: I won‘t be able to
come to your party.
Image#:
Container:
6. She burst out laughing/crying.
Image#:
Container:
7. Nobody knows how the secret leaked out.
Image#:
Container:
8. We could just make out a building through
the trees.
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Image#:
Container:
9. I‘m glad to see that your business plan has
panned out.
Image#:
Container:
10. Scratch out anything on the shopping list
that you think is too expensive.
Image#:
Container:
11. The bat spread out its wings and flew
thought the case.
Image#:
Container:
12. The film dragged out and I fell asleep.
Image#:
Container:
13. When I was 12, my last baby tooth fell out.
Image#:
Container:
14. His grade-point average was less than 2.0,
so the college flunked him out.
Image#:
Container:
15. Our food held out during the blizzard.
Image#:
Container:
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Verbalization Exercise II: Up
Name:
Refer to the provided chart to explain the meaning(s) of the phrasal verbs. If possible, identify
which image each phrasal verb evokes.

1. An accountant‘s job is to add up columns of
figures.
Image#:
2. We finished up dinner and took the dirty
dishes to the kitchen.
Image#:
3. At the sergeant command, the troops formed
up into a single line.
Image#:
4. He walked up to me and asked how to get to
the station.
Image#:
5. We‘ll hook up these shelves to that wall.
Image#:
6. I hurried up and finished the test.
Image#:
7. The mechanic greased up the motor.
Image#:
8. The multinational company is setting up
new branches in Asia.
Image#:
9. The cook hacked up the potatoes and
dumped them in the pot.
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Image#:
10. Rioters smashed up cars and shops leaving
a trail of destruction.
Image#:
11. I‘m glad that you project is shaping up so
nicely.
Image#:
12. I fogged up when my parents‘ photo was
unveiled.
Image#:
13. The sauce is thickening up.
Image#:
14. A few passengers decided to take the next
bus, which freed up seats for my friend and
me.
Image#:
15. How do I link the new printer up with the
computer?
Image#:
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Verbalization Exercise III: Over
Name:
Refer to the provided chart to explain the meaning(s) of the phrasal verbs. If possible, identify
which image each phrasal verb evokes.

1. Who will take over when you retire?
Image#:
2. She was bubbling over with enthusiasm and
excitement.
Image#:
3. I‘ll invite you over for a meal.
Image#:
4. Let‘s run over the song one more time.
Image#:
5. We need to make over the whole living
room.
Image#:
6. The studio requested that we work the film
over and give it a happy ending.
Image#:
7. I flipped over the card to reveal the ace of
spades.
Image#:
8. The contractor paved over the meadow in
order to expand the mall‘s parking lot.
Image#:
9. Around 10 pm, our plane flew over London.
Image#:
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10. The pastry chef glazed over doughnuts with
Hazelnut crème.
Image#:
11. We will carry over all unfinished business
to the next morning.
Image#:
12. The fugitives escaped over the southern
border.
Image#:
13. Who will take over when you retire?
Image#:
14. He won‘t work unless someone stands over
him.
Image#:
15. It won‘t be easy to win him over to our
point of view.
Image#:
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