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Abstract

The present research aims at investigating thefuBaglish lexical collocations and their relatimn

oral proficiency of first year EFL students. Siramélocational competence is an essential requirémen
for the overall mastery of English, students shdigldrained to notice which words co-occur togethe
in order to speak a foreign language the way itw@apeakers do. Thus, we hypothesize that lexical
collocation awareness-raising makes first yearesitgdof English sound natural and proficient. Data
for the study were collected from 50 first yeardgnts at the department of English, university of

Guelma. This empirical study was carried out duthmyacademic year 2010 -2011.

The study sample was composed of two groups: aarimental group which was made aware of
lexical collocations and a control group which was trained at all .Firstly, two questionnaires aver
administered to both students and teachers. Thésebtained reveal that most students as well as
most teachers were not familiar with the conceptadibcations. In addition, students mismatched
English words and their miscollocations were causedifferent factors, mainly lack of collocational
knowledge and mother tongue interference.  Tdigo that students had limited knowledge of
lexical collocations, we relied on a collocatiosttél hen, we administered a pre-oral test and & pos
oral test .The former intended to determine stuslerste of lexical collocations , whereas the fatte
aimed at finding out the impact of collocation agrass-raising implemented during treatment on the
subjects’ ability to speak proficiently. To detenmithe nature of relationship between lexical
collocation use and oral proficiency, the correlattoefficient (r) is calculated. It reveals a #igant
positive correlation between the study variablesddition, the results obtained in the pretest and
post test were analyzed and compared. The latbeveshan improvement in oral proficiency and
collocational knowledge in favour of the experinamgroup participants. Conclusions drawn from
this work led to submit suggestions to help EFlckess strengthen the collocational knowledge of
their students, especially providing diverse calimn awareness-raising activities and strategies t

improve students’ oral proficiency.
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General Introduction

1. Statement of the Problem

Foreign Language teachers often claim that th&ingmy role is to teach grammar, and
that vocabulary will somehow be learned subconstyoleFL students thus depend on a set
of grammar rules and a separate store of isolateds. However, while students attempt to
produce the target language orally, they may natiaethey do not know how to say
precisely the meaning they wish to convey becausg do not know how words are normally
combined by native speakers. Thus, they heavilyaelparaphrasing their native language
equivalents into English. In order to help studewsrcome such obstacle, students need to
be trained to know how English words are used tagetnterestingly, students have to notice
and know how to use most common lexical collocaitenhance the development of their
oral proficiency because EFL students in Alger@rrrently required to be proficient
speakers of English as future teachers of Engligivertheless, acquiring oral proficiency has
been a challenge for most EFL students. Theretmigcational knowledge could be a key
element in enhancing EFL students’ oral proficiertdgwever, most collocation studies
investigate only the students’ written productionelation to translation. In addition, the
available studies on collocations were set in aifpr environment to assess students’ writing
abilities and only few had looked at students’ gpapperformance. Hence, the present study
examines whether or not making first year Algestudents of English aware of lexical
collocations improves their oral proficiency.

As a teacher of English at the University of Guelma have noticed that collocations,
in spite of their importance, do not receive mutthrdion from teachers in the classroom.
Also, students make errors whenever they encowust combinations and more precisely
have difficulties with collocations which are ma@simmonly neglected. In this context, the

focus is restricted to drills or repetition of im@lual words. Since most EFL classrooms have



fewer opportunities to notice collocations in thagily input, it is emphasized that students
commonly resort to their first language (L1) whesrethey lack English collocational
knowledge. Consequently, students graduate wigrgalew ability to orally communicate or
express themselves effectively in English. Accogtlinin this study, most of the importance
is put upon oral proficiency since collocationablatedge is an essential part in speech to
sound natural. The problem of thedican be stated in the following main question:
Would making first-year LMD students, at the Unsigr of Guelma, aware of lexical

collocations help them improve their oral proficggf

2. Aim of the study:

This research aims at highlighting the importantealocations among first year
students of English; that is, drawing the studeatgntion to the way words are naturally
combined in order to incorporate them into languagericulum as part of developing
collocational competence. Such study will investiigthe relationship between the students’
collocational knowledge and their oral proficienégye would attempt to discuss the effects of
lexical collocation awareness-raising as a vocapulstrategy on the students’ oral

proficiency.

3. Hypothesis

This study is related to the nature of the relaiop between students’ use of lexical
collocations and their oral proficiency levels.clonducting the present study, we hypothesize
that raising first-year EFL students’ awarenessatols lexical collocations would improve
their oral proficiency.
4. Means of Research

In order to test the hypothesis stated above, vemdito go through a mixed method.

We carry out two questionnaires. While one willgneen to first year LMD students of



English at Guelma University, the other will be egi$ed to their teachers. Another
instrument designed and used to collect the datiai®tudy is a collocational test .The whole
sample is orally pretested and divided into an grpental group and a control group. In
addition to that, we conduct an experiment to ntakegroup under investigation aware of the
importance of lexical collocations. Finally, alktiparticipants will take a post-oral test. The
posttest is intended to reveal the effect of ldxcdlocation awareness-raising on EFL
students’ oral proficiency.
4.1. Choice of Method

In our research, which investigates the effectatibcation awareness-raising on EFL
students’ oral proficiency, we opted for a mixedmoel. In this study, both qualitative and
guantitative methods are used. Lexical collocatiwnge been analyzed from a qualitative
perspective while their frequency and accuracy heeen calculated quantitatively because
the aim of this study is to examine and descrileeefifiect of awareness-raising of lexical
collocations on EFL students’ oral proficiency. éd|sve use the descriptive statistical method
to analyse the two questionnaires. The choice di sumethod is based on the nature of the
concept investigated which is lexical collocatiavaaeness-raising, and on our research main
guestion: Does lexical collocation awareness-rgigimprove students’ oral proficiency?
because the experimental research is used to anawsal research questions as such.
Accordingly, Ary. D; Jacobs, L; and Sorensen, &esthat: “Experimental research involves
a study of the effect of the systematic manipufabbone variable (s) on another variable”

(Ary et al, 2010:26). Thus, our study involved atol group and experimental group.

Lexical collocations as a concept, although itriportant and has significant role in
achieving higher levels of proficiency, has beegleeted. Hence, we have realized that the
appropriate tool to gather data about both stulantsteachers’ collocational knowledge,

and about collocation awareness-raising to impsiudents’ oral proficiency, is by



guestioning students as well as teachers aboustus . Students themselves, through their
responses, help us to answer the research questivestigate their knowledge and use of
lexical collocations, and to collect data aboutrtpeoficiency level. Teachers are more
concerned with consciousness-raising of lexicdbcations than their students to urge them
dealing with such concept in their classes. ltyigjbestioning teachers to know whether or
not are aware of the importance of lexical collawa, and to collect data about their ways of

improving students’ oral proficiency.

In addition to the questionnaires, we relied oather research tool which is a
collocational test to investigate students’ coltamaal knowledge. Relying on questionnaire
only would not allow us to understand what is ganmgstudents’ minds; maybe they
subconsciously know how words are combined wittkoatwing that such combinations are
labeled collocations. We prepared five collocataercises extracted from O’Dell and
McCarthy textbook (2008). Thus, before the expeninhe control and the experimental
groups answered a collocational test made up efdkercises (matching words, sentence
completion, correcting wrong collocations, colleoatmultiple choice, and multiple choice
exercise based on distinction between near synonyhet test would investigate
respectively their collocational knowledge and vieetthere were differences between the

two groups under study on the basis of knowledgeraastery of lexical collocations.

At the beginning of the experiment, both groupgd®aa pre-oral test. Then, both the
control and the experimental groups went throughrees of lessons and used the same
listening texts. However, the control group wasasqul to learning new vocabulary through
answering listening comprehension questions anagdaaried tasks and activities; while the
experimental group was introduced to lexical calemn. The researcher herself

experimented with the explicit teaching of collaoas in an effort to raise participants’



consciousness-raising of lexical collocations. Aftee treatment, participants of both groups

took a post-oral test that is similar to the praloest.

Consequently, the mixed method is the appropriatau to investigate lexical
collocation consciousness-raising of first year EEidents and its impact on their oral

proficiency levels.

5. Significance of the Study

The study examines Algerian EFL students’ knowlealigexical collocations and
further explores the relationship between lexicdlocations and students’ oral proficiency.
Since no study has been conducted to report sutbrpance and the relationship between
lexical collocations and oral proficiency, thisdgucontributes directly to teachers’ as well as
students’ understanding of the nature of lexicibcations in relation to oral proficiency.

6. Structure of the dissertation

The dissertation is divided into five chapters.dughout the literature review, we
have presented the subtle details of the concegtltfcations, discussing its origin, nature,
and development until the learner tends to devetdipcational competence. In this respect,
two first chapters are set for the reviewing adriftture related to the topic. The third chapter
is devoted for the description and analysis of oesaires. The fourth chapter deals with the
description of the experiment and the analysisreftpsting and post-testing results. The fifth
chapter discusses the different pedagogical imjpbieca we draw out.

The first chapter introduces the topic of lexicall@cations, providing different
approaches to define collocations. It also shey bn the different types and classifications
of collocations. Then, it provides discussion a thain role lexical collocations play in EFL
classes. Finally, it ends with a distinction betw&nguage knowledge and collocational

knowledge, and collocational competence and comeatine competence.



The second chapter continues its pursuit of thethaycollocational behavior of
words takes throughout awareness-raising of lexicldcations to master collocational
knowledge and consequently to improve oral proficie This Chapter is divided into two
sections. The first section focuses on the desontf how oral proficiency proceeds through
the two oral skills processes in relation to awassAraising of lexical collocations. Emphasis
in the second section, however, is placed on dimgstudents’ attention towards lexical
collocations. Sources of collocations teaching @latth a number of activities and strategies
to overcome miscollocations are suggested. Autonsnearning is also stressed.

The third chapter describes and analyses resgaestionnaire. First, we analyse first
year students’ questionnaire, then we proceedaithers’ questionnaire. Data obtained from
the two questionnaires are fully discussed.

The fourth chapter includes the experimental fielgestigation. It aims at
investigating the nature of the relationship betwkexical collocations use and oral
proficiency and examines the effect of awarenessagaof lexical collocations on students’
oral proficiency. This chapter deals only with ttedlection and analysis of data. In this
chapter, we present the research variables, thégtegn, sample of the study, materials and
scoring. The different phases of the treatmentlse described starting with the pretest,
moving to the treatment in which experimental grpagticipants’ attention has been directed
towards lexical collocations, and ending up witl gosttest. Finally, it deals with the analysis
of data to determine the relationship between stislese of lexical collocations and their
oral proficiency and to examine the effect of traning on the experimental group subjects.
The results are discussed and interpreted.

The fifth chapter is devoted to the discussiothefconclusions and findings that
could be drawn from this work, recommending pedaggmplications. We also provide

some suggestions for future research.
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Introduction

In an attempt to clarify the ambigwand the vagueness concerning collocations
and to stress their importance, researchers haestigated different aspects of collocations.
Accordingly, in this chapter, we try to clarify thetion of collocation through a short review
of its origin, and its development. To understamelghenomenon, we present the nature of
collocation and the most common definitions offiten, a brief discussion of the three main
approaches that guided the study of collocatiateat. We also present the two significant
approaches to define collocation: the statistieatignted approach and the phraseological
approach, with reference to collocation princiges criteria. In addition, we present
collocation types. Also, an emphasis on lexicalomations is put through the precise
definition and patterns of lexical collocations wainiare the main concern of the present study.
We point out the position of collocation among othleraseological concepts: idioms, free
combinations, phrasal verbs, compounds, colligatia prosody. Finally, we clarify the
importance of collocation in vocabulary and langu#gaching as well as its importance
among EFL learners, without forgetting the problehs learners face in acquiring
collocational knowledge. Then, a newly-introduce&gdression that of collocational

competence, as opposed to communicative competisnuesented.

1.9 Collocation's Origin and its Development

The origin of the term collocation is the Latin bamwllocare, which means to set in

order/ to arrange (Yvonne Mdller, 2008:1)

The notion of collocation has been familiar sitioe pioneering work of Palmer
(1938) who was the first to introduce the termacdition in his dictionary, ‘A Grammar of
English Words'. However, Firth (1957) advancedwioed collocation as a technical term so

that meaning by collocation became establishedhabhis ‘modes of meaning’ when he



said: “I propose to bring forward as a technicaintemeaning by collocation, and apply the

test of collocability” (Firth, 1957:194).

Later, Firth (1957:196) used the exampla@lafk nightas an adjective + noun collocation
and asserted that one of the meanings of nigkg oilocability with dark, and one of the
meanings of dark is its collocability with night dther words, he thought that collocates of a
word help us understand its meaning. He considéed/ord that needs clarification, here

night, the node word and the words that could belined with it collocates.

Lyons (1966) seemed critical of Firth's argumeat #n‘word's collocations are of its
meaning’. Based on a distributional theory of megnan alternative view posits that the
meaning of collocation cannot be understood frdrthal components of the expression
within which the collocation appears, and that pathe meaning of one word in the
collocation does not depend on its collocabiligsaciation with the other word(s). However,
he later explained that:

There is frequency so high a degree of integddpnce between lexemes

which tend to occur in texts in collocation witheoanother that their

potentiality for collocation is reasonably descdlas being part of their

meaning.

(gtd. in Lyons, 1977:613)

This means that Lyons later rejected his opposé® and accepted Firth's theory of

meaning.

Firth's statistical approach to collocation is gted by many corpus linguists
including, for example, Halliday (1966) ,Greenba(i74) ,Wong Fillmore (1976),
Nattinger (1980), Sinclair (1991), Hoey (1991), [8is (1995), Partington (1998), Mc Enery
and Wilson (2001), and Hunston (2002). All of thésguists, known as Neo-Firthians,

follow Firth in that they argue that collocatiorfages to the characteristic co-occurrence of



patterns of words. For instance, Halliday (1966)letshsidered lexis as complimentary to,
but not part of, grammatical theory. He introdutieel notion of 'set’ as an extra dimension of
the collocability of words. A set, as he definedst‘the grouping of members with like

privilege of occurrence in collocation” (153).

Sinclair (1966:411) stated that language patterasraated, in grammar, as if they
could be described by a system of choices. Howewegrding to Sinclair himself, the key
issue is the tendencies of lexical items to coll®eéth one another. These tendencies “ought
to tell us facts about language that cannot béogagrrammatical analysis”. He then
mentioned that the contract between lexical itesrmaore flexible than that of grammatical
classes because “there are virtually no impossitllecations, but some are much more

likely than others”(qtd. in Gitsaki:1999:6).

In order to clarify the structure of a collocati@inclair distinguished between three
items:node spanandcollocate A nodeis an item whose total pattern of co-occurrendé wi
other words is under examination, ancbfiocateis defined as any one of the items which
appears with the node within the specified sparereds apanis the amount of text within
which collocation between items is said to occistedjarding the grammatical structures of
which they form a part. For example, if we wanstody the collocational patterns of the
word accident, then accident is the 'node’. If weidke to have a 'span’ of four, it means that
we study the four lexical items that occur befand the four lexical items that occur after the
word accident. All the lexical items that are wiitlhe 'span’ of the word accident are

considered to be its 'collocates'.

Michael Hoey(2004) pointed out that not only thedal but also the grammatical and
textual organization of sentences and texts relthervery principle of expectancy or

predictability, underlying the Firthian idea of lmaation. Moreover, the central notion of



Hoey’ s Lexical Priming Theory is that of primingnown as a basic psychological effect
exploited by psycholinguists in so-called primiagks, priming is understood as the property
of pre-fabricated expressions to provoke in thedsiof language users a particular target
word or construction or textual organization. Aegsed by Hoey, collocation is just the
prime example of the more general principle of pmgmin language .Hoey explains that
lexical items are not only primed for occurrencéwvather individual words, but also with
semantically similar sets of words and certain prafc functions or moves, with
grammatical constructions, as well as with texaalcture. Briefly, according to Hoey,
collocation, besides a statistical fact, is algsycholinguistic reality. Thus, collocation can
be seen as a general term covering all syntagme#tions. We conclude that each lexical
item is primed for particular collocational usey, fiostance, today is primed to occur in

newspaper texts (Hoey, 2005:1-16).

Yet, not all linguists would agree with Hoey. Heshdor instance, argues against the
statistical approach to collocation, asserting th&erry Rogghe’s 72.000 — Word Corpus,
the most frequent collocates of a word such@sseinclude the determinetke andthis and
the verbsell, this is neither particularity surprising nor peutarity interesting, Herbest
(1996) insists on the fact that grammatical woitlers the top of a frequency list, and that
this issue does not devalue the worth of collocatieferring to such combinations as

colligations (see section 1.11.2).

Nevertheless, many linguists tried to limit thegeof collocation definition in order
to understand well such linguistic phenomenon. Ne&gtpoint out this controversial view in

details.

10



1.10. Definition of Collocation

To define the concept of collocation, many reseanslsome out with varied
definitions, and studies have been insufficieririavide one single definition. Thus, many

linguists who work on collocations cover differemtions.

First of all, John Rupert Firth introduces the terollocation into linguistic theory as
part of his theory of meaning. He (1957:196) mergithat meaning by collocation is an
abstraction at the syntagmatic level and is naatly concerned with the conceptual or idea
approach to the meaning of words. One of the mgaroha word is its collocability with
another word (dark night). According to Firth (19891), Collocations of a given word are
statements of the habitual or “customary placeshat word order but not in other contextual
order and emphatically not in any grammatical art#areover, the collocation of a word or a
‘piece’ is not to be regarded “mere juxtapositibms an order of mutual expectancy”. Then,

Sinclair (1970) defines it as:

The occurrence of two items in a context withirpacfied
environment. Significant collocation is a regulali@cation between
two items, such that they co-occur more often thair respective
frequencies.

(gtd. in Hori, 2004:05)

Sinclair just makes a distinction between the darestts of a collocation, with no
remarks on the dependency between the items. 16, I@6defined collocation as the co-
occurrence of two items, then, in1970 he defingdrdugh his distinction between casual and
significant collocations. In this respect, an intpat feature in Sinclair’s theory is that he
distinguishes between casual and significant catloos. Unlike casual collocation, a
significant collocation is a collocation that oceunore frequently than would be expected on

the basis of the individual items.

11



Halliday (1976) gives a definition of collocationder the framework of lexis and
suggests that collocation is the syntagmatic iatatif linear co-occurrence among lexical
items which co-occur together with some measuresgoificant proximity, either with a
scale or at least by a cut-off point. Halliday&fidition was adopted by Sinclair (1991) in his

book: Corpus, Concordance, Collocation.

Greenbaum (1974) argues that collocation studyldhmat only be based on
Halliday’s item-oriented approach but also on aegnated approach which integrates both
local syntactic structures and sentence patteritsh®ll (1975) further proposes to integrate
grammatical generalizations, meanings, and grancalidtinctions .Also, Cowie ( 1978)
defines it as a co-occurrence of two or more Iehiteas as realizations of structural elements

within a given syntactic pattern (Yvonne Miller,03024).

Kjellmer (1984),as quoted in Kam-Fai WpWéenjie Li and Ruifeng Xu (2009:96),
defines collocations as lexically determined arahgnatically restricted sequences of words.
According to Kjellmer, only the co-occurred wortiat have both co-occurrence significance

and well-formed grammar are regarded as collocation

Benson (2009: XIX) defines collocations as recotréxed, identifiable non-
idiomatic phrases and constructions. Benson categgothem on the basis of grammatical and

lexical collocations (see section 1.8.1).

Moreover, collocation is defined as “how words tgdly occur with one another” by
Carter and McCarthy (1988:32) also as “a group @fds which occur repeatedly in a
language” (Carter, 1992:51) and as “the ways irctviwords regularly occur near each other”

(Diegnan et al 1998:35).
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Alan Partington (1998:16) cited that Hoey (1991fjrdées collocation as follows:
“Collocation has long been the name given to thegicmship a lexical item has with items

that appear with greater than random probabilitysicontext”.

Watson. D (1997: 7) provides the follogiidefinition: “Collocation is the placing
together ... of words which are often associated wa@bh other, so that they form common

patterns or combinations”

Some researchers like Gitsaki (1999) emphasizhdh#ual and recurrent use of
collocations. Gitsaki as well as Manning and Schi£299) state that: “A collocation is an
expression consisting of two or more words thatespond to some conventional way of
saying things” (gtd. in Wong et al, 2009:97). Alaihg same lines, Sabine Bartsch (2004:76)
defines collocation as: “Lexically and/or pragmalig constrained recurrent co-occurrences
of at least two lexical items which are in a diregttactic relation with each other”. The
definitions provided by Manning and Bartsch empbashe condition that collocations are

syntactically well-formed constructions.

S. Thornbury (2002:07) mentions that vsorduple up to form compounds and to
shape multi-word units. However, there is a lodsed of association called collocation.

according to him collocation can be defined as:

two words are collocates if they occur togethehwtore than chance
frequency, such that, when we see, we can makidydafe bet that
the other is in the neighborhood ... collocationas a&s frozen a
relationship as that of compounds or multi-wordsni
Collocation, according to Oxford Collocations Dactary, is defined as:
“Collocation is the way words combine in a langusmeroduce natural-sounding speech and
writing” (2009: V). Whereas, McCarthy, M. J and @I F (2005:06) say that: “A

collocation is a pair or group of words that areenfused together”.

13



Abdulmoneim Mahmoud (2005) defines it as:

We define collocations as two words belonging féedent

grammatical categories to exclude binomials whieeetwo words are
from the same category and are connected implioitigxplicitly by a
conjunction (e.g. and, or) or a preposition suclirdsor “by” (e.g.

push and shove, sick and tired, here and theandrout, life and death,
hand in hand, dead or alive).

From the above- mentioned definitions, it is cliwat despite various attempts to
capture the essence of collocation, the concegtilliglifficult one in linguistics. Furthermore,
besides the characterization of collocations agukatly recurrent co-occurrence of lexical
items, the structure and regularities behind thesn@menon are still unknown .Such problem
of defining collocation raised by a lot of linguasamong them T.F. Mitchell (1975) who
says: “The problem has been posed if not answaretiyill arise again-and again, for the

linguist’s job is never done” (qtd. in Sabine Balts2004:65).

Collocations, briefly, are notoriously difficult tefine and different definitions
proliferate in the literature. In spite of the @ifénce in approaching and defining collocations,
there is a common agreement among all the lingthstscollocations are characterized by the

following criteria:

Criterion 1: Collocations consist of two or more than two wondsch are habitual co-
occurrences of words.

Criterion 2: Collocations have restricted semantic relatiorati®iwhy we casay strongea
but not*powerful tea

Criterion 3: Collocations do not have meaning transfer in t@@mbination like idioms.

Therefore, we suggest that the definitd collocation should be simplified, and
teachers should give some simple definitions amebua examples to clarify this concept. To

understand more the concept of collocation, we ktaks nature.
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1.11. The Nature of Collocation

The vocabulary of a language is organized accgriitwo main structuring
tendencies: paradigmatic relations and syntagmatations. The former “reflects the
semantic choices available at a particular streghaint in a sentence”, whereas the latter
“holds between items which occur in the same seetgparticularly those which stand in an
intimate syntactic relationship” (Cruse 2000: 148)cording to the classification of lexical
items, collocations constitute one type of syntatpnalations. In literature, several different
approaches to categorize lexical chunks coveretingeistic arena with varied figures.

Chodkiewiez (2000) presents lexical organizatiofodews:

-Synonymy( -Complementaries

¢ -Paradigmatic relations -Antonymy -Converses
-Hyponymy -Gradables antonyms
-Lexical organizatiog) -Mple incompatibles

-Collocation ~ -Compounds

\ -Syntagmatation +8&bal verbs
Multiwords< - I[dioms

-Fixed phrases

\-  _Prefabricated routines

Figure Types of Lexical Organization

(adopted from Arabskand Wojtaszek, A 2010:127)

However, Howarth(1998) presents his view on thteneaof collocation in the form of
a four-part model for collocation: free combinasprestricted collocations, figurative idioms

and pure idioms. These combinations are overlappedresult to the degree of fixedness,

15



idiomaticity, lack of analysis and stylistic conviemality. Each category was further divisible

into lexical composites or grammatical compositéssselhauf,2 005: 15-16).

The nature of collocation begs an integrated newiél description incorporating
syntactic, semantic, lexical, and pragmatic criiefihat is why it is difficult to be captured in
terms of one coherent linguistic theory. We thead® look at the different approaches that

explain the habitual co-occurrence of words.

1.12. The Main Approaches to Study Collocations

Linguistic studies have investigated different aspef the phenomenon of
collocations. These studies can be classifiedringef three main approaches to collocation

research: the lexical approach, the semantic appraad the structural approach.

1.4.1. The Lexical Approach

The lexical approach focuses on developiagiers’ proficiency with lexis: words, word
combinations and particularly formulaic sequendéisheal Lewis (1993) inspired by other
linguists’ works such as Willis (1990) and Nattinged DeCarrico(1992),formulated the
basic principles of this approach. It focuses anitlea that words receive their meanings
from the words they co-occur with. Lexis is aleeis to be separate from grammar.
However, the roots of this approach date backih £1957) who mentioned that the
examplegivebirth is a collocation that has a different meaning ftbmindividual meanings

of bothgive andbirth. The two words gain a new meaning when they caxomgether.

Lewis insists that his lexical approach is not@yra shift of emphasis from grammar
to vocabulary. Rather, it is a shift of perspecawveay from both grammar and vocabulary.
Lewis (1997:3) says that “language consists nataafitional grammar and vocabulary but

often of multi-word prefabricated chunks. Theserdtsuinclude such things as collocations”.
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Furthermore, whenever learners want to speak dewthey learn lots of words, an
extensive vocabulary, predominantly nouns; and tiey struggle to use grammar to talk
about those nouns. However, the chunks of lexischvinclude collocations, do more than
just name things, they also have a pragmatic eleniérey enable the learner to talk about

things and to do things.

1.4.2. The Semantic Approach

The semantic approach focuses on exploring catilmas on the basis of the semantic
framework without paying attention to grammar. they words, it attempts to explain why

certain words are found together.

The supporters of the semantic approach, sutly@ss (1966), described the lexical
approach as an inadequate one because of itsiipabilexplain why some lexical items
collocate only with certain items. Furthermore, tmeanings of collocations reflect the
meaning of their lexical constituents and the saqges of lexical items frequently co-occur,
even though most native speakers of English ar@awate of collocations. Thus, it is obvious
that to most native speakers of English the waanehmitwill spring to mind readily when they
use murder in a certain context. The semanticists consider démantic properties of the
lexical item to be responsible for determining therds it collocates with. This view is
criticized because there are a number of collonatithat are arbitrarily restricted. For
example, there is nothing in the meaning of thedadinker that should make it collocate

with heavy rather than witlstrongor power(Lehrer, 1974:7-17).

1.4.3. The Structural Approach

The third approach stresses the importance aiditg grammar in the study of
collocations. According to this approach, lexis gnammar complete each other and cannot

be separated (Mitchell, 1971; Gitsaki, 1996).Thichell (1971) states that collocations can
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be described dsxico-grammatical This means that collocations have to be studiguma
grammatical matrix. Mitchell also consideres cadibens as roots rather than words that can
be associated to other different roots. For inggsmmokeandheavyare two roots and every
combination of them results in acceptable collaratilike:heavy smokeran besmoke
heavilyandheavy smokingHowever, Mitchell was criticized by other lingtasvho found his
view of collocations as roots cannot hold for evemynbination. For exampl&int praiseis

an acceptable English collocation bytraise faintlyis not. But, without referring to syntax,
the notion of collocations becomes vacuous (Greemha974). For example, we can say, “I|
much prefeia dry wine,” wherprefercollocates withmuchin a pre-verb position. However,
we cannot say “prefera dry winemuch wheremuchcomes in a post-verb position. This
confirms that certain items only collocate in certsyntactic relationships, e.ginceritycan
collocate withfrightenbut the acceptability of the combinations they pic&lcan be judged
only via syntax. Therefore, we can shig sincerity frightens ydut we cannot saywe

frighten his sinceritywhich is not syntactically an acceptable combamat

Collocation is determined by structure and ocoursatterns. Therefore, the study of
collocation should include grammar (Gitsaki 199@)jch contrasts with the two
aforementioned approaches: the lexical and semandés. Lexis and grammar cannot be
separated and, consequently, two categories aireedefexical and grammatical collocations,

which represent two distinctive but related aspettsne phenomenon.

A similar distinction was early made by Sinclai®€b), who once stressed the
separation between lexis and grammar. Later, heggthhis attitude and created an
integrated technique that combined both lexis aathghar. He divided collocations into two
categories, i.eupwardanddownwardcollocations. While upward collocations include
prepositions, adverbs, conjunctions, and pronouaisdollocate with words more frequently

used than themselves, for examblackcollocates withat, in andup that are used more
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frequently than itself, downward collocations irdduverbs and nouns that collocate with

words less frequently used than they are, dimit suicide

The study of collocations is not interested onlgrdilmmar is included or not, but most

interestingly in the degree of frequency. The rsdtion examines such view in detail.

1.13. The Concept of Collocation and the Different Approghes and Interpretations

According to Nesslhouf (2005:11-18), among the madingrse usage of the term, two
main views can be identified to define collocatibnone of these views, a collocation is
considered the co-occurrence of words at a cediatance, and a distinction is usually made
between co-occurrences that are frequent and thasare not. This view has been called the
“statistically oriented approach” or the “frequenbtysed approach” it goes back to J.R .Firth
and has been developed further by M.A.K Hallidagt &nSinclair. Some researchers,
adopting a frequency-based approach to collocatiomsider co-occurrences of all
frequencies to be collocations (Halliday 1966; Md®@98), while others like Stubb (1995)
reserve the term for frequent co-occurrences. I@ll(1987) and Kenedy (1990) use

recurrence, i.e. co-occurrence more than oncegimem corpus.

In the other view, collocations are seen as a ¢fpeord combination most commonly
as one that is fixed to some degree but not corlglethis view has been referred to as the
“significance oriented approach” or the “phraseaabfapproach”. This approach has its
roots in the Russian phraseology. The main adreadnt are A.P. Cowie, I. Mel'’cuk and

F.J.Hausmann.

The most important variation in Cowie’s use (198#dhe term concerns the
distinction between collocations and other typewoid combinations. However, Mel’cuk

and Hausmann have stressed that there is a difieiarihe nature of the elements in a
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collocation (keyword-value according to Mel’cuk dpaise-collocator according to
Hausmann). Unlike the frequency -based approaetplnaseological approach consistently
requires that the elements of collocations shoeldymtactically related (adjective + noun,

noun + verb, noun + noun...).

The frequency-based approach and the significaneeted approach are two
outstanding and significant approaches that siggdslion collocations and provide linguists
with basic analysis elements to classify collogaioto various categorizations and
distinguish the term collocation from other phrdsgizal types. Yet, collocations and other
phraseological classifications operate similarly, 8e need to look at this point in next

section.

1.6. The Concept of Collocation and its Principles

Sinclair’'s endeavour to clarify the concept ofleachtion, on the basis of language
production, goes beyond syntactic relations. Sin¢l®91), thus, points out that there are two
interdependent organising principles: the openahprinciple and the idiom principle. These
principles are models of interpretation which ekpthe way in which meaning arises from a

text.

1.6.1. The Open-choice Principle

The open-choice principle (or ‘slot-and-filler’) mel is the basis of most grammar.
Slots open up whenever a lexical unit, whethes & word, a phrase, or a clause, is completed
and the only restraint is grammaticality as Simgla991: 109) explains it as “the result of a
large number of complex choices, at each pointitisinompleted (a word, a phrase, a
clause) a large choice opens up and the only nesisgrammaticalness”. . In other words,

the speaker/ writer uses single lexical items &at@ bits of language constrained only by
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syntactic rules. Moreover, the learner is freeitoase which lexical items go with which,

without breaking the grammatical rules.

1.6.2. The Idiom Principle

While the basic units of the open-choice modeliadesidual words combined within
grammatical constraints; the idiom principle isatet to prefabricated multi-word units.
Thus, the combined effect of lexical chunks isexhlhe “idiom principle” .Just as it is the
case with idioms, the combined meanings of wordsat equal to the overall meaning of the
chunk. In other words, the speaker/ writer usedaivecated bits of language as single
lexical items; as it is assumed by Sinclair (19B10) “ a language user has available to him
or her a large number of semi-preconstructed plrdsat constitute single choices, even
though they might appear to be analysable into seggi This definition implies that idioms

and collocations overlap to a considerable ex{see section 1.10.1).

Sinclair is in favour of the idiom principle bes@uithe open-choice principle does not
account for the limitation imposed on lexical clescThus, the idiom principle is also known
as the collocational principle. We agree with Sairt$ view that the most suitable principle is
the idiom principle because collocations are noipée combinations to be captured by
grammaticality and chosen randomly. Such view ttebexplained through the clarification

of the criteria that strictly guide collocations.

1.7. Collocations’ Criteria

Collocations fall between at one extreme idioms ainthe other extreme free word
combinations. Also, they have very different babaxs varying from one perspective to
another. They basically vary according to lexidatistics, syntax and semantics. Thus, the

task of a researcher to categorize collocationtyypes is difficult and needs certain criteria.
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First of all, one proposed criterionnsn-compositionality which states that the
meaning of the collocation is not entirely undesstédrom the meaning of its constituents.
Collocations are characterized by limited composgiity which means that there is usually
an element of meaning added to the combinatiothdrcase o$trong tea strong has
acquired the meaning rich in some active agentchvisi closely related but slightly different
from the basic sense having great physical strefdis criterion can be illustrated most
clearly with idioms such a® kick the bucketwhere the idiomatic meaning of the whole (i.e.,

to die) seems unrelated to the constitu&idis or bucket

Another criterion ision-modifiability which means that many collocations cannot be
freely modified without fundamentally changing theieaning. For exampl& kick a plastic
buckethas only the literal meaning, not the idiomatie odowever, many other collocations
are modifiable without a change in meaning sucpaagerful new computer. It is impossible
to modify them by adding extra words or througtamgmatical transformations .So, going
from singular to plural can make an idiom ill-fordhdéor example irpeople as poor as

church mice

Finally, non-substitutability seems to characterize almost all collocation®férs to
the inability to substitute the words that conséta collocation for their synonyms such as
powerful computér* strong computerEven if, in context, the components of a collmrat
have the same meaning, for example, we cannotedbyw wineinstead ofwvhite wineeven
though yellow is as a good description of the colmfuvhite wine as white (it is a kind of

yellowish white).

Collocations and multi-word-units are assumed tmfosemantic non-
compositionality, syntactic non-modifiability, amdn-substitutability of components by

semantically similar words.
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To sum up, the collocatiom’ broad daylightwhich means with no attempt to hide
one’s actions, its meaning differs from the litearadaning during the day. The constituents of
it cannot be modified. So, we cannot say *broadidhis. Also, we cannot substitute any
element of this collocation by its synonym suchwigle daylight. Although most
collocations share these aforementioned critdrey widely vary in different degrees.

Depending on such differences, we proceed to tiereint types of collocations.

1.8. Types of Collocations

There are several different types of collocatigxeordingly, numerous linguists
made their analyses of collocations from differamdl varied dimensions. Each linguist
attempts to shed light on the nature of collocatiand the nature of relations between their
constituents. These relations are analysed ondsis bf different degrees: fixedness,
strength, structure, the register under which greyused, etc. However, such relations are
still largely overlapping because each collocatiype is lying between two diverse extremes.

Here are some most known types.

1.8.1. Lexical Collocations Vs Grammatical Collocabns

On the one hand, lexical collocation, accordinittArthur (1992), has been called a
relation of mutual expectancy or habitual assoammatf only lexical items (qtd. In Howard
Jackson , 2000:114). On the other hand, grammatidiaication is defined as a phrase
consisting of a dominant word plus a particle. Tgbgrammatical collocations include
verb + prepositiongbide by + account fr noun + prepositioraccess th and adjective +
preposition &bsent from Based on their definition of collocation, Bensat al (1986: xix-
xxxiv) divide collocations into two categories: graatical collocations (G) and lexical

collocations (L). Each categorization has beendgéigiinto sub-categorization as follows:
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Combination

Example

L1 Verb + noun Compose music, wind a watch
Verb + noun
Lo Reject an appeal, reverse a decision
(eradication and/or nullification and a noun)
L3 Adjective + noun Strong tea, a sweeping generabaat
Ly Noun + verb Bees buzz, bombs explode
Ls Noun + noun A bit of advice, a pack of dogs
Le Adverb + adjective Deeply absorbed, strictly actara
L7 Verb + adverb Affect deeply, amuse thoroughly
Table 1: Lexical Collocations by Benson et al (183
Combination Example
Gy Noun + preposition Blockaded against, apathy towar
Gz Noun + to infinitive It was a pleasure to do it
Gs Noun + that clause He took an oath that he woaldid duty
Gy Preposition + noun By accident, in advance
Gs Adjective + preposition Be angry at, be fond of
Ges | Predicate adjective + to infinitive It was necegda work
Gy Adjective + that clause It was nice that he wde &bcome home for the
holidays
Gs Consist of 19 English verbs Send (the dative mam@rtransformation verb)

Table 2: Grammatical Collocations by Benson et all986)
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1.8.2. Open Collocations Vs Restricted Collocations

Cowie and Howarth (1996) distinguish two typesalfocations: ‘open’ collocations
and ‘restricted’ ones. The former type is alsoezhfree collocation. Under this classification,
constituents of the open collocation can be freeiybined with other words. Typically, the
elements of the collocation are used literally,dwamplefill the sink Simply put, open
collocation refers to a combination of two or mau@ds co-occurring together, without any
specific relation between the two words. The tatgpe is known as fixed collocation in
which one element of it is not used in its origilit@ral meaning. Both, the open and
restricted collocations resemble each other intthet elements may be combined with
others. That means their literal elements can elibeeplaced by pronouns or are totally
missing. However, the restricted collocation resksithe idiom insofar as its figuratively
used elements cannot be combined with other elenseich agog one’s memoryEach

restricted collocation carries potential of an iio

According to Howarth (1996), some classes of reteti collocations are probably
stored as wholes, while others are not. Furthermbigpossible that some subclasses of
collocations behave as units, while other subctafisss restricted or weak collocations) do

not (Nesselhauf, 2005:25-27).

1.8.3. Weak Collocations Vs Strong Collocations

Classifying collocations according to strengttersfto the degree of words’

association.

Weak collocations, on the one hand, are made wwoads that collocate with a wide
range of other words. For example, you can sayayein broad agreemenwith someone —

generally in agreement with them. The constitueoad can also be used with a number of
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other words: a broad avenue, a broad smile, brbadlders, a broad accent, a broad hint and
so on. These are weak collocations, in the serddtbad collocates with a broad range of

different nouns.

On the other hand, a strong collocation is onghich the words are very closely
associated with each other. For example, the adgatitigating almost always collocates
with circumstance®r factors for instance, although she was found guilty,jtimg felt there
weremitigating circumstancest rarely collocates with any other word. Neveildss, strong
and weak collocations are not separated from etgr but rather they form a continuum,
with stronger ones at one end and weaker oneg aitlier. Most collocations lie somewhere
between the two. The so strong collocations thahctbe changed in any way are fixed
collocations. For example, you can say | was walkinand fra No other words can replace

to or fro or and in this collocation. It is commbt fixed.

Hill (gtd. in Lewis, 2000:63-64) distinguishes fazategories, defined in terms of
collocational strengthunique collocations for example, foothe bill, shrugs one’s shoulder
The two collocations are unique because the véobs$ ‘and ‘shrug’ are not used with any
other nouns. Then, the second type is cateahg collocationssuch asancid butter,
trenchant criticismThese are not unique because there are othgstthat can be trenchant
or rancid, but these collocations are very fewrdllgi there arenedium-strength
collocations for example: hold a conversation, make a mistAkeording to Hill, students

are more concerned with this type which is neitesng nor weak.

Finally, weak collocations for examplered car, big house Such combinations are
‘more predictable’ and easy to the majority of feas because the adjectives can be

combined with many nouns.
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1.8.4.Technical CollocationsVs Academic Collocatian

Prefabricated expressions, or pre-cooked expmessio labeled by Nattinger and
Decarrico 1992, are vital elements in daily ustanfjuage because many kinds of lexical
items, including prefabricated expressions, fumcie powerful indicators of register, and in
most circumstances it is important to signal thigster. Also, because spoken language is
retrieved from a stock of ready-made phrases Iespeaker to cut down processing effort.
These ready-made phrases approaching from a spegister are technical collocations that
are different from lexical and grammatical collocas in that the former are used in a special
field within a special register to help the leamacquire a specific language use (English for
specific purposes or ESP).Whereas, the latteraaeeanic and can cover both General

English and ESP.

Furthermore, since each genre has it9apmatlocations, what is a normal collocation
within a specific genre could not be considerethsanother genre. Sinclair illustrates such
view through the use of the collocationsgbrousdepressionsand “dull highlights' that are
normal only in the register of meteorology and pigoaphy respectively. Aljandro Curado
Fuentes (2001:118) claims that the level of teddicin word behaviour is closely related to
subject domain, as he mentions: “The salient ¢mrdis that elements function uniquely in
their corresponding field, describing the restdcsetting”. According to him, for instance,
there are specific combinations of the noun netveoith astJ-network, access network,
local area networkFuentes points out free collocations that appedifferent registers are
considered as semi-technical word combinations asdhformation systepinformation

technology, digital informatigrandinformation about

To sum up, this means that we aim to provide learmgh particular issues in

Business, Technology... ,etc. Learners have to besedto significant word behaviour in
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the form of both specific collocations and commexidal combinations. These are technical
and academic elements, offering rich input forl#aners to help them in future careers. The
selection of lexical items is based upon a leacesrtred corpus design that is effective at

both academic and professional goals.

To better clarify the concept of collocation, wergmare the different pairs of
collocations. Among such pairs, the most intergstine is lexical collocations which are the
main concern of this study. Thus, next section i@ more details about lexical

collocations.

1.9. Lexical Collocations

1.9.1. Lexical Collocation Types

The first theory of lexical collocations whichaeld be presented is Benson'’s, even if
it is not the first chronologically, because itasdification is the strongest and is the basis
with which other theories can be compared. Bensassified collocations into two groups:
lexical and grammatical collocations. “A grammalticallocation, in contrast to a lexical
collocation, is a phrase that consists of a nonradjective, or a verb plus a preposition or

grammatical structures such as an infinitive ouséd (Benson et al, 1986:XIX)

Lexical collocations consist only oxieal words: nouns, adjectives, verbs, adverbs.
They normally do not contain prepositions and oftarctures. Lexical collocations usually
not only appear in one sentence but often theitipas are right next to each other. If a more
detailed explanation or specification is given i@ @f the collocates, there can be words in
between them, for exampliée dog which wanted to run without his lead sthttebark The

words dog and bark are collocates, even if thexenare words between them (large span).
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Our research is based on this definition. Therefibve terms collocations or lexical

collocations are used interchangeably.

According to Yvonne Miller (2008:7), there are sepessible combinations.

L,: verb (which means creation/action) + noun/prorprgpositional phrase e.g. come to an

agreement, launch a missile.

L,: verb (which means eradication/cancellation) +meLg. reject an appeal, crush resistance.

Ls. (adjective + noun) or (noun used in an attributixagy + noun)

e.g. strong tea, a crushing defeat, housstatand reform.

L4: noun + verb naming the activity which is perfodii®/ a designate of this noun e.g.

bombs explode, bees sting.

Ls: quantifier + noun e.g. a swarm of bees, a pié¢asvice.

Le: adverb + adjective e.g. hopelessly addicted, d@sheep.

L7 verb + adverb e.g. argue heatedly, apologize yimb

Lexical collocations between verbs and nouns aendixed expressions, i.e. the
synonymy of both collocates is restricted. To itate, Yvonne Muller (2008) gives the

example “One can sdyld afuneral but not *hold a burial” (8).

The collocates of an adjective-noun collocationaligwoccur right next to each other
because the adjective describes the noun direntlytreerefore its position is in front of the
noun, for example: rich imagination .One can gely imaginationbut not *wealthy

imagination
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The span of verb-adverb collocation can also lerged. But, there is no synonymy
substitution, for instance, one can sdfcted deepliput not*affected extremelfwith
exception deeply hurt). The adverb also, directbscribes the adjective and any synonymy
substitution leads to an unusual combination ssdiiteerly coldbut not* hardly cold or

* bitterly frosty.

1.9.2. Lexical Collocations’ Patterns

All the collocations’ patterns are classifiadelation with parts of speech, particularly
with content words: nouns, verbs, adjectives, duvddowever, each linguist made his own
classification according to his understanding aeidjpectives of collocation. Here are some

patterns of collocation, of course, slightly diffeg from a linguist to another.

Grains and Redman (1986:37) propose thanthst common patterns of collocation as

follows:

Collocation pattern Example

a) Subject noum+verb. The earth revolves around the sun
b) verb+object noun. She bites nails

c) Adjective+noun. A loud noise, heavy traffic

d) adverb+past participles usedBadly dressed, fully insured.

adjectively.

Table 3: Collocations’ Patterns accordg to Gairns and Redman (1986)

In the first Pattern, if we want to describe thovement of the earth in relation to the sun,
then "earth"+"revolves” is a likely combinationwbuld be less common, for example, to use

“circulates”. Secondly, we would not use "eat"@ast of bite, though many other languages would.
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Then, in the third pattern, we notice that a ddfércollocation would give an entirely different
meaning (a big noise). Similarly, the fourth typay change of collocation constituents would

affect the whole meaning.

Justeson and Katz (1995) rely on seven patteridetuify likely collocations among the
frequently occurring word sequences. This methodistinction is known as ‘part-of-speech
filter'. These patterns are exemplified in tablg, {4 this table A refers to an adjective, N to a

noun, and P to a preposition, as suggested byaduatsl Katz (1995 b: 17):

Tag pattern Example

AN Linear function

N N Regression coefficients

AAN Gaussian random variable
ANN Cumulative distribution function
N AN Mean squared error

NNN Class probability function

NP N Degrees of freedom

Table 4: Part of Speech Tag Patterns for Collocatn Filtering

Adopted fromChristopher D. Manning and Hinrich Schu{2©99: 154)

We observe that Justeson and Katz patteentypically based upon adjective-noun
collocations. Whereas, Gairns and Redman patteensearly similar to McCarthy and
O’ Dell patterns ( table5). As shown in the two admentioned tables, we notice that in both
classifications there are the following patterrdjeative + nounnoun + vertand adverb +
adjective (adverb+past participles used adjectigalygested by Gairns and Redma&it, in

the first classification, there is the pattern weybject noun, while in the second one there are:
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noun + noun, Verb + preposition + noun, verb + a@dvAdditionally, Justeson and Katz
confuse lexical collocations with grammatical obesause the last pattern NPN is a

grammatical collocation.

Lexical Collocations Examples
Adjective + noun bright colour
Noun + verb the economy boomed
Noun + noun a sense of pride
Verb + preposition + noun filled with horror
Verb + adverb smiled proudly
verb + adjective happily married

Table 5: Collocations’ Patterns according to McCarhy and O' Dell (2005:12)

According to Benson, Benson and llson, typiealdal collocations consist of nouns,

adjectives, verbs, and adverbs. They classify &xollocations by structural patterns:

1. Verb + noun ( quench one’s thirst)

2. Adjective + noun (torrential rain).

3. Noun + verb ( volcanoes erupt)

4. Noun 1 + of + noun 2 (a school of whales)
5. Adverb + adjective (closely acquainted)

6. Verb + adverb (apologize humbly)
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From the above-mentioned patterns, we nétiaemost linguists agree that collocation
patterns are considered as a source of inform#tatrrequires a lot of insights into the
structure of the English sentence. Needless totBaymost significant classification,
according to which other patterns are comparetthatsof Benson et al who suggest
collocation patterns that seemed to be more usefiliimore generalized than others. Next,

we proceed to distinguish lexical collocations frother phraseological concepts.

1.10. Collocations in Phraseology

According to Gitsaki (1999), many linguists stdiattsemantic transparency appears
to be the only criterion that could make a differeetween idioms and collocations.
However, considering three main phraseological aoatlons -idioms, collocations, and free
combinations —not only semantic transparency lad ebllocational restriction is regarded as
an important criterion by many linguists (Aisenstd®79; Benson, Benson & llson, 1986;
Carter, 1987; Cowan, 1989; Cowie & Howarth, 1996)9e, 1986; Fernando, 1996; Gramley
& Patzold, 1992; Korosadowicz-Struzynska, 1980)t@rmore, some linguists who agree
with these two criteria to distinguish between rdg collocations, and free combinations add
one or two more criteria to differentiate theseécombinations more clearly. They admit
that those criteria tend to be expressed alonghamam and the boundary between the three

categories cannot be clearly set.

1.10.1. Collocations, Idioms and Free Combinations

To understand clearly what lexical collocations, @ris helpful to distinguish them
from idioms from one hand and from free combination the other hand. In one of the
useful collocation dictionaries, The BBl Combingt@ictionary of English: A Guide to
Word Combinations (2009), the word collocationasnpared to other fixed expressions in

the following definition:
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In English, as in other languages, there are nfamed identifiable, non-
idiomatic phrases and constructions. Such groupsaoofls are called recurrent
combinations, fixed combinations, or collocatiows]locations fall into two
major groups: grammatical collocations and lexamlocations.

(Benson et2409: xix)

Furthermore, criteria which are frequently appliedlistinguish collocations from free
combinations and idioms are fixedness and semapécity (see section 1.11.3).
Therefore, free combinations, in line with Sinckwpen-choice principle, are sequences of
words that follow rules of grammar and syntax @& lnguage in question, and whose
elements allow for free substitution. They areld@est cohesive types of word combinations
and the combination as a whole can be understood tihe sum of the literal meanings of the
elements. For example, the noun murder can bewitleanany verbs: to analyze, boast of,
condemn, describe, disregard, film, forget, rememabe so on. These verbs, in turn, can be
combined freely with other nouns: accident, adventdiscovery, event, experience, etc.
Simply speakingfree word combinations have the properties thath @athe words can be
replaced by another without seriously modifying tiverall meaning of the lexical unit; and if
one of the words is omitted, a reader or a listeaenot easily infer it from the remaining

ones.

Idioms are relatively fixed and semantically opageord combinations. The criterion
of semantic opacity of idioms was defined by Svaeeearly as 1899: “the meaning of each
idiom is an isolated fact which cannot be inferfireain the meaning of the words of which the
idiom is made up” (qtd. in Skandera, 2004:24) ottmer words, idioms are made up of smaller
group of word combinations and relatively frozepmssions whose meanings do not reflect
the basic literal meanings of their constituentfieWWwe give somebody tined carpet for
example, we do not actually hand oveed carpetto them, but rather give them a special

treatment as important visitors. Likewise, when some makes heavy weather of something,
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this has nothing to do with an atmospheric condjtlmut s/he makes things more complicated

than they need to be.

Collocations, finally, are loosely fixed pairingstiveen free combinations and idioms.
For examplecommit murders not an idiom because the meaning of the whalmk reflects
the meaning of the constituents. Also, this worthbmation is different from free
combinations in two ways. Firstly, the synonymyttué verb is restricted, in this word
combination, perpetrate seems to be the only syndoyeplace commit. Secondly, and more
importantly, the combinatiocommit murdeis used more frequently; it springs readily to

mind; it is “fixed phrase” in English ( Benson ét H986:253).

There are, however, some lexical chunks sudbatsthe billandcurry favourwhich
colligate collocations and idioms (Cowie, 1981:2Z8)ese units are called bound
collocations or transitional collocations (Crus@8é: 41-46). Cruse explains that transitional
collocations require a particular item in their imghiate context. In other words, the
constituents forming the transitional collocati@mne not likely to be separated. Transitional
combinations are more frozen than ordinary coliocgt i.e. less variable .However; unlike
idioms these phrases seem to have a meaning oltisattsuggested by their component

parts.

1.10.2. Collocations, Idioms and Phrasal verbs

These three terms are often used interchangeaéyefore, it is interesting to point
out the relation that may exist between them.

‘Phrasal templates’ are collocations which includey free elements within a
restricted structure (prepositions used with otwgrstituents, particularly numbers). These
correspond to Renouf and Sinclair's (1991) collmeel frameworks and Nattinger and

Decarrico’s phrasal constraints (1982) .Phrasdisrare very common in English, especially
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spoken English. A phrasal verb is a combinatiowaifds, that is used like a verb and
consists of a verb and an adverb or prepositiarexample give in or come up with. Each
instance of these combinations has several comneamimgs. These meanings are often
extensions from the core meaning and they may bieaah. Moreover, a meaning of a phrasal
verb is usually associated with a set of particatdiocates within the sentence. For example,
complaintsis a collocate ofleal withas in the sentence we haddealwith a lot of

complaints Also, the collocateomplaintsprovides a clue to the appropriate meaningdedi

with (Christopher J. Gledhill, 2000:200-1.4

Phrasal verbs are often used in idioms. fleaning of an idiom is rarely understood
(i.e. has a metaphoric sense). Similarly, the nmepaf a phrasal verb is rarely guessed from

the individual words. So, collocations are ofteiomdatic.

Idioms and phrasal verbs are somehow identicabllocations because they include
words that go together. However, the verb-prepmsitiollocation, as marked by Quirk et.al.
(1989), consists of a lexical verb followed by agsition with which it is semantically and /
or syntactically associated, terming the combimaéidprepositional verb’. Furthermore, the
verb-preposition collocation is usually regardedliff®rent from the phrasal verb in some
respects. That is, in the former, the relevantigdaralways functions as a preposition, not as
an adverb. The collocation retaining the origireaises of the relevant verb, and the verb

preceding the preposition is usually intransitigrdept for small cases).
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1.11. Collocation and Other Phraseological Features

1.11.1.Collocations and Compounds

Many adjective + noun combinations are compleftelgen combinations; no
variations at all are possible. Such combinatiorsCleary identified from other
combinations and are known as compounds (i.e.dérlements consisting of more than one
word) such aslternating currentdefinite article Compounds may also consist of noun +
noun combinations likaptitude testblood count A simple verb + one or two adverbs are so-
called ‘compound verbs’. Furthermore, compounddetknically referred to as ‘endocentric’
when the semantic head is inside the combinatienthe meaning of the whole combination
characterizes the determination, for examwigt, suit(a special type of suit) amqime
minister(a special type of minister). ‘Exocentric’ compdgrhave their semantic head
outside the combination and they denote an unkn@#iable, e.gwhite elephan{something
that is completely useless although it might hayv& @ lot of money) andetblanket(a

person who spoils the joy of others).

1.11.2. Collocation and Colligation

Collocation is often mentioned in the same breatbadligation, but the two are
distinguishable. Colligation is the tendency noadéw particular words, but of any items
from an entire grammatical sub-class, to co-ocath w specific lexical item as Butler

(2004:154) comments:

Originally coined by Firth to mean the co-occurrenelationship between
grammatical categories such as noun and adjeaolkgfation is] now used
more widely to cover relationship between gramnahitategories and
particular lexical words as well .

(gtd. in M. Toolan, 2009:19)
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As mentioned in this definition, slightly differifgom Firth’s understanding of lexical
co-occurrence tendencies, each linguist is awatieeophenomenon of lexical co-occurrence
in his own way,. Although collocation and colligatido not necessarily work in parallel, the
relationship between the two can therefore be seemscale of generality. The notion of
colligation operates at the grammatical level oameg, however, has recently been extended
to cover the syntactic constraints, or even justgyences of particular words
Firth (1957) in an attempt to clarify the differenisetween the two concepts, argues that
collocations are actual words in habitual compaaword in a usual collocation stares you in
the face just as it is; while colligation cannotdfevords as such. Furthermore, colligations of
grammatical categories related in a grammaticatttre do not necessarily follow word

divisions or even sub-divisions of words.

1.11.3. Collocation and Semantic Prosody

Contrary to Sinclair’'s approach that is based upalsitual co-occurrence, in other
words, the collocates of a lexical item are useiddacate the immediate juxtaposition of
words and nothing else, Hoey (Lewis,2000:232) asdbat semantic prosody will include
many items that are also collocations, in an etiornake the notion so useful. Semantic
prosody, along with other aspects of phraseologgipely collocations, demonstrates how
lexis, grammar, meaning, and usage are insepaiafaels do not just combine with other
words, they combine with chosen meanings. Howexarevery lexical item has a
recognisable or strong semantic prosody. Semarasopy, moreover, refers to the general
tendency of certain words to co-occur with eithegative or positive expressions. Similarly,
Louw (1993,157) defines it as follows: “the consrdtaura of meaning with which a form is
imbued by its collocates”. To illustrateset in’is a famous example given by SinclaBet in’
has a negative prosody, arad is a prime exemplar for what is going to set itsGA ‘cause’

(something causes an accident / catastrophe/ ndgative event)commit (suicide, crime,
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offence), andhappen’(things go along smoothly, then ‘something happestst happens)
similarly all have a negative semantic prosody. Y&has, there are no defining aspects of the
meaning oftause, commipr happenwhich entail that they will take negative rathieart
positive objects. These patterns come from usagey KR005) refers to such generalizations
when a word or word sequence is associated in thé ai a language user with a semantic

set as ‘semantic association’.

Despite the fact that the term collocation is wydeted differently and often with

vague meanings, it is very important to put thisaapt into practice along with grammar.

1.12. Collocation and Language Learning
1.12.1. Vocabulary Teaching and Grammar Teachm

Traditionally, knowing a language involves two égpof knowledge: grammatical
rules and individual lexical items. In learningoaidign language, it is evident that we have to
learn both grammatical correctness and lexical aomapt. However, in favour of emphasis
on syntactic structure in the tradition of languéggching, it is not surprising that vocabulary
has often been considered only as a reading prolitenizka et al(1981.:i) point out, about the
general tendency of EFL teaching, that vocabulasytieen considered as “the area where
relatively little has been done”. Also, Carter aMdCarthy (1981) claim that vocabulary
study has been neglected by linguists, appliedilstg, and language teachers. This is the fact
that grammar should be taught and that in due le@eers would ‘acquire’ the vocabulary
necessary to deal with specific communicative sibaa through their exposure to the target
language. In addition, under the influence of dtrtadism, second language (L2) teaching
approaches and methods often preferred to contaigeage as a ‘closed’ and manageable
system with a limited number of communication opsi®do be taught, that is, a series of

grammar rules rather than an ‘open’ and unlimitgosystem such as vocabulary.
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During the 1980’s, however; interest in vocabuli@gching and learning grew, and
during the 1990’s, a great deal of attention waemito vocabulary as an important factor in

L2 learning for successful communication. Laufé3§@:73) points out:

Until very recently vocabulary has suffered frorapstchild status
in language acquisition research. The reasonfi®ptight might
have been the linguist’s preference for closedesystdescribable
by rules, the reaction of psycholinguists againstdssociative and
the stimulus — response theories of learning aednterest of the
methodologists in the beginning stages of langleaming.

(gtd. in Rubehacon-Beltran, 2010:1)

Nevertheless, vocabulary is still not given the samportance as grammar. Next, we proceed

to discuss the pedagogical importance of vocabuageneral and collocations in particular.

1. 12.2.Vocabulary Teaching and Collocations

Vocabulary, in fact, is a wide area and a leareepls on increasing his vocabulary
throughout his life. It is not possible for an Esfpllanguage teacher to teach a large stock of
vocabulary of English to the learners within a sji@period of time. But, students can be
taught some lexical collocations in such a timeewthe L2 learners develop the ability to
use the vocabulary of L2 making proper use ofaliocations, then we can say that they have
developed the sense which the native speakersgsoasd which helps them in collocating

different vocabulary items accurately.

In terms of practice of collocations, the tendeisctp include more lexical
collocations in intermediate and advanced textbadlo&s in beginning textbooks. Hill (Lewis,
2000:48) considers that the intermediate levediesstarting point for the teaching of
collocations containing words that students haweaaly learned as isolated words, whereas
Higueras (2004) and Castilo Carball®009) state that explicit collocations should hegtd

from the beginning level. Gitsaki(1996:31) critieszthe lack of scientific rigor in L2
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collocation teaching with respect to what and hoanyncollocations should be taught, how to
practice them, and the level at which they shoeldnhtroduced (Ruben Chacon-Beltran,
2010:172). In addition, textbooks concerning lekamlocations are not provided for use in
EFL classes. Accordingly, Nesselhauf (2003) prdkiasit is necessary to teach collocational
phrases explicitly, at least those that are diffene the students’ first language (L1) and L2.
She adds that verb + noun and adjective + noumwn r adjective collocational

combinations are the most frequent types in Engégtbooks.

Moreover, most of the vocabulary listed in Eslgliextbooks presented in the form
of lists of words related only to the context inig¥hthey are used. Such lists do not include
words frequently used in the real world such asdwalescribing feelings or needed in
shopping, and so on. However, even if they incldiaiéy words, students may still not be able
to use the words. The reason is that there is poritant element missing from vocabulary

course books which is the notion of collocation.

Collocation is not only lacking in the vocabularydis, but also omitted in English
classrooms. Teachers have been demanding studaets¢mber words listed in the
textbooks. Rarely, teachers discuss how the staddmuld learn lexical items. Thus, teachers
have not paid much attention to how to build vodatyuand have not taught the notion of
collocation. Unfortunately, they do not help studndevelop ways of learning words

effectively.

Languages are full of strong collocational painsl, therefore, the study of collocation
is fundamental in the study of vocabulary as MclBa(i990:12) mentioned “collocation is
an important organizing principle in the vocabulafyany language”. Therefore, vocabulary
teaching with collocations is more important rattien grammar teaching for intermediate or

advanced learners; it is also essential to idettigyproblems that learners have in dealing
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with collocations. However, little work has beerdartaken on the use of collocation in the
class. Thus, it is unclear how and which colloaagishould be taught rather collocations are

completely neglected.

1.12.3. Collocation as a Neglect Phenomenon

Collocation, despite its pedagogical importance sigdificance, has been treated with
considerable neglect. According to Bartsch (200 e researchers basically Altenberg
(1991; 127), argue that collocation is really atiyaseglected phenomenon because of the
diversity of structures subsumed under the terrtocalion. Also, the phenomenon ranges on
the borderline between grammar and lexicon. Collona have tended to be neglected in
language teaching, despite the fact that lingurssearchers and language teachers are
continuously searching for a new approach that £epth the learners’ needs — this is a
surprising fact because the emergence of such pieman is purposely pedagogical, dating
back to the work of Harold Palmer (1933: ii) agaduage teacher in Japan. Palmer suggests
that a collocation is a succession of two or mooeds that must be learned as an integral
whole and not pieced together from its componertspand that a mere selection of common
collocations is found to contain thousands of edesfand therefore to exceed by far the
popular estimate of the number of single words @oetd in an everyday vocabulary...”

(Palmer, 1933:13, qtd. in Sabine Bartsch,2004:26-27

Palmer’s language teaching methodology involvedangrgis Japanese students to
learn large numbers of collocations by heart disa¥f are single lexemes. More recently,
Firthians and Sinclairians have kept remindinghad tearning a language involves learning
many multi-word expressions. Despite of the sprdambrpus-based researches, collocations
remain neglectful phenomenon in real practice meifm languages classrooms. Thus,

collocational knowledge is an interesting necedsityany learner of English.
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1.13. Language Knowledge and Collocation Knowledge

According to Chomsky, a person who speaks a laggyhas developed a certain
system of knowledge represented somehow in the.riimd language knowledge, using
prior knowledge of language and its principles, lddunction perfectly well for the purposes
of communication, expression of thought, or othsgauof language. Knowledge arises in
accordance with general principles of inductiorpibBormation, and association (collocation

is not mentioned explicitly in Transformational @eative Grammar).

For vocabulary instruction, two main strategieswsed to help learners gain language
knowledge: implicit teaching and explicit teachihgplicit teaching (incidental teaching) of
vocabulary is done mainly by providing a contextite learners, for example, presenting
vocabulary through reading materials. Teachersadainectly teach vocabulary, but the
learners are acquiring unconsciously informatiooudbhe language simply through exposure
to the language being used in speech and writiagi{fiormation).

Norbert Schmitt and McCarthy (1997: 237) point soine inadequacies of this implicit

teaching. They assert that:
Acquiring vocabulary mainly through guegswords in context is likely to be a
very slow process. Considering that many L2 learhewve a limited amount of
time to learn a body of words, it is not perhapsiost efficient way to approach
the task

Whereas, learning explicit knowledge is learninghvawareness. It typically includes
explicit instruction on the language code (phonglaggammar and vocabulary),
and on how to develop proficiency in the skilldisfening or speaking, and
reading or writing. Whatever strategy a teachep&jdhere is a strong need of

proper planning and selection of appropriate celiions needed to acquire
collocational knowledge and therefore language kedge.

Language knowledge can be controlled relativeboeding to native speakers’
intuition, in terms of their possession of richistdiled knowledge about lexical items and
chunks in their language (especially meaning).\atpeakers have extensive knowledge of

how words combine in their language, and they hisekhowledge when they retrieve lexical
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items and link them appropriately in language potidum. Systematic use of these
combinations is considered an important elemeniatif’e speaker competence, and in the
case of L2 learners of native-like L2 productionc@arthy, 1990). Learners have to be taught
that in English we are likely to s@pmpletely forgeto ring people, not just forget, and we
might becomeleeply suspicioy®r highly (rather than heavily), etc. Such collocationsare

unstated part of any curriculum for language leerne

Moreover, collocation knowledge is deeply relai@tanguage knowledge. In other
words, language knowledge is collocational knowkedd.Ellis (2001) is in favour of such
view, arguing that language knowledge and languagecan be accounted for by the storage
of chunks of language in long -term memory and>peeience of how likely particular
chunks are to occur with other particular chunkisheut referring to underlying rules.
Language knowledge and use are based on assosibBbmeen sequentially observed
language items. So, collocation knowledge is tlserse of language knowledge. Learners
either store many chunks in their memories or applipcational restrictions (prosodies) to

use them later.

To sum up, the necessity of teaching collocatemses from the need for collocation
knowledge in order to know how to articulate onesed right way. Learners need to know
more collocations because they usually know thengolout lack the right adjectives or verbs
to explain their thoughts (Hausmann, 1984:399, lqtdlehburger,2010:06). Moreover, better
collocation knowledge would help basic level leasres well as advanced learners with
proper knowledge of English, improve their langualgéls, despite the fact that having good
grammatical and vocabulary knowledge, in termseirtability to sound natural which is the
goal of learning a foreign language. Similarly, Bal§1997:68) points out that “it is not very

important for learners to use many idioms when peatj oral or written language, but that
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knowing the right collocations and using them gt way is by far important” (qtd. In

Mehburger, 2010:07).

1.14.Collocations as a Learning Problem

Even among the best language leartteyse completely native- like in their
grammar and pragmatics, low frequency lexical itamd restricted collocations will always
present problems. Therefore, the task of acquimatgye-like collocational knowledge in an
L2 is a long and a difficult one because learnera@ have adequate collocational mastery to

produce acceptable collocations.

Gairns and Redman (1986:37) see that “there axatably differences of opinion as
to what represents an acceptable collocation ifighigAlso, McCarthy (1990:15) argues
that “knowledge of collocation is based on yearsxgferiences of masses of data ...
statement about collocation, namely typical pagearinco-occurrence of words can never be
absolute”. These views reveal that it is veryidifit or in sense even impossible to gain
universal recognition of acceptability in collo@atiamong adult native speakers of English.
In addition, there are no precise ‘rules’ of codlbion. Teachers and learners are generally
more successful when they deal with common colionagl problems in isolation or as they
arise. Norbert Schmitt (2000, 88) believes that/liog students with collocational grids
helps them study the appropriate collocationalipgs of new words rather than guessing
blindly. It is difficult to group items by their docational properties, for instance, in table (6)
below, we feel that ebeautiful proposd] a ‘pretty furniture’and a fovely bird’ are all
possible collocations. However, it is incorrecstdstitute any constituent of a collocation by

its synonym.
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/ beautiful | Lovely Pretty Charmingattractive | Good- Handsome
looking
Woman + + + + + +
Man + + +
Child + + + +
Dog + (+) +
Bird + +
Flower + + +
Weather + +
Landscape€ +
View + + +
Day + +
Village + + + +
House + + + +
Furniture + +
Bed + (+) +
Picture + + +
Dress + + + +
Present + + +
Voice + + +
Proposal

Table 6 : Collocational Grid

Adopted from Ruth Gairns and Stuart Redman (1986:

In speechbeautiful, lovely , charming ,andattractive are often used for situations in

which their real meaning would be too strong idesrto express enthusiasm such as:
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The walls were covered with a mdmautiful/lovely /charming/ attractive wall paper.

From the examples mentioned in table (63, ¢clear that collocations do not mean
mere habitual co-occurrences, but rather theienigation in choice of adjectives that cope
with certain nouns. Thus, the meaning of lexicdllooations in accordance with the meaning
of their constituents raises great problems foeifpr language learners. So, it is necessary to

consider such contrasts of meaning.

Since it takes years of exposure to the languagetsf native speakers, to get a
competence sufficient to acquire acceptable cdliocal knowledge, and because
competence of collocational knowledge belongs tiveapeakers’ intuition, it may be
natural for L2 learners to have this area remainkyt and unmanageable for quite a long
time. Accordingly, McCarthy says that “even veryaxced learners often make
inappropriate or unacceptable collocations” (McBgri990: 13).

Partington (1998:18)also observes that “there itoted agreement among native speakers as
to which collocations are acceptable and whichnat& Hunston (2002:68) argues, while
collocation can be observed informally using intunt it is more reliable to measure it
statistically, and for this a corpus is essenfiais is because a corpus can reveal such
probabilistic semantic patterns across many spesaiuition and usage, to which individual

speakers have no access (Stubbs, 2001).

Most EFL learners do not have the opportunityue in English- speaking countries,
and their teachers are also non-native EnglishkgpeaTherefore ,they generally do not have
sufficient competence in this area; moreover, @reyunable to both teach and learn
collocations. They even sometimes avoid tackling timatter. The ability to use lexical
collocations is, thus, essential for the languagerer. Unfortunately, however, they also

pose considerable difficulties, even for the adeainearner. Such problem is repeatedly
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pointed out by numerous linguists like Smadja (19880 says, “Language learners often
stumble across co-occurrence relations”. Wray (198filarly, mentions that knowing
which subset of grammatically possible utteranegsctually commonly used by native
speakers, is an immense problem for even the moftient of non-natives”(qtd.in

Nesselhauf,2005:02). AccordingMcCarthy (1990):

collocationnal knowledge is part of native speakedmpetence, and can be
problems for learners in cases where collocakgitanguage-specific and is
not solely determined by universal semantic resns.

Mccarttiy90:15)
Simply put, it is so important to learn lexicallooations to get rid of such problematicity.
1.15. The Importance of Collocations

Collocations are word combinations which are maaefumore than one word and are
lexically or syntactically fixed to a certain degréNesselhauf 2003). These combinations,
occurring together habitually, are so beneficialtfe enrichment of learners’ language
knowledge. Collocations play crucial role for fapeilanguage learners. Collocations help
learners speak and write the target language iora matural and accurate way. In addition,
learning collocations will help learners increasét language vocabulary and also help
them understand and express sentences at a mtshréds. According to Lewis (2000;8),
collocations are essential for learners to exphedgtoficiency of vocabulary in both spoken

and written language.

There are two main reasons why collocations haea bensidered linguistically
interesting. The first is that a word's typical loghltes are thought to give us important
information about its semantics. The collocatias®iting in which we encounter a word

enables us, it has been argued, to choose betleemrtious possible senses of an ambiguous
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word. It has the potential to provide importanteduo the clarification of ambiguity (Bartsch,
2004:21) .Then, the typical collocates of a worovite a profile which can differentiate it
semantically from other words with similar meaningiis possibility was pointed out by
Halliday (1966), who noted that apparent synonysush as strong and powerful, can have
characteristically different collocations (estrong/*powerfultea, *strong/powerful engine
This idea has been developed by, among othersn&tart (1998) who shows how near
synonyms like sheer, pure, complete, utter andlatesoan be distinguished in terms of their

typical collocates.

Many researchers have stressed the impa&taf collocations for L2 learners learning.
Brown (1974) suggests that learning collocationgrowes the learner’s oral proficiency,
listening comprehension, and reading speed. Irtiaddiwe speak and write in chunks, and
learning collocations helps learners observe hawaapeakers in both spoken and written
contexts use language. Moreover, Brown has contktindd this knowledge helps language

learners use these expressions themselves.

Similarly, Pawley and Syder (1983) point out thgngicance of collocations in
language learning, especially in the productionatfve - like language structures. Laufer
(1988) also stresses the importance of collocaiiimaproving learning strategies, such as
guessing (hearing a word, the learner will guessatlocates). A long the same lines, Lewis
(2000) states that learning chunks of words hedpmlers develop their communicative
competencies better than learning words in isalafdesselhauf (2003) stresses a similar
issue that of the importance of collocations farihers striving for high degree of

competence. Also, collocations represent an impbespect of L2 vocabulary development.

In order to acquire natural and native-like langdgreign language learners are

advised to learn more collocations because the theselearn collocations, the more they
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master L2Collocations probably have great importance for yraspects of language
competence, most importantly in speech producliorsummarize the above mentioned
importance of collocations, we cited Benson; Beraaah lIson (2009:XI11) who highlight the

importance of this as follows:

Learners of English as foreign or second languldgelearners of any
language, have traditionally devoted themselvesdstering words-their
pronunciation, forms and meanings. However, if thvesh to acquire active
mastery of English, that is; if they wish to bdealbo express themselves
fluently and accurately in speech and writing, thayst learn to cope with
the combination of words into phrases, sentencegexts.

1.16. Communicative Competence and Collocational @getence

The knowledge of which collocations are normal imah contexts, i.e. collocational
competence is part of a native speaker’'s communeabmpetence that is developed by
Hymes (1971). Hymes disagrees with Chomsky’s (19&%ry division of language use into
linguistic competence and linguistic performante fiormer refers to one’s knowledge of
language, and the latter to the actual utterantspgeech, i.e. language actual use). Later,
Chomsky (1986) has reformulated the competenceypednce distinction in terms of
I-language (internal) and E-language (externale fnmer is individual knowledge, whereas
the latter is the realization of language in soritdraction. So, language can be analysed on
the basis of ‘sociocultural dimension’. Widdowsdsogpoints out implications of Hymes’
distinctions for corpus linguistics. Hymes is smainced that competence covers a much
wider range of skills and knowledge rather thanititernalization of grammatical structures.
Moreover, Hymes’ concept of communicative compegefater on, shows how collocations
can be located within a general model of language Through repeated exposure, use and
feedback, the collocations used in successful comation (social interaction) are

internalised by language users. Crystal maintdnast t
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Communicative competence focuses on the nativekepsability to produce
and understand sentences which are appropriate twontext in which they
occur-what he needs to know in order to communiedtectively in socially
distinct settings. (Crysth985:59)
Also, it is defined as “contextually adequate cominative behaviour, both with
respect to production and comprehension” (Schm@B2qtd. in Schmid and Handl,
2010:119). Simply, communicative competence meansvledge needed to know how to use

language appropriately, i.e. to know what to saylvat circumstances, at what time and in

what manner.

Similarly, Michael Lewis (1997), Partington (1998nd Hill (2000) support the view
that, in addition to communicate competence, learneed to develop a new competence to
achieve fluency, as it is cited here: “we (teacjaesfamiliar with the concept of
communicative competence, but we need to add theegpd of collocational competence to

our thinking.” (qtd. in Lewis, 2000:49).

The function of collocations is, on the basis @enunicative approaches, threefold
for the language user. From a cognitive perspediney reduce the cognitive load for
speakers, as stringing words together and stohiaigp tas units in the mental lexicon functions
because they require less processing work than ioomylthem a new on each occasion.
According to Wray and Perkins (2000:17), they carséen as “time-buying sequences”.
They are, also responsible for fluency and thup Bpeakers in keeping their turn in
conversation. Then, from a pragmatic perspectiokocations form a part of a native-like
communicative competence as pointed out by PawldySyder (1983: 208). Finally, from a
developmental perspective, collocations are an rtapb‘acquisitional aid’ (Wray, 2002:

119), like step-by-step children acquisition, laage learners learn more vocabulary and

understand better the grammatical structures trolugih analyses of such lexical chunks.
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Hence, communication is a matter of co-occurremzerepetition of lexical chunks
used in daily life conversations. A collocationahtpetence is necessary to be acquired to
enhance foreign language learners to improve, ggBgitheir oral proficiency levels and, in
general, their foreign language learning. Howethez,use of collocations in certain
communicative situations should not be seen aké&dicwhich are felt to have lost their force

through over-use.

Conclusion

Collocation is gradually developing, beginning wiffirthians till contemporary
linguists, from different perspectives and is sdie@ out to a greater extent. It is recognized
as an important academic discipline in linguistigdges. Thus, knowing frequent collocations
is essential for gaining both language knowledgkantlocational knowledge. For the foreign
language learner, choosing the right collocatiolh nvake his or her speech sound natural .A
language that is collocationally rich is also mprecise. This is because the precise meaning

is determined by the words that surround and coenith the core word by collocation.

However, a student who wrongly combinesdsanay make himself/ herself
understood, but it requires more effort on the péathe listener and ultimately creates a
barrier to communication. Because students arawate of the existence of the middle
ground between free combinations and fixed idiatris,highly desirable to draw their
attention to the effectiveness of collocation iéext, we look at how teachers can make their
learners aware of collocations through consciousnasing activities and how it is effective

for future oral production.
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Chapter Two

Developing Oral Proficiency
and Building Students’

Collocational Competence
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Introduction

While English is taught over many years icoselary schools and universities, many
teachers feel that Algerian learners of English&nnot function properly in English for
communication. Therefore, we will talk about lexicallocations and their effects on
comprehending and using spoken English which isposm®d of listening comprehension and
oral language production. These two skills togetagthe groundwork for the development
of foreign language oral proficiency. To explorestissue, we begin with a discussion of
listening comprehension and the role of listenimgollocation acquisition. Then, we look at
how speaking skills can be developed and how theynaproved through consciousness-
raising of collocations. We also look at how teashemn support developing oral proficiency
in the classroom as a path to collocation conseiaissng, providing the appropriate tasks
and exercises. Finally, we address the differerguage functions that can be promoted

through the learning of lexical collocations.

2.1.0Oral Proficiency

Language proficiency refers to therdegpf skill with which a student can use a
language such as how well a student can read,,\sp&ak, or understand a language. The
concept of language proficiency would then repreagirocess-like ability to use language
competence. According to Taylor (1983), If we adiiné@t competence in its restricted sense is
still a useful concept, referring to some kindlafowledge’ or, better, ‘state of knowledge’,
then we can draw a distinction between competendgeoficiency as follows:

The latter term [proficiency] designating somethitke ‘the ability to make
use of competence’. Performance is then what ig edren proficiency is put
to use. Competence can be regarded as a statieptphaving to do with
structure, state, or form, whereas proficiencysseatially a dynamic
concept, having to do with process and function.datethus avoid the

difficulties that arise from confusing these things
(Taylor, 1983:166)
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That is, language users who know the same langiagestatic sense of competence) can use
this language (the dynamic sense of competence)aaralresult, show their proficiency in
performance.

Therefore, a very general definition of oral pradicy in English is the learner’s
ability to speak and use English in actual commatroa with an interlocutor. Given such
definition to oral proficiency implies that therea close relationship between speaking and
listening, which make up two of the four languag#is These two skills are interrelated

since both fall within the oral/ aural mode of laage.

We can say that a proficient speakéinglish is someone who effectively asks or
responds to questions, understands teachers, sgpreis/ her thoughts easily and accurately,
and tends to interact more with an interlocutor./$te is also the one who is capable of using
oral language appropriately and in a skilled wagdose of practice, especially because of the

practice to use larger units of language correctly.

Oral proficiency is a multifaceted cept That is, oral proficiency involves several
aspects of language such as vocabulary, gramn@armpciation, prosody, fluency and

interactional skills. William M. Saunders and G&é€)’ Brien claim that: year

Developing proficiency in oral English invek acquiring vocabulary, gaining
control over grammar, and developing an understanaol the subtle semantics
of English. At the same time, acquiring proficiemeyEnglish involves learning
how to use the language to interact successfullly ather speakers of the
language.

(qtd.in Bréenesee, 2006:14)

Since Oral proficiency is the ultimate goal of Elearners, we need to look at such

concept with more details.
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2.2. Lexical Collocations Effects on Oral Proficieny

Referring to researchers sugbass (1988), Schmidt and Frota( 1986), Swain
(1995) and others, Schmidt states that attensievhat allows “speakers to become aware of
a mismatch or gap between what they can producevhatithey need to produce, as well as
between what they produce and what proficient tdeggyuage speakers produce” (qtd. in P.
Robinson, 2001:06). In other words, attention &wlearners to become aware of where
they are and where they need to be if their gotl lsecome proficient in the L2. Also,
Nesselhauf (2003:223) comments Collocations apadfcular importance “for learners
striving for a high degree of competence in th@sddanguage, but they were also of some
importance for learners with less ambitious asjpmatas they not only enhanced accuracy but
also fluency”. In addition, Butler (1995) explotdst comparison of written and spoken
corpora demonstrates that collocations are evee fnequent in spoken language (Peter
Robinson, 2001:45).However, frequency only will get the learner to an advanced level of
proficiency, importance and usefulness as Boerd amstromberg (2005) recommend
“ giving special attention to idioms and collocaisovhich incorporate phonological

repetition with mnemonic potential” (gqtd. in P. Radon, 2001:11).

According to Boers et al (BDGdrawing learner’s attention to specific
prefabricated chunks has positive effects on a@igency. They report that formulaic
sequences help students become fluent and moreafjgneoficient speakers. Lexical
collocations are therefore a necessary elemetieof2 learner’s ability to use the target
language in an appropriate and effective way. Tthesproblems foreign language learners

encounter are immediately relevant to their insugfit mastery of lexical collocation use.

Lexical collocations have an effectbmth FL comprehension and FL production.

The use of collocations, significantly, enhancesprehension in L2 students’ mechanism as
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proved by Mel’cuk(1993). Also, the importance oflecation teaching methods for achieving
a more proficient L2 speech has been underlinesklgral other researchers: Pawley and
Syder (1983); Nattinger and Decarrico ( 1992); W002); Schmitt (2004). Pawley and
Syder, for instance, state that the appropriateotitexical collocations enables L2 speakers
to approximate a native- like level of proficienéccording to Schmitt, learning FL involves
sequencing the lexical units of the language: @wasd collocations as cited by Cathercole

et al (1991):

Nonword repetition ability and vocabulary knowledigrelop in a highly
interactive manner. Intrinsic phonological memadkils may influence the
learning of new words by constraining the retentbanfamiliar phonological
sequences, but in addition, extent of vocabulatlyaffiect the ease of generating
appropriate phonological frames to support the phagical representations.

(gtd.in N.Schmitt and M.McCartig97:127)

Learners’L2 vocabularyeads as they practise hearing and producing L2
chunks, so they automatically and implicitly acguinowledge of the statistical frequencies
and sequential probabilities of the phonotacticghefL2.They will become more proficient at
short-term repetition of novel L2 collocationsidtincreasingly clear that fluent language is
not so completely open-class as Chomskians wowld tia believe. Consequent8inclair
(1991) proposes that a language user has avaitabien or her a large number of “semi-
preconstructed phrases that constitute single ebgieven though they might appear to be
analyzable into segments. To some extent this fhesgrate a natural tendency to economy of
effort, or it may be motivated in part by the exiges of real time conversation. “However it
arises, it has been relegated to an inferior mositi most current linguistics, because it does

not fit the open- choice model” (gtd.in N.SchmitidaM.McCarthy, 1997:128).

Furthermore, Peter Skehan (1998) argussatl draw on phrases to facilitate the

processing between speaker and hearer. The udeoté multi-word units helps language
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users to anticipate the content of incoming messagd the linguistic form of what they are
about to say as he argues “ ...memory can storedeixé&ns in a multiple way in terms of

formulaic phrases so as to facilitate a fast resisystem” (gtd. in Geoff Jordan, 2004:257).

Along the same lines and accordiniy.t&llis (1997), collocational chunks can
consist of entire memorized sentences or phras¢sdn allow learners to create new
constructions to add to their stock of expresswmy (2002) holds the same view that

phrases are retrieved holistically, i. e. as simgganingful unit from memory.

Teachers need to create an environment wdraléanguage is modeled, encouraged, and
accepted through a variety of rich and engaging#xollocations activities. Often, pairing a
learner with one who is already proficient is bériaf and helps to promote oral language
development. Particularly, teachers need to unggesits hearing and using lexical
collocations to enhance their overall oral proficig. Lexical collocations are thus crucial to

help students develop their oral skills.

2.3. Listening and Speaking Skills

Listening, speaking, reading, amding are communication skills that are
important in all subject areas in the curriculurn, &ifferences between students’ levels of
proficiency mean that some students fail to acaihiedanguage skills that enhance second
language acquisition(SLA) .Hence, the more timeestils have to practise a skill, the better
they learn. In school and in life, students fackvarsity of circumstances that require
language skills. For this reason, experience withreety of reading, writing, listening and
speaking activities can help learners acquire kiils shey need to be successful. Inside the
classroom, listening and speaking are the mosh aféed skills (Brown,1994). That is,

English oral proficiency is developed through:dishg and speaking. Oral language activities

(listening and speaking activities) that includal anteraction can be used to promote
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acquisition of academic English and provide critmgportunities for the development of oral

proficiency. Next, we look first at listening slsill

2.3.1. Listening Skills

2.3.1.1. Collocations and Listening Comprehension

Listening comprehension, which is stimes referred to as comprehension of oral
language or auditory comprehension, is the aliitynderstand spoken language, in this case

the spoken language of English.

Listeners hold the spoken messageart-sterm memory and later store it in long-
term memory, so that it can be retrieved for late. Listening comprehension requires
construction of meaning and phonological awareriEesschieve these two requirements,
listening process benefits from larger vocabulhaxing the concept of lexical collocations as
a unit of meaning. Thus, the more collocationsriees know, the better they are able to

comprehend spoken English (Esther Uso-Juan, amieAMartinez-Flor, 2006:55).

It was assumed that just by repeatingaitmg and memorizing what listeners heard,
listening comprehension took place. Morley (19%@kis at how audiolingualism emphasized
the practice of listening by engaging learners semes of exercises that focused on
pronunciation drills, memorization of prefabricaggatterns and imitation of dialogues. The
listening process, particularly the process ofdakrecognition, is highly influenced by
linguistic environment. Vandergrift (1999) holdethiew that “the listener is actively
engaged in constructing meaning from a varietyoottexts and input sources” (gtd.Uts0-

Juan andilicia Martinez, 2006:35).

Rost (1994) views that listening goahension recognizes relatively powerful

lexical effects. Accordingly, listening can involsampling the sound signal and matching it
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with expectations, rather than the careful heaaind identification of each morpheme. In
addition, habitual and frequent linguistic patteyredd to quick top-down processing of
language. Paying attention to such patterns siraplthe task of a listener since lexical access
can occur without focused attention on all aspettke stream of speech as P. Santillan
Grimm addresses that learners can recognize comneitie sense of naturally co-occurring -
lexical combinations because “they have heard tb@mbined that way plenty of times; they
have interiorized those pairings as unanalyzed khorer the time” (Santillan Grimm,
2009:170). Thus, we need to look at this relatigngbetween listening and lexical

collocations, in next section.

2.3.1.2. The Role of Listening in CollocatioAcquisition

With the transition from the grammar+station method to the audio- lingual method
in the 1950’s, when there was a move away fromwitiéen language to the spoken language,
so much emphasis was placed on speaking. It was ofterlooked that communication is a
two- way process, and comprehension, i.e. listemiag given attention to notice the pre-
fabricated chunks. Listening was and still is cdaged as a subordinate activity to achieve
speaking proficiency as Kelley (1985; 51) points ‘tie main preoccupation was with
improving learners’ knowledge of spontaneous spdrguage by the use of "authentic”
materials”( gtd. in Quing Ma, 2009: 137). Furthermdinguists mainly Whitson (1972) and
Kelly (1992) demonstrate that the main obstacleattwvanced learners in listening

comprehension was a lack of lexical knowledge,anpbor auditory perception.
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Accordingly, Kelly (1992) mentions:

Even if the foreign language learner could aagthe highest degree of
auditory Perception attainable by the native spedie would not find it
much of an advantage: unless he can learn to sdarfguage knowledge
and other available or previously acquired infoliorato predict or
anticipate what will be said, to deduce or recogninrds on the basis of
absent or incomplete sound indicators, to bring piay his knowledge of
the sound patterns of language, a keen ear wof title use to him.

(gtd.in Quing Ma, 2009: 138)

Besides the most notable linguists, according tm@WMa (2009:78), who are in
favour of listening to improve second language &itjon (SLA), Lozanov (1979,
suggestopedia); Asher (1983 total physical responseitz(1978,listening based language
course);Nord(1978, listening based paradigm), Oahghhis colleagues (1989) developed the
listening based approach through which learnerseapaired to listen to the target language
and then to perform oral and other exercises .histg also, is the basic skill because of the
transfer effects of listening to the other skilisterms of the importance of listening, Ellis
(2002) mentions that “ through language frequengwi, particularly listening, that learners
master thousands of words, multi- word items amgjéo strings of language”(gtd. in Quing
Ma, 2009:82). Furthermore, because of the learairgxical chunks, if the sound input is
provided, learners retain the vocabulary longen tivhen it is learned only visually.

Furthermore, two major characteristics associafiéu listening in L2: unfamiliar
topics and the foreign linguistic code. Advanceatters of foreign language study are more
likely to encounter speeches with unfamiliar tofgash as cultural beliefs or social changes
currently taking place in the target society, imthg collocation expressions that reflect day-
to- day experiences. Challenges brought by unfantidipics and difficult language
simultaneously can be overwhelming to second laggliateners and severely affect their
comprehension. However, the listening process &céiie, constructive one in which

listeners actively interact with the speech by gsilt available resources, both from
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information presented in the speech and from theivious knowledge. Collocation is the
tool that supplies the listeners with the apprdpriaformation to the unfamiliarity of the
English linguistic code to promote students’ suscégerestingly, such tool helps the FL

learners speak appropriately.

2.3.2. Speaking Skills

2. 3.2.1 Lexical Collocations and Speaking

Speaking is a unique form of communarativhich is the basis of all human
relationships. In addition, more than the otheglage skills, speech production is considered
difficult for all learners, and particularly foré¢hsecond language learners. Reluctance to speak
the new language can be caused by many factorstbdne abstract language proficiency.
Thus, to become a proficient speaker in spontaneongersations, the foreign language
learner needs to acquire skills and knowledge aoinog vocabulary, grammar, fluency and
pronunciation. In particular, learners have to aegcollocations and retrieve them when
necessary as they once heard them used by a spta&er. Therefore, learners need to make
a balance between informal day- to-day encoundes formal uses of spoken discourse such
as presentations, examinations and interviews. Mashers learn a foreign language best
when they are provided with opportunities to usettrget language to communicate in a
wide range of activities as it is mentioned by Tbary (2005:131): “learners cannot learn to
speak simply through doing reading and writing\aitéis on vocabulary and grammar. Where
speaking is a priority, language classrooms neé@tome talking classrooms”. Teachers
have to provide learners with opportunities forgtisang specific speaking skills. Learners
need to know how speakers differ from one anothdrhew particular circumstances call for

different forms of speech. They can learn how simepgtyles affect listeners. Thus, the rate
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at which they speak, the precision of pronunciatr@y differ substantially from one situation

to another.

Moreover, vocabulary is an essential element irdéweelopment of each of the
language skills. The development of vocabulary r@tated skills is therefore emphasized
through making learners aware of collocations. Adewly, learners need to know which
collocation is more convenient for which circumstanThey effortlessly pick up the regular
collocates in speaking, with the purpose of beinlg & produce output such as the one
produced by a native speaker. In other words,ithgortant to direct students to examples of
collocations in real speeches because throughrdiirsg to students that collocations are truly
part of the language, and that by making use di sombinations the students will add
fluidity and a native-like trait to their spokembtzuage. By helping learners understand and
encouraging them to use collocations, the teackieprmevide them with a tool which can be
used inside the classroom and throughout theireanaxdife as Lewis (2000:196) mentions:
“equip learners to expand their individual memgaicons in a way which is relevant,
personal and a skill which can be taken awaytasldor life” .Also, the relative significance
of collocations pointed out in Oxford collocatiddgtionary (2009), addressing that when
learners select appropriate collocations they nbt ®xpress themselves much more

clearly”, but also convey meaning more accurately.

It is worth stressing that the largest part of aglish speaker’s lexicon consists of
lexical chunks. As Hill mentions, it is possiblathup to 70% of everything we say, hear, read
or write is to be found in some form of fixed exgs®n (Lewis, 2000:53). Nation (2001:324)
argues that Collocational sequences are importahhaed to be encountered many times,
“certainly in normal meaning-focused use with s@ressure or encouragement to perform at

a faster speed than a struggling learner usuaifpes at”. Similarly, According to Oxford
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Collocations Dictionary (2009: vii), collocationpread through the whole of English
language and no piece of natural spoken or wrkieglish is totally free of collocations.
Furthermore, Yorio ( 1989:113-14) mentions thatlooability in a speech community
is also dependent upon target like lexical knowéedgnative-like selection as Pawley and
Syder (1983) labeled, and according to Howarth 1,99 means: among other things that
speakers or writers are able to choose and recagapropriate vocabulary and expressions
for the social situation and register are needads fative-like selection of vocabulary has
great importance for many aspects of language ctanpe, most importantly in speech
production. Yorio (1989:115) suggests that “coni@rdlized language in appropriate amount
and accuracy gives speakers the impression ofaland fluency, while a lack or overuse of
it can make a text seem very accented”. Moreower|exical collocation effect on speech
production has been the focus of many linguistidists. Such issue is looked at in the next

section.

2.3.2.2. Speaking Production

According to Levelt (1989), vocabyl#s a crucial factor in sentence production:
“The assumption that the lexicon is an essentialiater between conceptualisation and
grammatical and phonological encoding will be ahliee lexical hypothesis” (qtd. in Judit
Kormos, 2006:167). In addition to aiding productitire lexicon acquires significance in the
comprehension of input as well (as explainedeckatien 2.3.1) . Some speech processes can
be observed more clearly in multilinguals than ionmolinguals because the former have more
than one set of representational symbols. Modt@ftodels in speech processing have taken
much of their impetus from studies of errors. Sgeslare sometimes forced into saying
something that they had not originally plannedadidlition to that, there are also phenomena
of choice of words to consider. Levelt' s model bagn considered the basis to explain how

speech of multilinguals is produced. Since thicpssing model satisfies many linguists, it is
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adapted to maintain that the speaker stores theip@sounds and prosodic patterns,
specifically collocations and idioms of all the ¢garages to which he is exposed. Thus, the
more collocations learners can use in speakingyétter they can develop their language

styles and self- expression.

Model of adress
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Figure 2 : Levelt’ s Speech Production Model (1989)

Adapted from Judit Kormos (2006:168)
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Also, Levelt (1989) acknowledgee tmportance of the short-term storage of
information in language production, but this asgexs not been fully developed to retain
language sequences. Working Memory Capacity issrgdly associated with speaking a
second language, a verbal span or the ability totaia phonological information in

memory.

According to George Miller (195&arners’ phonological memory systems
automatically and often unconsciously abstractepattid chunks from the stream of speech to
which they are exposed. Newell (1990) argues thabks lead to automaticity and fluency in

language:

A chunk is unit of memory organizatidormed by bringing together a
set of already formed chunks in memory and weldnegn together
into a large unit. Chunking implies the abilityliaild up such
structures recursively, thus leading to a hieraahorganization of
memory chunking appears to be a ubiquitous featineeman memory.
Conceivably, it could form the basis for an equalbyquitous law of
practice.

(qtd.in N.Schmitt and M.McCarthy, 19924)

As it is explained in such quotationygking is a very important practice that helps
the FL speaker’ s retention of larger lexical une, repetition of sequences in phonological
short-term memory allows their consolidation in pblmgical long- term memory. Also,

repetition of foreign language sequences promotag-lterm retention.

To sum up, lexical collocations are so importanniprove the learners’ capacity to
store foreign language information and then toimeitzese lexical collocations and use them
appropriately and effectively. Consquently, teaststrould make their students aware of such
chunks and implement them in the teaching actsiied tasks to prevent students from

producing wrongly combined collocates.
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2.4. Miscollocations

Collocations allow learners to think moreoily and communicate more efficiently.
However, foreign language learners need to be @doomre to the target language in order
to be familiar with these frequently-occurred letichunks to develop their collocational
competence. Hill(2000) explains that the lack ahpetence in this area forces students into
grammatical mistakes because they create longaanttes, without knowing the collocations
which express precisely what they want to say. ieescoften focus on correcting the
grammar mistakes, failing to realize that it wilhke no difference because the mistakes are
not made because of faulty grammar but a lack bdcations. This problem expresses the
example, mentioned by Lewis (2000:58)student easily invents the structulnés disability
will continue until he diesThe student has to invent this example becausdaks the

collocation:He has a permanent disability

Moreover, Wang (2003) comments thawileakness of collocation use is that foreign
language learners can often grasp the first diroensi collocation that of conventional
pairing, i.e. co-occurring of words together, bahcot appropriately use the second one that
is referred to as non- substitutability. Thus, fgndanguage learners as they supply the
correct collocate for a specific focal word, thagarrectly judge the counterpart
miscollocation to be acceptable as well, suctaks medicinend *eat medicineSo,
although learners have the ideas and the lexicedsythey do not know which words could

be joined together to form correct expressions.

Howarth(1998:28) concludes that “ the evidenceaf-native speakers collocation
deviation...[showed] that many learners failed toensthnd the existence of the central area
of the phraseology spectrum between free combimaiti@and idioms”.

Moreover, students, even at an advanced levelsrally not aware of the collocational
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properties of words. In other words, they are aatifiar with the naturally occurring of
words. Consequently, although they may have a laggervoir of vocabulary knowledge,
they sometimes produce patterns that simply deowbd English. A foreign language
learner must learn not only what is possible tograynmatically, but also what a native
speaker is likely to say. Michael Lewis (2000:8¥elves that “every word has its own
grammar ... and knowing a word involves knowing itargmar -the patterns in which it is

regularly used”.

To get rid of such problem, little candmne besides noticing such faults as have been
observed to avoid them in future to help the leexaehieve fluency as claimed by
Nesselhauf (2005). Students’ attention must becticetowards the collocational errors they
made.Teachers, thus, have to make students awtre ofost common collocations that are
frequently used by native speakers. Miscollocatwarsbe caused by different different

factors, particularly linguistic transfer and thesuse of near synonyms.

2.4.1. Linguistic Transfer and Learners’ Miscollocdions

Collocations are a pervasive feature of many laggsi@nd English seems to be
particularly rich in such multi-word expressionsisiworth noting that many students do not
know how to use them. Students have serious praoveth the production of collocationally
correct language. Nesselhauf's results show thett @dvanced students have considerable

difficulty in the production of collocation (20032).

Collocations can interestingly present both intrgdial and interlingual challenges as
Gitsaki and Taylor (1997) contend. Collocationspoe hand, describe lexical relations and
word combinations, but joining words that are setically compatible does not always
produce acceptable combinations. For instamaay thankss an acceptable English

collocation but several thankss not. On the other hand, collocations can diffem

67



language to language. Significantly native speakpositaneously, for instance, collocate the
noun money with a small verb-set: earns, makegssdas, likes, wants, spends and needs
(Seal, 1981). Ideally we want learners to form the same word combinations ¢acée
chunks) but often this does not happen becausdeaference from the mother tongue. Thus,
learners are most likely to face great obstaclesmges where they negatively transfer their
linguistic knowledge of theto an L, context ( Pavienco, 2009).

The influence of the learners’ first language om dldditional languages they acquire
is referred to as cross- linguistic influence, vihsticceeded the traditional notion of language

transfer.

2.4.1.1. Mother Tongue Interference

Concerning the interlingual problems, MEir{@ 998) points out that mother
tongue interference accounts for the generatiomrohg collocations. In the same way,
Shalev (2000) believes that EFL students tend tkemaistakes because of the differences
between English and their mother tongue, David aryf4985) mentions that collocations
differ greatly between languages and provide a ndificulty in mastering foreign
languages.

Unlike young children, older foreign language leashave already developed rich
conceptual and semantic systems which are alréakiyd to L1. Thus, the acquisition of L2
vocabulary usually involves a mapping of the newdwvorm onto pre-existing conceptual
meanings or onto L1 translation equivalents as@pprations. Ringbom (2007) describes
semantic transfer in terms of the learner’s knogéedf the L2 system which includes both
grammar and vocabulary, and also includes collonatirestrictions and links between
words. He thinks that the types of methods useelfoiting learner’s knowledge
collocations have involved translation and fillthre blank tasks as well as unguided essays.

These studies have documented a great numbertahaes of collocational transfer and have
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confirmed that the “lemma-lemma associations thatriers have in their L1s are indeed often
carried over to the corresponding lemmas in the (L@d. in Pavlenco, 2009 :116). However,
according to Ringbom, proficiency does not comyepeevent collocational transfer from
occurring. ljaz also demonstrates that even addchadult EFL learners are heavily
influenced by native language transfer:

The second language learners essentially relielsmantic Equivalence

hypothesis. This hypothesis facilitates the actjarsiof lexical meanings in the

L2 in that it reduces it to the relabelling of cepts already learned in the L1. It

confounds and complicates vocabulary acquisitiathénL2 by ignoring

crosslingual differences in conceptual classifmatnd differences in the

semantic boundaries of seemingly corresponding sviordhe L1 and L2.
(jaz, 1986:134)

But, such mapping inevitably leads to negatransfers or errors. Additionally, a
learner’s interlanguage is distinguished from thleffedged language of a competent speaker
by the fact that the former exhibits features iatliy the incomplete mastery of the code.
The learner’s language is characterized by linguaBy incorrect and /or contextually
inappropriate forms and expressions .Both typefesfations are labeled “errors” when they
result from a lack of competence in the languag&ddition to linguistic and pragmatic
deviations, an interlanguage may produce certginessions that are linguistically and
pragmatically correct but still sound ‘unnaturalstrange’ .This strangeness is captured by
an inclusive definition of “error” such as the qmeposed by Lennon (1991: 182) “a
linguistic form or combination of forms which, ihé same context and under similar
conditions of production, would in all likelihooadnbe produced by the speaker’s native
speaker counterpart”.

Moreover, when a language feature is absent freni.1h the L2 learner fails to notice
its existence in the L2 or finds it difficult to@i$his feature because they are not familiar with

the structure of particular collocations of wortleyt know well. For examplelry, oily,
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coarseandsmoothare similarly common collocates lodir in both languages Arabic and
English, but the collocatiordamaged haiandbrittle hair have no close equivalents in
Arabic (Baker,1992:60). In this respect, Farghal @biedat (1995) claim that Arabic
learners exhibit poor knowledge of collocationsking use of lexical simplification through
synonymy, avoidance, transfer and paraphrasingicBlarly, a lot of collocational errors
that EFL Algerian students commit are due to negdtiansfer from either Arabic as a mother
tongue or French as a second language. studergsdthink in and use the target language
as much as possible in order to avoid translatirab& collocations into English because
what seems an acceptable Arabic collocation isaah English and vice versa. To illustrate,
the Arabic ternsani’u al-gararhas established itself as a translation for thgliEimdecision-
makersdespite the fact that it has a collocation problsami’'uandgarar do not collocate in
Arabic. Also, in Englisideliver collocates witha letteror speechhowever, in Arabic

yusallimuand yulgi collocatewith Risala and Khitabamrespectively. (A.Darwish,2003:122)

Many Arabic linguists shed light on such errorhi@ikma and Hajjaj, 1989; Farghal
and Obiedat ,1995). It is argued that, a studyntepgdy Abdul Moneim Mahmoud (2003),
after a long period of foreign language study, mamgbic students of English make
collocational errors such agpray the prayemand *‘tomplete life According to Thomas
(1984), “This is hardly surprising, given the vasbpe and very idiosyncratic use of lexical
items and collocations” (qtd. in A. Mahmoud,200®R).INevertheless, some correctly
produced collocations are positively transferreshfrArabic likevaluable advicgbreak
relationships So, advanced learners have a relatively largek sibtarget language
vocabulary, they may think it would be easy fomthi® find equivalents to their mother
tongue collocations. He mentions that there arevavieties of Arabic from which they can
transfer: Modern Standard Arabic (MSA)and Non- d&ad Arabic (NSA); and due to the

similarity of the two varieties, many collocatiorators could be attributed to both MSA and
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NSA. Most of the students rely on word-for-wordnskation from Arabic; and they basically
rely on NSA transfer because transfers from MSAehad to the selection of different
English equivalents such as:* say his opinion thatansferred from NSA: yagool and not
from MSA: show (yubdi) or express (yu’abbir).

Arab -speaking students make errors when prodwmfigcations in English . Such
errors indicate that EFL students depend on imtguial translations to facilitate learning. In
other words, students transfer negatively from Aradhereby they replace the Arabic words
with the English ones, expecting that Arabic commolocations are the same with English
collocations, or they are not familiar with collticas. Thus , teachers have to make their
students aware of collocations through direct techand exercises aimed at raising
awareness of collocations, depending on simplid@atrastive comparisons between English
and Arabic collocations, to help them see whemaosfer and when not to. In addition, they
need to be exposed to the target language colbmsathrough reading and listening.
Particularly, since Algerian EFL students live isaciety where three languages
simultaneously used, they need to be aware ofiffesehces between English collocations
and Arabic ones as well as English collocationsmemch ones.
2.4.1.2. French Interference

French, the language of the colonial ruler, plysmportant role in education as well
as in administration; particularly, during Frendianialism and early years of independence.
As a result of the political and social developmainilgeria, the two languages are
connected in a dialectal process. Recently, Englightroduced in the Algerian educational
system and Algeria is regarded as a multilingueletp. David Crystal (1997:310) mentions
such fact: “In 1996,for example, English replaceen€h as the chief foreign language in

schools in Algeria ( a former French colony )" .
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Because of the close similarities between Englshfrench languages which are derived
from the same language family (the Indo-Europeagudage family), Algerian students of
English think that one would simply replace therfelename for a concept with the English
name. If languages were like this, the task ofrlegy a new language would also be much
easier than it is. Students negatively transfenffsench to English, specifically in the case
of false friends as Ellie Malet (2010:1) says: dweare of false friends: attendre means to
wait and not to attend ; also assister a meangndanot to assist which means to help
(aider)”. Moreover, Qing Ma ( 2006:96 ) points out:

If the L1 and L2 share a lot of vocabulary like ficke and English. There is a

high probability of the L2earner using an L2 word frequently in the L2if i

occurs in the L1,while in fact the L2 word mayustly much less frequently

,thus the L2word becomes overused. For example, augmentdregaent

word in French, but enlarge or increase will be erappropriate in similar
situations in English, ‘augment ‘being reservedviery formal usage.

Languages also differ in the way they choose wara®-occur with other words,
expressing certain meanings but not others asneistioned by Mona Baker(2006:10): “the
concepts ... of one language may differ radicallyrfrinose of another ... each language
articulates or organizes the world differently”.adedingly, a large number of transfers from
French to English would coincide with high incideraf miscollocations. Success in finding
the right collocation seems simply to depend oivaapeaker’s speech. For example
“répondre d’un ton sec”, native speakers would §spy “to reply sharply” rather than

“drily” .Another illustration, among many others, the adjective blanc :

Une nuit blanche A sleeplesght
Une coléere blanche A towering gag
Un jeu blanc A lovearge

Baker(1992:53) has the example of the englishcagg” dry” which would require a

diffrent french collocation : Dry voice /bddkumour/wine/bread/run; to illustrate the
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concept of collocational meaning, the phenomenoerelhy an adjective needs a diffrent
translation according to the noun it qualifies. lover, learners have to be aware of
collocational restriction that operates to prodiacgely arbitary variation between near-
synonyms. Astington (1983, qtd. in Armstrong, 20021) provides the following example
-Notre civilisation est tout simplement incapabéerdsoudre les problémes qui nous
préoccupent.
-Our culture simply dosen’t have the answearsutgoooblems.

Astington makes the point that while english hasghbssibility of combining
‘problem’ with *answer’ and ‘ solution ’.French hasarrower scope, being limited to the
related terms ‘ résoudre ' and ‘ solution . Thamwness of expressive possibility may of
course work in either directions between Englisth Brench ;that is , French may have more
than one collocative option where English has amlg in other examples.For instance, the
French collocation “ I'exégése dominante”, althoeglegesis and dominant exist in english,
IS not a characteristic of an everyday registeaut iB English, speakers combine the
prevailing with theory / hypothesis /explanationt,Ystudents do not know such collocational
problems caused by French influence because tiytthat English and French have similar
lexical collocations, referring to the cases whevoad has the same meaning in the two

languages such as : solution, presentation, inttomiu..

Every language has its own set of idiosytnckaords, expressions, and collocational
ranges for its vocabulory.Howerver, students usa finguistic knowledge either from

Arabic or French.
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2.4.2. Near-Synonyms

Two or more words which have closel\ated meaning are called synonyms. Thus,
one could be substituted for the other withaffecting the meaning of a sentence .
Synonyms help to explain difficult words witrasier ones. Sometimes one word is
appropriate in a sentence, but its synonym woulddsk It can however be maintained that
there are no ‘ total synonyms '. That is , no twares have exactly the same meaning
(palmer, 1981: 32). In other words, near synonyrasiat collocationally interchangeable in
all their contexts.This is why near or partial sggms refer to words which are similar in

meaning but which are not always interchangeabd#g! icontexts.

Sinclair (1970) notes that each meaning word can be associated with a specific
collocation or pattern. Along the same lines, H{305:82) argues that “ where two senses
of a word are approximately as common as each ttegrwill both avoid each other’s

collocations” .

Muler (2008 : 09) explains that even though rict amalthy are synonyms, but only
rich can collocate with imagination (not * wealjhfL learners should be made aware that
lexical meanings cannot be determined only by séiggarmherefore, it is helpful to examine
the effects of collocation information on lexicakaming and lexical choice. Accordingly,
stubbs (2001) mentions that there are always senaglations between node and

collocations and among collocates themselves .

To sum up, we can say that the proper afiscollocation information leads to
learners’successful comprehension of lexical seitmnAlthough synonyms are similar in
meaning , they have different collocational resivits when they co-occur with different
words in a sentence. Thus, it is very importaréxtend students’ language by including

near synonyms where appropriate. Students alsotbaedy not only on dictionaries with
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denotational meaning but on those with collocatid®ehaviour as well; because the
collocational behaviour provides the necessaryrmétion for them to compare and
discriminate near synonyms. Collocational knowledffects not only the semantic properties

of lexical patterns but their pronunciation as vielavoid odd accents.
2. 5. Collocation Accent

Attitudes towards different varietieslafiguage can be remarkably powerful. Crystal
(1997) mentions that learners need to be exposttmany varieties available today,
especially those they are likely to encounter &irthegions. Interestingly, people listened to
the same speech, for instance, listened to the aegnenent against capital punishment
spoken with different accents. Some accents (df pigstige) were effective in changing
people’s views on this matter, while others were(aocents of low prestige). So, accent
merely means a loud stress of voice. In additiba,accent of monosyllables depends upon
their collocations, falling on its principal wor@ertain collocations indicate one accent
pattern; while different collocations will tend itedicate another. For the purpose of calling

attention to the meaning, many linguists argue ¢bdbcation information is a useful

predictor of pitch accent placemeniarsi, Erwin 2001:264)

David Crystal (1997) argues that although most iEhgkextbooks, concerned about
tones, compose of illustrations of connected spaadhconversation dialogues, the jump
which has to be made between satisfactory perfacmahsingle tone-units or pairs of tone-
units is too great to be coped with by the majooitgtudents. There is great difficulty in
applying the information learned about the indiabione-units to produce acceptable
versions of longer units. All one has to do isrgfrindependently learned tone-units together,
and without any further modification, one produnasural English speech. However,

acceptable connected speech is not simply a nudttergree from acceptable tone-unit
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pronunciation, but involves modifications, addiscend deletions within the tone-units.
Moreover, As soon as tone-units begin to be juxdadan connected speech, one has to
consider the questions of what might be calledlt@umdlocation, i.e. the extent to which the

formal co-occurrence of tones display predictabgdrictions.

Palmer (1933), on the basis of his pedagogicalcgmbr, makes a major distinction
between two types of tone sequences: coordinatidgsubordinating. The former refers to
tone groups of the same type (adverbials espefiallyereas the latter refers to disparate
sequences of tone groups (two prominent elemerdgfefent importance). We can say that
even early linguists such as Palmer want to malkel&kiners aware of the necessity of

collocation to produce an acceptable tone as hedcil

Also, many of the most familiar concegtel speech acts can be expressed
collocationally. If a speaker can pull these forasuteadily from memory, that is, if they are
automatised, or if clauses can be retrieved anwdegged automatically, without a need for
individual planning, syntactic processing and emegeeeded within clauses, fluency is
enhanced. Since speech is therefore not produced veo word, the speaker can focus on
rhythm, variety, combining memorized chunks or pi@dg creative connections of lexical

strings or concepts.

Teachers need to be careful about howstéalents’ reaction to other people is affected
by their speech. Thus, students have to encoumgdruly acceptable accent to get rid of mis-
chunking that leads to miscomprehension and toturedareproduction of English. The
common factor in the new varieties of English is thality that they are spoken as L2 by
those who speak genetically unrelated language=n.E\English is learned from childhood,
the models for language use (teachers) are L2 speak English not native speakers. Hence,

it is the teacher’s task to facilitate to his/herdents the learning of lexical collocations to
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acquire the acceptable combinations with a nasgahding or native-like accent. Next, we

proceed to explain this task in detail.

2.6. How to Facilitate the Acquisition of Lexical @llocations

The most important task facing foreign langubsgarners is acquiring a sufficiently
large vocabulary which makes them more profici¥et, most learners are unable to express
their ideas and thoughts efficiently because thel tollocational knowledge. They can
overcome such problem by being exposed to lexmidcations through noticing and
consciousness-raising. But, the teacher has telbetse in highlighting collocations to draw
learner’s attention to them. In addition, encoungethem in different contexts leads to the
consolidation of their forms and meanings. Concgyithe idea of explaining less and

discussing more and how to facilitate the learnexrsk, Morgan Lewis writes:

the reason so many students are not making acgiged progress is simply
because they have not been trained to notice wiaects go with which, they
may know quite a lot of individual words which thgtyuggle to use, along
with their grammatical knowledge, but they lack #indity to use those words
in a range of collocations which pack more meaimbg what they say or
write. Teachers continually bringing useful collboas to students’ attention
and helping them remember them, rather than trgnmprove their grammar
or giving them a lot more new words, which can asilg mean obscure, rarely
used words.

(gtd. in Lewi2000:14)

First of all, we are going to focus on how to drtéme students’ attention towards two

words or more that are likely to be found together.

2.6.1. Collocation Awareness-Raising

Consciousness is commonly equated with avese Ellis Claims that consciousness-
raising is based on providing the learner with pparstunity to be exposed to a specific
feature of the language. He views: “consciousnaissAg refers to a deliberate attempt on the

part of the teacher to make the learners awarpetfific features of the L2” (Ellis, r,
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1993:108). Consciousness-raising aims at sengtle@rners to the general difficulties
involved which may help them to understand theatfes in the future. An important target
of consciousness-raising mentioned by Wills andi8{ilL996:66) is collocation. So, to make
‘the word partnership’, or collocation, clearere ieacher might show to the students these
word combinations or even their concordances. Alawing been asked to identify the
common patterns, the student will retrieve therarltd be used appropriately.

Most lexical items may not be new, g fact of occurring together is not observed.
Collocations are therefore missed by any EFL tealobeause the teacher’s approach to
dealing with vocabulary is to ask the students: thexe any words you do not know?

Peter Skehan argues that collocations must begubmit by the teacher to make it possible
for the learners to expand their mental lexicorns shlys: “the role of instruction is not
necessarily therefore in the clarity or in the exyition it provides, but rather in the way it
channels attention and brings into awareness whatwise would have been missed”

(qtd. in Lewis, 2000:23).

George woolard (2000) believest the effective way for raising awareness of
collocations is to focus on a selection of studeniscollocations. By focusing student’s
attention on miscollocations, teachers make thearathat learning more vocabulary is not
just learning new words, it is often learning faarilwords in new combinations.

Accordingly, Woolard states that:

The teaching of grammar and vocabulary has noitsstsour students to
the collocational constraints on word combinatidfw. instance, “make and
do” collocations provide a useful starting point iltroducing the notion of
collocation to learners...there is no reason whiausd be make a decision
rather than do a decision. We need to make themeaivat this is simply
the way we say things in English.

(gbd Lewis, 2000: 30)

78



Furthermore, students havavimid recording every collocation they meet. This
means they must be discouraged from recording eveak collocations (nice house, good
vacation), or strong ones which are very unusuml,@obably not appropriate for most
learners (reduced to penury), as Jane Conzett omsntithe teacher has the responsibility to
direct learner’s attention to the most useful akions, those which hold high priority in the

context” (qtd. in Lewis, 2000: 74).

Traditionally, learners firstly rie® learn some central grammar structures and
master these structures, and then they would nwweote proficient speech and writing. The
approach that tries to combine practising rules sort of communicative way is called
presentation, practice and production (PPP). WiIB96) claims that it is unsatisfactory
teaching methods because P-P-P focuses on a sgaoifet forms. Also, the production is an
exercise in producing a language expected by #hes rather than using language for real
communication. An alternative paradigm is Obsdfypothesize-Experiment.
Consequently, teachers help the learners to obfieeManguage to which they are exposed.
Observing the language means learners are awégricdl chunks. This awareness involves
a clear understanding of collocation. For spokegligh, it means identifying the meaning of
the whole chunk. Hypothesize means sorting thetimpterms of significant similarities and
differences. It implies sorting, matching, ideyitiilg and describing(Willis and Willis cited in
Lewis, 2000:177-178).

Lewis (2000:60) points out that it is worth emphasj to students that they do not really
know a word unless they also know its collocatidietl because there are many groups of
words such as date/ appointment / meeting or bfeade which can be clarified only on the
basis of their different collocational field. Expeent involves using the language on the
basis of the learner’s current hypothesis. In othends, it involves the creation of appropriate

materials and tasks that emphasize learners’ erpatiand creativity.

79



Tomasello and Herron (1989) found teatners who made an error and were
immediately corrected learned more than learneis sulmply had the correct form explained
to them. They comment: “Students learn best when gpinoduce a hypothesis and receive
feedback, because this creates maximal conditinderuvhich they may cognitively compare

their own system to that of mature systems” (qidNation, 2008:140).

Ellis (2006) views that collocation acquisitiomminly an automatic and implicit
process that takes place as learners’ vocabulaenes, or as a result of being conscious and
aware of lexical collocations as they practise imgaaind producing the patterns. He says:
“...general learning mechanisms of chunking and secgianalysis, operating in the
particular domain of phonological memory allow #eguisition of formulas, phrases, idioms
and collocations” ( 29). Furthermore, accordin@s@bys-Biskup (1992) , Probably the best
and easiest way for students to acquire the cdltwta system of a foreign language is“ to be
extensively exposed to a live language spoken aad by native speakers at a certain period

of time”(gtd. in Schmidt,1991:131).

The teacher has to focus on lexical collocatiordsta draw the learners’ attention to
patterns that exist in speeches or dialogues theg hiready listened to. Thus, developing an
awareness of collocation as an important leveanfjliage is necessary because of its

effectiveness.

2.6.1.1Consciousness -Raising Activities

Lewis (1997) introduces the idea of observing Hrglage as it was mentioned above
in the Observe- Hypothesize-Experiment Paradigmaditis to this idea the fact that teaching
lexical collocations can help learners acquireléimguage by encouraging the transition from
input to intake. This transition can be supportga@cttivities which help learners observe the

language more accurately and formulate the hypethakout the language. Conscious-raising
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activities encourage learners to notice particidatures of the language, to draw conclusions

from what they notice and to organize their vieWthe language.

Willis and Willis (1996) suggest operations to asikdents to:

-Search a set of data to identify a particulargpator usage and the language forms

associated with it.

. Work with a set of data and sort it accordingitailarities and differences based on

formal or semantic criteria.

. Make a generalization about language and askdokcthis against more language

data.

. Find similarities and differences between patteyimn their own language and

patterning in English.

. Manipulate language in ways which reveal undegypatterns.

. Recall and reconstruct elements of a text. Thpgae of the recall is to highlight

significant features of the text.

. Learn to use reference works-dictionayigrammars and study guides.

The outcome of these operations would be an inedeagareness of and sensitivity to

language.

The goal of consciousness-raising activities isdlp learners notice language chunks
when they appear in the input .There is no needdolt in deliberate production, but develop

an awareness of the form, function and meaning»a€al collocations.
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2.6.1.2. Collocation Activities and Oral Production

Students may learn collocations as they are reattifigtening. Teachers may ask
students to look for collocations in a reading. @ttudents may add their own collocations
when they know them. Teachers can also give listeltocations to students as they come up
in class. Students may locate collocations in callion dictionaries or in concordance
programs as well. Here are some lexical collocatexercise examples, basically related to

speaking :

-students can be asked to identify which words gb.w

-students can finish set expressions.

-students can be given cards with nouns, verbscadgs and adverbs and asked to create
expressions or sentegs with the words on those cards.

Teachers may also introduce collocations by makiagd charts that show with which other
words can be used. Then, asking their studentstoisk in a team work certain daily life
topics related to the collocations presented befsiiedents may also be introduced to
concordance programs on computers. Furthermorgestsi can also do various exercises in
which they are asked to recognize collocationsttistl in a tape, and then reproduce certain

collocations.

Teachers should make students aware of collocasismsvital key to language
learning. Asking students to sort out all verb uma@ollocations in a text they heard will be a
typical exercise. Another typical activity in awaess-raising can be taking a common word
and asking students to find as many collocateBesdan. Teacher can supply students with a
text full of near synonymous words and ask theffilltmm the gaps, discussing the
collocational behavior of synonymous words. Sudiviyg clearly explores the difference in

meaning with words of this kind rather than anylarption of the supposed differences. To
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raise students’ awareness of collocations, teacte=d to strengthen it through the
development of the students’ abilities to noticetslexical combinations. Simply put, once

the students are made aware of lexical collocatitrey need to notice them.

26.2. Noticing Lexical Collocations

How collocations should be treatethim classroom needs to be made and clarified to
help learners acquire the foreign language. Artieffit way to help learners encounter
collocations is to notice them whenever they realsten to anything in English or look them
up in a good learner’s dictionary. Encouragingreas to notice all such patterns in input
rather than making an attempt to present just asfeseific instances out of the tens of
thousands that exist, with the false expectatian ldarners will remember and use them. The
term noticing can refer to both accidental awarsraesl deliberate focusing of attention. So,
it is the case that sometimes learners are abkcall what they accidentally noticed, while
on other occasions they cannot recall somethiwghioh they paid deliberate attention
because they frequently do not notice the precegthwrough which an idea is expressed.
Lewis (2000), the pioneering linguist who urgé®ede stages to facilitate the acquisition of
lexical collocations and to implement their teaghjsays: “it is likely to be helpful to make
learners explicitly aware of the lexical naturdasfguage .this means helping learners

develop an understanding of the kinds of chunksdian the texts they meet ” (161).

Lewis also views that noticing language helpsress to sort it into categories or
patterns rather than wasting endless hours coratergron descriptions of lexical chunks.
Thus, some training in the sorts of chunks founthentexts they hear or read helps the

learners notice useful language as Peter Skeh&g) b®serves:
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Input contains many alternative features for pssing, and the
learner’s task is to extract relevant features Wwisin then be focussed
on fruitfully...Instruction can work...by making salieless obvious
aspects of the input,So that it is the learner doas the extracting and
focussing, but as a function of how he or she le& Iprepared.

(qtd. in Lewis, ZD062)

Similarly and according to Nation (2001:64),inimiy means paying attention to the
target lexical chunks in language input via “deestualisation, i.e., separating it from the
flow of language message in which it is situatedting the same lines, Schmidt (1992)

argues that learning without noticing is impossible claims:

Conscious- awareness at the level of noticirgnecessary and sufficient
condition for converting input into intake, andttktfze requirement of
noticing applies to vocabulary as well as syntdsqrmlogy, and
pragmatics. However, if noticing applies to vocabylit should therefore
apply to formulaic sequences [collocations].

(Schmidt9pe131)

What is essential for lexical acquisition is leaim@oticing of lexical collocations
explicitly. Clearly advocated by Lewis (2000)-indi with krashen acquisitional theory, input-
noticing-intake-output parading, the only differer(between the two paradigms) being
noticing between input and intake. According to iwntake is what learners consciously
notice. The input or the language met by learnansbe turned into language they acquire and
have access to for spontaneous use-intake- icesssary for learners to be able to notice the
linguistic wrapping in which the message is dekekerFirst, they need to notice and focus
attention on the input rather than on the messatjeetied by this input. Then, they need to
see the difference between their unnatural langaadea similar natural version which
expresses exactly the same contend. Through suidingo seeing or hearing- , the input can
contribute to intake as Lewis mentions: “Noticinglpably has at least a facilitative, helpful

effect .Explicit noticing is a necessary, but naifisient condition to ensure that input
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becomes intake”(Lewis, 2000:161). Students sigaifity need to notice similarities and
differences, restrictions and examples of collasetirelated to the topic either heard or
discussed. Also, understanding the input is a sacgsondition. But, the purpose of input is
for it to become intake, and that in turn, musabailable for productive use. The ultimate

purpose of input is learner output.

Noticing alone is not sufficient; students havedoord collocations according to their
needs. Accordingly, George woolard views that @atoon is mostly a matter of noticing and
recording, and trained students should be ableptee texts for themselves. Not only
should they notice common collocations in the téxéy meet, but more importantly, they

should select those collocations which are “cruttidgheir particular needs” (Lewis, 2000:35).

Therefore, teachers have to encourage and devetagiudents’ ability to notice the
collocations which are significant and useful foern, and they need to express a specific
topic, using a special genre, under a given ragiateolard’s view is that students need to
spend time in identifying the basic parts of spe@dun, verb, adjective and adverb) as well
as their structural categories. Then, they hawvadke emphasis on the role of the noun
(nouns are the focus of information in a text udeints have to be encouraged to follow the

steps below; to help them record interesting calions :

-isolate key nouns in the text.

-look for unexpected verb collocates

- look for unexpected adjective collocates

- look for unexpected adverb collocates

George woolard ,here ,uses the word * unexpecterkinhind us that the purpose of these

search strategies is not to notice all possibllcates of a word, but students have to select
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and record those that are not already known oreerp. He illustrates that ‘big
disappointment’ is not unexpected collocation, wlasr'bitter disappointment’ is likely to be

and needs to be recorded.

To sum up, we can say that authentic languagé pmowides the major source of
acquisition, and that noticing different languagét@rns and sequences, particularly lexical
collocations, is the prerequisite for the acqiasiof such patterns. Thus, teachers should
intervene to help the students notice them becaoeng is necessary for converting input
into intake or simply for acquisition to helpfuligke place. An effective way to draw the
learners’ attention to collocations in order toic®them is highlighting. Highlighting could
be achieved by underlining the collocation, colgrity writing it in italics or in bold.
Awareness-raising of lexical collocations should i@ the only emphasis in the classroom.

Students also need to know more about lexical catlons through explicit teaching.

2.7. How to Teach Lexical Collocations

2.7.1. Teaching Collocations Through Context

It is very important to teach collocations in cotté€Context is very effective because

collocations, like other words, get their meanimegdwuse of their use in context.

“some of the words which make up thikocations will be items we might want the
learner to acquire anyway, and learning items mtext may be easier then learning them out
of context” (Hoey, 2000: 230). McCarthy and O’'D@D05) view that learners do not need
only to know the meaning of a word, but they neekirtow their collocations in different
contexts. They also need to note any grammaticalbcteristics of the words such as noting
when a verb is irregular and when a noun is uselddrplural. In addition, they need to know
how they are pronounced. Like a structural appraeabhers who did not comment on every

grammatical point in a text, lexical approach teashalso have to point out the most common
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collocations and according to their students’ leageM. Lewis (2000: 58) mentions through
the illustration of spend timewhich is convenient for an elementary level, wdees ‘awarded
the ultimate accolade’ is better to be highlighted text chosen for advanced level. Once the
students read or listen to a text, the teachetdaslp them noting how these lexical
collocations are used in context and how the megaaiithe whole combination should be
understood as a single unit. Lewis suggests thahtr talk is a major source of learner input
in demonstrating how lexical phrases are usediftardnt functional purposes. According to
J.C. Richards and Theodore S. Rodgers (2001:6hdesacan explore the contexts of lexical
use that occur in different kinds of texts and leage data, referring to computer concordance
databases (see section 2.8.3).

In Nations view (1994), “teachers should createcopymities to meet these useful, recently
learned words in new contexts that provide newocaliions” (qtd. in Richards and Renandya,

2002:261).

Nevertheless, to guess the meaning of the collmessuccessfully from a context is a
complex and often a difficult strategy. Learnermsréfiore need to know 95% of a text as
Nation mentioned (2001: 262). The learners shayltb analyze them into parts and check
if the guessed meaning matches the meaning of iaéeviext, through isolating target
collocations in sentences and creating new texisnal them. They can use a dictionary to
check the guess. The value of repetition cannainolerestimated. In general, teachers are
aware that new information need to be presentsgstematic and meaningful context for
retention to take place (Lewis,2000). To teachamaitions through context, it is better to

supply students with a variety of exercises.
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2.7.2. Teaching collocations Through Exercises

In order to develop students’ collocational knovgedteachers have to introduce
collocations in their classroom exercises as GeWfgelard views: “Teachers should re-
examine their books for collocation, adding exersighich focus explicitly on co-text and
which draw the students’ attention to significaatly+ noun, adjective + noun, verb + adverb

collocations” (Lewis,2000: 32).

The following exercises are suggested by MichaaliteJimmie Hill; and Morgan
Lewis as beneficial tools to teach collocationsey boint out that F L teachers have to
exploit the collocational content of any text (spolor written ). They further suggest that in
order to find collocations in a text, learners héxaly to extract the noun, then, the verb
which is used before the noun-if there is one. yTdan also extract the adjective which is
used after the noun. In general, learners havieadodifferent types of collocation depending
on the classification given by Benson & Benson. ey should check the meaning of the
whole combination. As learners master more collooat they can be asked which
collocations they think are of interest; and thesart them out. But, teachers have to draw
attention to some collocations, rather than trgmgraw attention to all. It is better to draw

attention to a particular kind of collocation.

The second activity suggested by Lewis et al ismstructing the content of a text.
Learners make notes while listening, then redueg tiotes to 15 words (choosing the words
and order carefully). Teachers have to guide stisdenreminding them that the most helpful
notes will usually be some 2 or 3 collocations, pathaps only three or four individual
words. Learners exchange papers and try to expenaates to recover the main content of

the original text.
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Some activities can be easily adaptedi$erwith a collocation dictionary as Lewis,
Michael; Lewis, Morgan; and Hill; Jimmie mentionteachers will find, however, that using a
collocation dictionary will be a great help, and@lsa dictionary is essential for some of the
activities” (Lewis, 2000: 99). Thus teachers havadk learners to work in groups and select

items from a collocation dictionary entry usinguset

Teachers can also take two or more words suittilar meaning (near synonyms), for
example: injury  wound
Ask learners to look carefully at the adjective ardb collocates of both words in a
collocation dictionary. The difference in the wamgar words are used is often largely the
difference in their collocational fields. Ask leams to translate some of the collocations into
their own language; this will help learners buildunderstanding of how the English words

are used. More advanced learners can use growpsrd$ of similar meaning, for example:

1-answer, conclusion, explanation, result, solution

2-mistake, error, fault, problem, defect

3-instructions, guidelines, rules, regulationsediives

4-ability, talent, gift, skill, aptitude

5-pattern, shape, form, design, structure

6-document, report, file, article, story, account

7-task, job, work, career, occupation, profession

8-number, quantity, amount, size, dimensions, ot

Furthermore, when an interesting noun comes uassgcteachers can read out a list

of about ten verbs which may collocate with it @s#t learners to note all the correct
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collocates as they read. Here again a collocatictrodary will provide the teacher with a
helpful list, then, the teacher adds two or thrémeis which do not make correct collocations.
For instance, a teacher may choose the word mdmey,use the following list in which the
non-collocates are markedtioney. borrow, change, earn,*gain, invest, make, *redsese,
spend (Lewis, 2000: 103). This activity provideso@portunity to remind learners of words

they often overuse such as do, make, have take.

Another exercise is correcting common mistaldere, learners are given sentences in
which they are asked to correct a collocation rkesia each sentence using a dictionary. To
illustrate, the sentence: ‘the holiday | went ost krear was &ll disaster’. Students have to
correct the miscollocation* full disaster; in othveords, they have to find a word that goes

with disaster. (Lewis, 2000:106-107).

Lewis et al, also, provide teachers as welearners with the exercise of matching the
adverbs with the adjectives (or any other type@fital collocations), using a dictionary to

check the adjectives (109).

List 1 List 2

1-delicately a. Associated with
2-closely b-balanced
3-enthusiastically c- chosen
4-highly d-mistaken
5-carefully e-overcrowded
6-ideally f-qualified
7-badly g-received
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8-dangerously h-situated

Then, teachers ask students to use each expraessi@entence or to complete a text with

each expression.

Lewis et al supply teachers with fill-in the gapeercises. These exercises are labelled
according to the missing word such as the missarh exercise, the missing adjective

exercise... (112-13).

Odd verb out is another exercise in which studkat® to cross the odd verb out, for

example:

Accept, answer, come in for, give rise to, makel i@aject criticism.

Teachers also can do the same with other lexidllaations types.

Teachers may also construct a collocation gamehiohwiearners are grouped into
two teams, competing against each other. Thenhéesachoose a non with a lot verb or
adjective collocates. This activity work propetiyhie teacher choose the order of collocates
carefully (from more general to stronger collocatédgachers have to include a collocate that
makes the task as easy as possible to not frusiietearners. So, as team A students have to

read out the list; team B students have to guesadhn, for instance :

Team A Team B
Plain, dark, white, bitter, milk, bar of chocolate
Test, advance, build, outline, put forward, cornaibe theory (p.104)

However, Hoey notices that the majority of stragésgised in teaching lexis rely on
“unthemed lists”. Consequently, he views that tressrcises may become effective if the

collocational information is used in themed ligtsts as art, music, literature... .He claims :
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“Learning the [collocates ] in a list will not gwedhe learner into producing natural sounding
sentences... .The strategies for teaching lexiseseratural. Often the chosen method is

similar to that of using unthemed lists” (Lewis)R0 228).

In Hoey’s view, the dictionary is only used as aide of checking rather than to be used as a
means to provide the needed sentences. To exertipfyiew, he mentions the following

exercise:

In an attempt to help students become more awasellofcations, Lewis suggests to
supply students with translating collocation exegsi Teachers ask them to translate a list of
collocations, as well as the collocations they mdanguage input, into their own language,

as single units to avoid translating word- for word

We notice that the abovementioned varied exeresegffective in making the
students aware of collocations. Also, they provfdeessential information to improve the
students’ collocaional knowledge. Interestinglyd&nts’ mental lexicon will be expanded,
and therefore input will be retrieved as long tentake. But, teachers may write their own

exercises, depending on their students’ needsiaadlvocated by Michael Lewis(2000:116):

Although writing exercises can be very frustratiiigs one of the best ways
you can yourself develop a clearer understandiragplddcation and in turn
help your learners to notice, record and learndagg from the texts they read
in a way which builds their mental lexicons effitily and systematically.

We also suggest that learners need to record tloezations they met either in a text or
exercise. The significant device to do so is almadé& in which collocations are classified on
the basis of topics to avoid the unthemed liststandake it clear when they want to retrieve
them for later use. As general comment, we caritsstythe exercises that can deepen
students’ knowledge of word combinations in genaral collocations in particular include
the following: identifying combining phrases fromveral columns; matching parts of

collocations using two columns (Muller refers testexercise as ‘collocation quizzes’ in
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which the learners see some nouns on the left@meé serbs on the right, and have to make
possible combinations); completing collocationg@toze activity; playing collocation

crossword puzzles.

Such exercises recycle already known word pattsmthat students can focus on

recognizing or using collocations without hesitaio

2.8. Materials and Resources to Support the Learnmof Lexical Collocations

Materials for teaching collocaus were until recently generally found as part of
reading comprehension programmes (McCarthy et&b)Y18r grammar practice books
(Kingsbury and Wellman 1985). However, Michal LeWwds the view that to implement the
lexical approach means to have teaching matenalsesources available for both teachers
and learners. Lewis argues that collocations pewmdre practical and less general approach
to language teaching syllabus design than grammeaguse grammar provides only the most
general rules of language. Collocational patteot®ant for some of the variability not
captured in the rules. They also provide guidancéainguage use which may be
grammatically correct, but not acceptable. Collmretl syllabus plays crucial role for both
non-native speakers —whose collocational knowledgg need to be enhanced —and native
speakers- as they may forget the right collocatipaaings. P. Santilla Grimm affirms that
“words with a broad collocational range should beea priority at all levels of language
teaching: in curricula and materials design, isg€larocedures, and in testing”. (Santilla
Grimm, 2009:170). Along the same lines, Marthare®oand Norbet Schmitt argue that the
development of appropriate teaching materialssemsal for collocation acquisition, and
learning in general to take place. Therefore, deaf such materials adequately can result in

native-like proficiency.
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Richards and Rodgers (2001:137) identify four typleteaching materials for the
lexical approach in general, and for collocatianparticular. The first type contains complete
course packages (texts, tapes, teacher’s guide,)efithe Collins Cobuild English Course
developed by Willis and Willis is such a case. $heond type is a collection of lexical
teaching activities/ exercises proposed by Lewi third type is made of a printed version
of computer corpora in the form of texts. The tgpe is computer Corpora attached to
concordancer programs so that learners can petfeeimown analysis with the teacher’s help
or independently. Resources of this type are aite@D-ROM or can be downloaded from

websites.

2.8.1.Text books

Most textbooks of E LT do not take account of acditions, despite the fact that they
are frequent in oral and different written registas Maria Dolores Lopez mentions “text
books have also been criticized for ignoring thestmecent findings in applied linguistics
[lexical collocations]” (Rubén Chacon Beltran,2Q1157). She believes that vocabulary is an
essential component that has to be taught alongsaemar. To illustrate, Collins Cobuild
English Course2 by Willis and Willis (1988) is bdsen a lexical syllabus, helping learners to
be exposed to real English. Accordingly, Chomskyhis minimalist program (1995),
maintains that language learning is primarily lekiearning. Yet, most textbooks put great
emphasis on grammar structure and single itemsectétg the importance of lexical

collocations.

Interestingly, some E L T books include phraseiglaity-oriented sections, particularly
sections about idioms and collocations, such asr@uEdge, Initiative, Inside Out, New

Cambridge, New Headway. However, these text borksp Initiative and New Cambridge do

94



not provide teachers and/or learners with defingior explanations about what collocations

actually are and about the best ways of teachidgearning them.

Hoey (2005) stresses the point that language tegchaterials can provide essential
shortcuts to collocational information; and this ¢eappen in a multitude of ways : “Usage notes,
drilling exercises, texts or tapes with repeatetiances of a word sequence and collocational
observations” (186). McCarthy and O’Dell provideotaomplementary textbooks on collocations
in use, viz. Intermediate and Advanced (2005-20B8jthermore, they include varied texts and
exercises. The texts include combinations of wémrglguently used in the real world such as
names of food, collocational pairs needed in shagppr describing emotions and feelings.
Students can be asked to look for the possiblecatés of a given word. Then, they read a text
and check their answers. After that, teachers them to look further into the given word, and
introduce other collocates of it. Teachers can afsmurage students to record the common

collocations in notebooks.

We can say that teachers have to select the apgi®papes, texts or discourse to
encourage students to reach native-like proficieand to improve the way of presenting and
teaching collocations. Since collocations can hunébin texts of all types, the teacher’'s most
important task is guiding the learners’ attentiorttsat they notice them effectively. In
addition to that, teachers can help students fimgligh collocations through the use of
authentic language included in most collocationltesks. Nevertheless, they have to

encourage them to rely largely on dictionariesgietting more collocational information.

2.8.2. Dictionaries

The most available and useful tool focteag collocations is dictionaries.
Learners’ dictionaries such as the Longman Dictigiod Contemporary English, or

the Oxford Advanced Learner’s Dictionary are veopd at capturing grammatical
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collocations (for instance: which specific prepiosita given lexical item requires...).
These dictionaries, however, often provide littdphand few instances of lexical
collocations. As a result, most linguists feel tleed for specialized dictionaries based
on collocational information. Thus, McCarthy and>@ll (2008: 12) mention that
“good modern dictionaries include example sentemdesh make a point of

illustrating each word's most frequent collocatibns

It is significant to urge students to &swglish-English dictionaries that present
collocations in use in natural English. Learndnsy¢fore, get not only information
and examples of a given word, but its collocatiqraits also.

A collocation dictionary will give infornti@n on the most common collocations.
A good dictionary will also provide a learner i€allocation is formal or informal.
Generally speaking, collocations dictionaries agarded as reliable source to refer to
as Francois Maniez (1998: 102) mentions:

The use and function of collocation dictionaried e obvious to

anyone who has taught English as a Second laegtaying access to

a data base which Lists pairs of words that co-ofreguently will prove

an asset both for expression and Comprehensiomgesp .compiling

dictionaries that are strictly devoted to collooasi provide several

advantages.

Harald burger(2007) illustrates some dictionariesatiocations, and he
considers them as excellent dictionaries for préanguage learners. Therefore, it is
valuable to mention some of the wkitown names:

The BBI Combinatory Dictionary of English by Bens@enson and llson (1986).1t
was designed to help advanced learners of Engdlisproviding both lexical and
grammatical collocations which are searched easitl/quickly. Also, the Collins

Cobuild English Language Dictionary by Sinclair $72001). LTP Dictionary of

Selected Collocations by Hill and Lewis(1997).tidaion, Leas’ (2002) Oxford
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Collocations Dictionary for Students of EnglishitMéut forgetting the first English
Dictionary that includes collocations compiled kgi&enburg (1982) :Selected
English Collocations. Teachers can also rely om8gilal Collocation Dictionaries to
clarify collocations that are common between the kanguages; and the collocations
that are specific to one language and have no atnvin the other language such as
Hafiz(2004)Arabic Collocations Dictionary and Ghiazg2007) English Arabic
Collocations Dictionary.

Dictionaries are not only available on paper, leesrcan access them on CD-
ROM and online. They make it easy and quick tode#or collocations like the CD-
ROM Cobuild English Collocations (1995). In whatef@m, a dictionary is a useful
tool for developing collocation knowledge. Zimmemm@009) argues that in order to
get complete information about collocations, teaslas well as learners can access
easily to dictionaries or to online concordancdweréfore, teachers can allow students
do in-class activities using dictionaries effeclyyalso, they provide them with
independent learning strategies to help them dewdleir collocational knowledge
outside the classroom. Despite the usefulnessctbdaries to illustrate the
appropriate collocations, Schmitt (2000: 85) arghes teachers can rely largely on a
corpus and concordancing program as sources afcaibn information.

2.8.3. Concordances

The advent of computer technology has magessible to gather huge corpora, or
collections of authentic collocation patternings. &result, another useful tool for teaching
collocations is concordancers , i.e. lists of ex@®pf a particular word or group of words
used in context. Concordances are available eitheoftware packages or online. Teachers
can choose the needed concordance lines that tohaisthentic examples supplied by Data

Driven Learning (DDL). According to DDL approachatifocuses on using computer
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concordancers to process and analyse large tjaardf language data (computer corpora) to
learn language and specifically formulaic sequendaisns and king give the following
definition of it : “...the use in the classroom ofnm@rdances to get students to explore
regularities of patterning in the target languayel,the development of activities and
exercises based on concordance output” (1991:3)jc&@dances are meant to arouse learner’s
language awareness and raise their consciousn#ss lahguage features to be learned
.Furthermore, learners will be able to searchdagliage patterns rather than being presented
with the language patterns to be learned by raisTtvorking with computer concordances
and browsing quickly frequent collocates raise shisl awareness and help them to produce
accurate language more easily as Lewis (2000:1@@Yions, by quoting what Brian Poole
said after using concordances with a group of usityestudents, “The great virtue of
concordances is that they provide learners withofiportunity to see lots of examples of a

particular word all at once -not something avagaibl day -today target language exposure”.

The main advantage of concordances is they praviitgh source of context. To
illustrate this goal, we present the meaning ofdsatic, relying on Oxford Advanced
Learner’s Dictionary, and on a concordance sangiteerved by the online concordancer

British National Corpus.

Dicctionary definition :

Fantastic adj 1(infml) extremely good; excellemtin a fantastic new car. A fantastic
opportunity. She is a fantastic swimmer. You pasged test? Fantastic

Here are the first nine(9) lines copied out of adned (100):
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ave my guitar to strum And books to read
got me. | sit here and h

002. =

ogy, like that of all religions, was
erian natives, like the "p

003. L

he asked. "No," | answered. "Please stay.

Listen to what just happen

004. =

oked in a mirror, | couldn't believe it.
t of the spaceship, | wasn

005. =

ey occur within human experience but
is not quite of this worl

006. 3
" birthdays they have had. Golden
th, trickling silvery sand

007. =

Remembering gives names for thousands
eally be thousands of anim

008. =

s second coming. But the reality is
ibed remedy appears in the

0089. =

xceptionally shrewd and, you will find,
nd gentle. Amazing, really

and some FANTASTI Cgrass That Tony

expressedin FANTASTI Cterms, the Sib

I have FANTASTI Cnews for you.

| looked FANTASTI C! When | got ou

i nvol ve some FANTASTI C happening that

I sl and "Malta's FANTASTI ClI" said Elizabe

of animals. FANTASTI C! Could there r

probabl y less FANTASTI C, as the prescr

They make FANTASTI Clovers, warm a

Figure 3 : Concordances of Fantastic Taken from Btish National Cropus

We notice that the dictionary provides informataiout sense, grammar, and use of

item is used in various real-life situations.

the word. By contrast, the concordance lines Heddearners to understand how a lexical

Woolard (Lewis, 2000) mentions that despite thenieg benefits of using
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concordances, they may confuse less proficienhézar Teachers; therefore, need to
carefully consider how to use them according tdestids’ levels. Interestingly; Hoey (2000)
argues that even without access to a computerizguls, it is possible to use a text to

produce manual concordances. He suggests an wathgitinvolves doing a keyword in



context search, collecting the instances of usdiamd) them up just as a computer
concordance; then having the learners reflect empétterns they found (Lewis, 2000:240).
Simply, we can conclude that such concordance webgiay present multiple uses of the
same item. These concordancers are taken fronr l@amguage banks that are based on real

language situations.

2.8.4. Corpora

According to Schmitt (2000), collacatis an advanced type of vocabulary
knowledge that is difficult to know how to teachitltorpora provide a convenient source
from which we obtain evidence of the behaviour @inyfacets of language specifically
collocations. Thus, corpora are a powerful todghi& hands of learners who want to know
how native speakers of English really use the lagguA corpus provides the learners with
the kinds of sentences that they will encounterninging the language in real life situations.
Basically, a parallel corpus is able to find theigglent sentences in the source texts. It can
also provide learners with vital information abthet comparison of recurring patterns better
than the dictionaries or textbooks. Students therasean explore corpora and look for

collocations.

In addition, corpus-based teaching materials tryeimonstrate how the target
language is actually used in different contextgpOra are useful to expose learners to
authentic data in a structured way because follaigguage learning is a process of learning
explicit knowledge with awareness which requirggeat deal of exposure to language data.
The usefulness of computer corpora for FL is widalknowledged by many linguists.
Significantly, Ulla Connor (2009) agrees with Astd®95) that “corpora constitute resources
which placed in the hands of teachers and leamleosare aware of their potential and limits,

can significantly enrich the pedagogic environnigutlla Connor, 2009 :136). Similarly,
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Lewis (1997: 35) stresses the point that Sincl&dbuild project which contains examples
drawn from the Bank of English Corpus “contributedur knowledge of natural language
use”. Later, Lewis (2000) points out that if teashese corpus data with their learners, they
may need to make a suitable selection of examgigsending on the learners’ vocabulary
needs and interests. Thus, the use of these natacaurring examples is to ensure how a
particular word is used. Interestingly, teachengehta rely on smaller genre or subject-
specific corpora to select the appropriate teachatgrials. Tricia Hedge mentions the same
point, addressing the idea of exclusivity thatis éxclusive focus on collocations.
Nevertheless, Lewis (2000) argues that native sgyeakpora, however, need to be used in

conjunction with other reference materials suchaecations dictionaries.

McCarthy and O’Dell (2008: 12) address that thé cegous that produce a more accurate

result than any other web corpus is the Britishidieatl Corpus at www.natcorp.ox.ac.uk

Another site is www.webcorp.org.jldut the problem with using the latter is thahitludes a

certain amount of a language that is not standilel/ertheless, both sites are considered as

useful resources for in-depth investigations otgecollocations.

It is necessary to develop differigmpies of resources for vocabulary teaching in
general, and collocations teaching in particuldsoAcorpora and computerized software
(concordancers) are important tools for foreigrglaage teachers. Simply put, materials
should contain plentiful spoken and written textsali provide extensive experience of
language in a variety of text types and genreslation to topics, events, locations, and
activities that make the learners think about whay read or listen to and respond to it
personally. Learners need to experience partitdateguage features many times in
meaningful and comprehensive input in order to awaly acquire them. Learners can
beneficially depend on the abovementioned mateoialse teacher-developed ones. In order

to acquire the ability to use the language adetydtes learners need a lot of experience of
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the language being used in a variety of differeaysvimaterials) for a variety of purposes (to
be aware of, to record, to retrieve, or to useocaltions). Advanced learners may
simultaneously access to a wider range of resouBessdes providing learners with greater
autonomy, the collocation resources enable theextiend their mental lexicons because of

the availability of huge amounts of authentic exbaap

2.9. How to Make Students Autonomous in Dealing whtCollocations

29.1.Autonomy and Collocation

Autonomy is a complex construct ontthye of foreign language proficiency as Little
Wood (1996) mentions: “There is a sense in whialsqgeal autonomy may be a desired
outcome of education generally and foreign languegeming especially”. According to Phil
Benson (2001), autonomous learners are those vehioa aome control of important
dimensions of their learning process. Moreover, wigading or listening to a text, students
may, through control of intentional processes, skadhbe elements of linguistic input that
they will pay most attention to, or these may Heced somehow by others (teachers’
materials) or not at all. Students may also exercmtrol over the kinds of learning activities
they participate in and the extent of their papttion. At any particular moment of learning,
there is always some degree of control which vallally be shared between the student and
teachers. Thus, students may be either more oalgssomous in different ways. However,
teacher’'s monitoring and guidance may even helgtingent exercise his control in a

desirable way. So, autonomy does not imply a siléeted learning.

Sinclair (1999) as well as Holec artloers argue that autonomy describes a
potential capacity to act in a given situation, antithe actual behaviour of an individual in
that situation. Sinclair illustrates this view tbgh the example of English student who comes

across the phrase ‘power distance’, knowing theningeof the words power and distance,
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but not the collocation. So the student, accorttiin§inclair, has been using his capacity for
autonomy (here to understand power distance) heutietacher cannot see this process, only
the outcome. Moreover, autonomy is not only cortratapacity over the learning process in
general, and the learning of lexical collocatiomparticular, but a developmental process as
well. This process can be either ‘lost’ or ‘gained’LittleWood argues: “The fact is that
autonomy is likely to be hard-own and its permaeerannot be guaranteed; and the learner
who displays a high degree of autonomy in one ar@abe non-autonomous in another”
(Little, 1991: 5). Indeed, through autonomy teastatempt to make the students conscious

of the demands of a particular task-here the @m&etfamiliar with the use of collocations.

2.9.2. Teacher’s Control and Collocation

The teacher is responsible for dingctearners’ attention towards lexical
collocations and urging them to build autonomyearhing, so they can notice collocations
themselves and become aware of these lexical ch@mkdents need to know that learning
collocations help them to sound natural in Engldbreover, teachers have to make their
students aware of the use of certain collocatiaterials to help them learn more about
collocations .For instance ,they train their studea use collocation dictionaries properly.
Students should be able to understand the co-aeguwf lexical items. Also, they can visit

the Cambridge Dictionary website_at www.collocatimiionary.cambridge.orgr other

online dictionaries. In addition, teachers may emage students to use a notebook or a file on
disk to jot down important collocations. Writingramon collocations in a notebook will help
the learners memorize them. If the students putigvor categories, it will be easier to find
them again later. These lexical prefabricatedasnitan be stored under topic headings:

leisure, sport, music, food, .etc.
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Students can also develop their own organizatisystem on the basis of lexical
collocation patterns; accordingly, Lewis (2000: Saijgests that teachers should draw

learners’ attention to collocation of different &

- Verbs that go with certain nouns (do homeworksfirhomework, correct
homework)

- Adjectives that go with certain nouns (hard workeresting work)

- Nouns that go with certain nouns (transport casterhead costs, labour costs)

- Verbs that go with certain adverbs (drive fastyelicarefully)

- Certain expressions (I should emphasize that, ulshmoint out that, | should remind
you that)

Lewis purposely, based on his lexicgdrapch, acknowledges the conscious
noticing of linguistic features of input, such agital chunks and patterns or
collocations, which has a facilitative value. Stoidehave to notice the similarities and
differences restrictions and examples between Emglhd the mother tongue to turn
input into intake. Regarding classroom teachingiora, Lewis (2000) rejects the
traditional Present-Practice-Produce paradigm aopgses an alternative Observe-
Hypothesis-Experiment paradigm. Observe meansdeamust meet and notice the
new language; hypothesis means learners havettowgdhe input in some
provisitional way; experiment involves using thadaage based on learner’s current
interlanguage. In the classroom, the teacher&sshbuld be changed from that of
instructor to that of learning manager. The teachesequently should help learners
notice useful lexical chunks (by providing realfural collocations.) ,guide learners’
choice of materials and activities and, most imgoatiy, maintain learners’ motivation
and provide feedback of miscollocations withoutd&inng the collocation learning

process.
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In short, teachers have to rely typycah classroom procedures involving the
use of activities that draw students’ attentionkesacal collocations and seek to
enhance their retention and use. Collocations legrs very important to develop
autonomous learning. That is why Woolard suggéststeachers should reexamine
their teaching materials for collocations; he mamsithe following comment:

The learning of collocations is one aspect of laggudevelopment
which is ideally suited to independent languagenieg. In a very real
sense, we can teach students to teach themsebiéscation is mostly
a matter of noticing and recording, and trainedistis should be able
to explore texts for themselves. Not only shoukelythotice common
collocations in the texts they meet, but more ingoaty, they should
select those collocations which are crucial tortparticular needs.
(qtd. ieis, 2000:35)
2.9.3. EFL Students and Collocations
The more students are exposed to gaality input the more awareness they
develop of the lexical nature of language. Pardidy] Students have to be able to
produce longer chunks, specifically lexical collboas. The great advantage of
knowing a large number of collocations and othaegkr expressions is that learners
learn the meaning and the use of a phrase as &whitoidents thus learn to
comprehend and to produce a native-like languadéattinger and DeCarrico (1992)
suggest : students need to learn words and sestenteas isolated, or planned
answers to classroom exercises, but rather to leamnto use these patterns to create
fluent and spontaneous conversation. Moreovertderao be able to speak English,
learners need to know many collocations. SignifigaBahns (1997: 62 ) points out
that “it is not very important for learners to usany idioms when producing oral or
written language, but that knowing the right calibons and using them in a right way

is by far more important”. Accordingly, studentsle is mainly based on taking notes

and paying considerable attention to the teacher#isas organizing data driven from
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the course. Consequently, students can expressateamty and, at the same time,
more precisely the message they want to conveyo€xlons are, therefore,
necessary language patternings that need to beetbarside and outside the
classroom in order to promote the accuracy andgweoty of English as a foreign

language.

2.10. Collocations and Communication

Collocations allow speakers to think more glyi@and communicate more efficiently.
Thus, native speakers can easily communicate asaksgt the speed they do because their
readymade language is recorded and stored inrtfegital lexicons and is immediately
available to be used. Likewise, knowing collocasiovill help foreign language learners to

achieve communicative competence in English.

A powerful reason for the employmentediadymade language probably lies in the way
it facilitates communication processing on the péthe hearer. In real time language
decoding, hearers need all the help they can géufidancy in communication is often
explained in this way). Significantly, on the paftthe speaker, collocations are necessary to
get rid of the struggle to think of what to saydahe hesitation to find the right words to

express oneself clearly.

Moreover, “in order to speak natural English, ymed to be familiar with
collocations, you need to know, for example, that gay a heavy smoker because heavy (not
big) collocates with smoker, and that you say tkeharge because free of collocates with
charge (not cost / payment, etc.). if you do natose the right collocation, you will probably
be understood but you will not sound natural,” Lovag Dictionary of Contemporary English
(1987:193). Thus, most linguists make emphasisiendea of naturalness. The most

outstanding one in such arena is Hoey who, likel8in associates collocation with
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naturalness. That is, phrasings that a native speaduld regard as normal, fluent, and
proficient. Non-natural phrasings, insensitive toeglectful of collocation norms, tend to be
judged non-fluent or clumsy, i.e. they are correotjerent and meaningful but not fully
satisfactory. Hoey supports his argumentation kintpa Bill Bryson sentence which is said

to flow easily and naturally thanks to its numermierlocking collocations:

. In winter Hammerfest is a thirty-hour ride by dtmm Oslo, though why anyone would

want to go there in winter is a question worth ¢desng.

Hoey shows us what happens if this is rewrittea asntence that is equally grammatical and

meaningful, but quite awkward:

.Through winter, rides between Oslo and Hammetfsstthirty hours up in a bus, though

why travelers would select to ride there then mlggnpondered.

By comparing the two sentences, one would be caednhat the conversation has removed
all the smooth collocational phrasings, the primsititat make Bryson’s sentence an easy,
natural read or heard. Therefore, learning coliooatis necessary because they supply
learners with the most natural way to say somethitgp, they give them alternative ways of
expressing an idea more precisely, for instanstead of repeating “it was very cold and
very dark”. Speakers can say: “it was bitterly cafdl pitch dark”. Simply, collocations
improve the learners’ communicative abilities araketheir speeches better. In addition,
EFL students who know how to combine lexical iteappropriately and later on master
collocational knowledge, they can use the langulagatly. We proceed to this point in more

detail.
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2.11.Collocations and Fluency

In order to talk about someone as being a flupeaker of English or to say he/she
speaks the language fluently, researches intomés$é perceptions of a speaker’s fluency
suggest that pausing is important as well as s@e®timost important the use of prefabricated
chunks, the most frequent units in spoken Engli$to(nbury,2005). There have been several
linguists who support this position: Nation (2008jpod (2001), Brown (2003), Nattinger
and DeCarrico (1992). They argue that fluency imgsInatural use of language, continuity,
and speed rate. According to McCarthy, a convemsatan be judged as a model of fluency if
the speakers talk continuously, appropriately, aatrawkward pauses. Such conversation
contains high-frequency chunks as McCarthy poihtshoth speakers use formulaic chunks
[collocations], one of the key elements contribgtiao speech rate and conversational flow,
but only recently beginning to be fully researciredorpora of spoken language use”

(McCarthy, 2006: 4).

Sabine Bartsch(2003:20) claims thatomaitions are considered as the primary needs
for all speakers, seeking to attain native-likeeflay and proficiency in the use of language.
Therefore, all fluent and appropriate languagerageires collocational pairings. Pawley and
Syder (1983) argue that the best way to explain lamguage users produce native -like
sentences and use the language fluently is treddition to knowing the rules of the
language, they store hundreds of thousands of psétwted clauses in their memory and
draw on them in language use. These prefabricategpare often chunked together in a way
appropriate to the communicative situation. Batiguiists consider that the best explanation
of how language users can choose the most appr@prég’s to use language fluently is that
units of language are stored as chunks. Pawleysgddr refer to the need for the mastery of a

body of lexical chunks to achieve fluency:
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Memorized clauses and clause sequences form gploglartion of the

fluent stretches of speech heard in everyday ceatien...Speakers show a
high degree of fluency when describing familiar ex@nces or activities in
familiar phrases...we believe that memorized senteand phrases are the
normal building blocks of fluent spoken discourse

Pawley and Syder (1983:208)

Along the same lines, Nesselhauf (2005: 2) expltrasprefabricated units are
essential for fluency in both spoken and writtarmglaage, and that these units reduce the
processing effort. Similarly, Nation (2001: 323gwis that “the puzzle of native-like fluency”
is based on familiar combinations that speakerd t@ese without hesitations. He,
significantly, points out that collocations are iongant for any EFL learner who wants to be
fluent, and need to be encountered many times, soithe pressure or encouragement to

perform at a faster speed than a struggling learseally performs at (324).

To conclude, native-like fluency means the abihityspeakers to convey meanings by
expressions that are not only grammatical but médaral and collocational. Moreover,
lexical collocations form a high proportion of tfieent speech (generally consists wholly or
partly of familiar collocations). As mentioned befpspeakers are considered highly fluent
when they describe familiar experiences or acésitusing familiar combinations. So,
speakers can put emphasis upon other activitieg(tbhythm...). Indeed, the memorized

collocational sequences are the normal construdifidluent spoken discourse.

Other linguists such as Schmidt (1982Judes, to refer to fluency, automaticity, or
the ability to retrieve language forms immediateithout hesitation or effort. Automaticity
presumably brings with it accuracy of forms whibk fluent speaker seems to display

effortlessly.
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2.12. Collocations and Accuracy

Language proficiency entails slightly greater spaed accuracy of performance,
briefly, the ability to communicate fluently andpappriately. Thus, both fluency and

accuracy are the desired goal of any learner ofifings a second language (ESL).

In an attempt to foster the development of proficike Omaggio (1986) claims that
linguistic accuracy is a necessary element; andedhtes accuracy to the correct use of
linguistic structures (grammatical accuracy), appaie use of register (sociolinguistic
accuracy), precision of vocabulary (semantic acy)raand proper use of cohesive devices
(rhetorical accuracy). Significantly according terilnon (1990: 4), more proficient second
language learners are more fluent, accurate, amgles in their production than less
proficient ones. That is, fluency refers to spegkaith “native-like rapidity”, accuracy refers
to being “error-free” and complexity refers to “ngia wide range of structures and
vocabulary”. Accuracy can be defined as the degfeerrectness (grammar, pronunciation,

intonation, syntax...) with which the message is\azkd.

Moreover, to acquire the abilityradtive speakers (particularly native-like
selection), learners have to be able to selectratxuollocations, to convey their ideas
naturally. Language accuracy is achieved largelyetryeving and combining chunks of
language as Lewis mentions: “the ability to chusnkguage successfully is central to
understanding of how language works”. (1997:60)adkding to Williams J. Bonk (2001.:
115), collocational knowledge is essential for gnaatical accuracy. So, routinized
collocations mean less reliance on grammar and,lexid accordingly less attention and less
processing effort. The choice of the appropriaxéckd collocations determines the
grammatical structure as Lewis (1993: 89) puttamuage is grammaticalized lexis, not

lexicalized grammar”. Thornbury views that “theldpito deploy a wide range of lexical
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chunks both accurately and appropriately is propatblat most distinguishes advanced
learners from intermediate ones” (2002: 116). hiiites that learners lacking collocational
competence often express their ideas in longer iosgntences which often contain several
grammatical errors. Therefore, many grammaticarsrare caused by lexical deficiency.
Pawley and Syder (1983:191) refer to the need fastary of a body of lexical chunks to
achieve accuracy: “A lexicalized sentence stemusibof clause length or longer whose
grammatical form and lexical content is wholly ardely fixed,; its fixed elements form a

standard label for a culturally recognized concap&rm in the language .”

Lewis (2000) mentions that lack of collocationabkvledge leads not only to miscollocation
but grammatical errors also. Consequently, an #¥keevay to encourage accurate oral
production is by providing the students with an iethate feedback to let them know that
something is not accurate to a native speakehisnitay, teachers make students aware to

meaning and form at the same time.

It can be concluded that lexical caditens may have many advantages to enhance
the development of language proficiency. They prigntlke communicative abilities to make
the students able to listen to others and commteninaan effective way. Most important,

they enable the learners develop fluency and acgucasound natural.

Conclusion

Lexical collocations learning has been one of tgeiicant issues of ongoing
discussion. There is no doubt that virtually EFarteers and teachers need to be aware of the
fact that foreign language proficiency involves k& ning of a large number of lexical
collocations. Yet, how such lexical chunks are &egliand how to accomplish this task are
often of considerable concern. We have dealt wiferént directions to teach lexical

collocations: consciousness —raising, noticing laigtlighting, teaching through exercises,
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and teaching through context, focusing on the fortimat is the basic concern of our study.
Since EFL students do not have the ability to matords correctly, teachers have to raise
their awareness of lexical collocations to helprthavoid Arabic and French interference. In
addition, we have described the teacher’s rolethedgtudent’s role in developing students’
autonomy. In general, the mastery of lexical ca@tamns is a necessary component of foreign
language acquisition/learning, and in particulaa ornerstone in the development of oral
proficiency. On the whole, depending on the languagturalness, they are very essential to
promote oral fluency and accuracy. Next, we prddeegout these theoretical issues into

practice to assess the impact of collocation avesm®maising on L2 oral proficiency.
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Introduction

The previous two theoretical chapters show thatadribe fundamental components of
oral language proficiency, which makes a positieeticbution to the ways learners speak and
adequately use the target language, is a suffikmiledge of lexical collocations. Focusing
on the importance of collocations to language preficy, we contend that learners’ proficient

use of word sequences is a very important indexati¥’e-like competence and proficiency.

The aim of this study is to see whether makingestiglaware of lexical collocations
improves their oral proficiency levels or not. Thtie present work is designed to investigate
the effect of collocation awareness-raising on praficiency of first year Algerian EFL
students, at Guelma University (2010-2011). Tomeaa aim, we relied on a mixed method.
At the beginning of the experiment, we administdread questionnaires; one is addressed to
first year students of English in the departmerEglish at the University of Guelma, the
other is designed for the English language teaditdisee same department. This chapter
presents the situation design, namely the popuatiavhom the questionnaires were
administered, administration of both questionnaiaesl the pilot study. It also includes the

presentation and the analysis of data obtained fhentwo questionnaires.

3.1. Population and Sampling

The present research is concerned with two typeepdlation: students and teachers.
Participants of the first target population arstfiyear LMD students of English at Guelma
University. Their overall number for the academeary2010-2011 is two hundreds (200)
divided over eight groups (08).The sample consis&)Algerian first year students of
English, making up two classes: 25students in gmérol group and 25students in the

experimental group. They are aged between 19-25iiuents were randomly assigned to
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groups of comparatively equal size by the admiaigin in sense that the lab is equipped with

a size of 25 seats.

As regards the time allocated to English, Algepapils are supposed to have had
enough exposure to English to enable them to catbeBmglish lectures at university level,
and that their English background knowledge is sgpg to be acceptable. Therefore, first
year students of the population under study werdietl English before (in middle schools
and secondary schools) through the implementafieompetency-based approach which
focuses on making learners able to communicategammdbetter future achievements. This is

the main reason for the choice of this population.

When we started our research, we decided to makenparison between the results
obtained from first year students and fourth yéadents. However, fourth year students did
not accept to participate in the study. Also, nafghird year students did not show readiness
to participate. Concerning second year studengs, thachers refused to administer both the

guestionnaire and collocational test because theg to finish their syllabi in due time.

The second population targeted in this study mmmsed of all English language
university teachers. The sample is composed oé@dhiers; all of them are first- year level
teachers because they taught the population uhady.3Ve chose all the teachers because all
are supposed to know about students’ use of caditotaand their abilities to comprehend /
answer questions, to discuss different issues@odrhmunicate with other interlocutors in

English. Simply put, this is the definition of ogaloficiency we relied on in this research.

3.2. The Pilot Study

We selected the questionnaire as a method of ddiexiton. The questionnaire is easy

to administer because it requires little time tonadster. The questionnaire, therefore, is an
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easy and practical means of gathering data fromnge Ipopulation (Brown, 1988:03).The
reason for utilizing questionnaires as the firsigghof the study was to gather data from the
whole population, students and teachers. Questi@sare composed of likert-skale items
which are a useful and effective means of detemginpinions and attitudes; yes/no and
other close-ended questions. The open-ended qugestie followed by respondents’
comments. Asserting the necessity to rely on gilatly, W.Shadish ,T .Cook, and
D.Campbell confess:

The tradeoff between the researcher’s desire tcunea

many relevant constructs as accurately as possitlléhe

respondents’ desire to minimize the time spent ansy

guestionnaire...Researchers can identify such prablem

pilot studies.
(2002 :325)

Along the same lines, Brown (1988:38) points oat #nwell-planned pilot study provides

thorough understanding of measures involved iudyst

Five students and three teachers, accordinglytdiaah part in the piloting of the
guestionnaires. Feedback from these students asd tbachers was taken into consideration
in rewording questions, adding new ones, and modjfgmbiguous wordings.

3.3. Administration

The students’ questionnaire administered at thenbegy of the experiment on
November, 2010.We did not administer it at the beigig of the academic year because the
department of English personnel moved to a new camfhile students were answering the
guestionnaire, the researcher was present toyckmd simplify things. However, students
understood all the questions because we usedifésaltiand clearer terms. Also, we
stressed the point that of honestly answering, imeing to the students the necessity of their

collaboration. Students were not allowed to talkie another or to look at each other’s
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guestionnaire sheets in order to obtain persoralars .The students were given 60 minutes
to respond to the questionnaire.

With teachers, the questionnaire was administémegktmonths later to ensure that
teachers have got on well with their students. eexwere given enough time to respond to
the questionnaire. We personally handed it toeheltiers who gave it back to us a week later.
3.4. Students’ Questionnaire

3.4.1. Description

The first data gathering tool is a questionnairggtesd to fifty (50) EFL students of
Guelma University, for the academic year 2010-20Tk questionnaire contains 25
guestions. In general, there are two types of questclose-ended questions and open-ended
guestions. The participants were required to ticthe appropriate answer box for some
guestions, and express their opinions in othertopres see appendix |).

The questionnaire is made up of four sections &irad as follows:

Section one: The Students’ Profile

This section is meant to get information about stus' personal information,

concerning their age (Q1) and their sex (Q2).

Section two: Background knowledge

This section aims at gathering information abaoutients’ previous knowledge in
English to determine which background they have)(@®rder to know whether or not
students are motivated to learn English, this se@ssesses students’ choice of English
(Q4).1t also collects data about students’ useaifaharies (Q5), about dictionaries types

they rely on (Q6), and about the frequency of the& of dictionaries (Q7).
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Section three: Students’ Oral Proficiency

This section is formed of five questions to gatihésrmation about students’ oral
proficiency level. It illustrates the students’ apgation of their speaking level (Q8).Then,
the students were required to mention whetherglhsan behind their inability to express
themselves due to lack of vocabulary or they hdficgent vocabulary but they did not know
how to use words together (Q9); and whether otlmmiscombination (misuse) of words
would affect their oral proficiency level (Q10). i§lsection, also, investigates the effect of
other factors on oral proficiency: mother tongueiference (Q11), and French interference
as a Second Language (Q12). Finally, the studeats imtended to think about the use of two
words together and consider whether they facecditfy in using such combinations in oral or

written production. To better explain their are&slitficulty, a brief explanation is needed

(Q13).

Section four: The Role of Lexical Collocations

This section aims at investigating the importahe that lexical collocation, a
fundamental component of vocabulary, plays andsassg its impact on EFL students’ oral
proficiency. The students were intended to answelve questions. (Q14) investigates which
language system represents a difficulty for stusldahguage mastery. Also, we investigated
whether students knew or not that vocabulary laeki$ to major mistakes they made and not
always they made mistakes because they did not ignammatical rules (Q15). We wanted
to know how students think of the best way to leaycabulary (Q16). Then, we introduced to
them the term lexical collocation to know whetHeyt knew it or not (Q17); and in the case
that they knew such concept, we wanted to know kndrdhey get collocational knowledge
through structured or unstructured way of learr{i@@8). We also investigated whether they

were aware or not when they miscombined/miscolextatords, or they were aware but they
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were unable to correct the miscollocations, or thieyly did not care if words miscollocated
(Q19). We looked at the different factors behinel pinoblem of miscollocations: Arabic
interference (Q20), French interference (Q21), meal-synonyms (Q22). In an effort to avoid
such problem, we assessed the importance of lecatialcations and their impact upon
students’ oral proficiency (Q23), suggesting foptians ordered from strongly disagree to
strongly agree, and a neutral option for those n&ither disagree nor agree, do not know
was finally added if the participants had no ansavet were not aware of the necessity of
collocation awareness. To see whether studentgstadd the importance of lexical
collocations or not, we asked them if it is possilal teach lexical collocations as a separate
module (Q24). Finally, we gave them the chancecfwess their suggestions about the issue
in question (Q25).

3.4.2.Presentation and Analysis of the Students’ @stionnaire

For each questionnaire item, experimental and obgtoup students’ responses were

given respectively.

Section one: The Students’ Profile

Ql-Age: .cooivninnn.. years old
The experimental group The control group
Age/Years Number Percentage Number Percentage

18 01 04% 00 00%
19 13 52% 15 60%
20 04 16% 08 32%
21 03 12% 01 04%
22 03 12% 00 00%
23 00 00% 01 04%
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24 00 00% 00 00%
25 01 04% 00 00%
Total 25 100% 25 100%

Table 7: Students’ Age

This table displays the students’ age .1t is betwEgand 25 years. We notice that the
majority of students are 19 years old. In the expental group, the percentage is 52%; and in
the control group, it is 60%. 19 years old studevest to school in time (at a normal age: 6
years old) and never failed. The other age diffeesrcan be explained by a failure either in

the baccalaureate exam, more probably, or in amgr @chool year.

Q2- Sex:
a-Male
b-Female
The experimental group The control group
Gender Number Percentage Number Percentage
Male 02 08% 05 20%
Female 23 92% 20 80%
Total 25 100% 25 100%

Table 8: Students’ Gender

The results show that the female students outnuthlbanale students in both groups.
The female population represents 92% in the experiat group, and 80% in the control

group. Whereas, the male population represents@8%yin the experimental group, and only
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20%in the control group .Thus, the great majoritthe population under investigation is
female .This indicates that females tend to stitdydry branches in general, and English as a
foreign language in particular. Females are maexé@sted in studying English than males.
Maybe, for them learning a FL means they were diremod in English and want to be able
to speak it adequately .The low percentage of matksates that males are not really
attracted by studying a FL because most of the statients prefer to study scientific

branches.

Section two: Background knowledge

Q3- How long have you been studying English?

The experimental group The control group
Years Number Percentage Number Percentage
08 19 76% 23 92%
09 02 08% 02 08%
10 01 04% 00 00%
11 02 08% 00 00%
13 01 04% 00 00%
Total 25 100% 25 100%

Table 9: Student’s Experience in Learning English

It is significantly important to know about the féifences in years of experience
studying English .1t helps us know how long studdrdve been exposed to English , and it
can reveal differences in level between studetis ihdicated in table (9) above that most of
the subjects have been studying English for 8 y@arsordingly, there are 76% and 92% in
the experimental group and in the control groupeesvely .This is the traditional situation

in Algeria, in general, for students who startediging English in the first year at the middle
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school .Then, students who mentioned 9 years (886tim groups) and 10 years and 11 years
(4% and 8% respectively in the experimental gronly)chad, may be, repeated one year, two
years or three years respectively. In additiony d8b of the experimental group students who
have spent 13 years studying English. Maybe thakestt has studied English from the
primary school (# years AM). In general, the subjects of both geoage familiar with the
English language and have an acceptable Englidtgbamd. Therefore, these differences
among students’ experience in studying English laaveffect on students’ target language
proficiency and particularly on students’ Engliglalgroficiency. That is, the subjects who
have not faced academic failure are more profidiesuh those who have because these
subjects were good in all learnt modules. Also,shigjects who have faced academic failure,
maybe, did not succeed because they were not goattiér modules but not English, and

these years of exposure to English make them mofeient.

Q4- Is it your choice to study English?

a- Yes
b-No
Options The experimental group The control group
Number Percentage Number Percentage
Yes 22 88% 21 84%
No 03 12% 04 16%
Total 25 100% 25 100%

Table 10: Students’ Choice of English

Through their answers to this question, the mgjafitthe subjects in both groups
(88% and 84% ) personally chose to study Englighetniversity level and were not
oriented to study it .This means that they are vatdid . Accordingly, such motivation has a

positive effect on the process of language learmrggneral and on the improvement of
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students’ oral proficiency in particular .While 128fthe respondents in the experimental
group and 16% of the respondents in the contralgobd not choose to study English.
Maybe, they wanted to be directed to another foélstudy which requires a higher average

than theirs or English is a parental choice.

Q5- - Do you use a Dictionary?

a-Yes
b-No
Options The experimental group The control group
Number Percentage Number Percentage
Yes 21 84% 23 92%
No 04 16% 02 08%
Total 25 100% 25 100%

Table 11: Students’ Use of Dictionaries

84% of the subjects in the experimental group &% 8f the subjects in the control
group largely relied on dictionaries to learn EslgliThey preferred to use dictionaries to
check them for new words with new meanings or taficm their pronunciation .Thus,
despite the type of dictionary they relied on, stutd were unconsciously made aware of how
words go together .In order to understand whethaobstudents check English-English

dictionaries, we need to look at the results ofrteet question .

Q6- If yes, which dictionary do you use?

a- English-English dictionary

b- English-Arabic dictionary

c-English-French dictionary

d-All
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The experimental group The control group
Dictionaries | Number Percentage Number Percentage
English /English 10 35,71% 14 40%
English/French 03 10,71% 02 05,71%
English/Arabic 11 39,28% 15 42,86%
All 04 14,28% 04 11,43%
Total 28 100% 35 100%

Table 12: Students’ Reliance on Different Dictionaies

Concerning this question, we provided four optiortse overall number of answers is
more than 25 because there are some students Veotesemore than one option. The results
show that most students commonly checked Englisabi& dictionaries .However, there is a
slight difference between the experimental grough thie control one ( 39,28% and 42,86%
of the subjects in the experimental group and éencitntrol group respectively) . It seems that
these students either did not understand Englishawe depended upon Arabic equivalents

or confirmed their understanding through Arabicdaecond check.

To lesser extent, as the percentages reveal, @bant 40% of the students in both
groups checked English -English dictionaries .Tiniscates that students’ attention was
subconsciously directed toward lexical collocatibesause the majority of students relied on
Oxford Advanced Learners Dictionary and such diny is full of natural co-occurring of
words (respondents confessed their ownership sfdistionary through verbal contact) .In
other words, students’ check of English dictionsuealarge their lexicon and raise their
awareness towards the occurring of two words tagette. lexical collocations .This
unconscious awareness -raising has positive affestudents’ oral proficiency because they

think and perform in English .It is beneficial ftudents to check English dictionaries to get
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more information about the meanings and the caiéscaf a word rather than to get a clear

understanding of it through Arabic translation .

Then, low percentages represent that 14,28% ad@%il ,0f the students checked the
three different types of dictionaries; they useigtune of the three languages depending on
the checked words .They did not care about Enghishthey placed great emphasis on using
any language to understand. These students, maybeked English - English dictionary as a
first check but they did not understand anythinge, they checked English -French
dictionary as a second check because they havptabte French vocabulary reservoir and
understand French better than English. Finallyy tteecked English -Arabic dictionary to get
a clear understanding of the word’s meaning becthesedid not understand its meaning
through English explanations or French equivalenthey get closer to its meaning and

wanted to confirm this meaning through their motioaigue.

Students’ check of English -French dictionary tatkeslowest percentage in both
groups (10, 71%and 5, 71%respectively). This méaaitsonly few students preferred to
check English -French dictionary because they \@eceistomed to use French outside the
classroom due to the fact that the Algerian sodgetstrgely influenced by French, the
language of a previous colonizer .Those studestswaére good in French and understand

English through translating it into French.

Q7- How often do you use it?

a
b

Always

Sometimes

o
1

Rarely

d- Never
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Options The experimental group The control group
Number Percentage Number Percentage
Always 07 28% 04 16%
Sometimes 14 56% 16 64%
Rarely 00 00% 02 08%
Never 04 16% 03 12%
Total 25 100% 25 100%

Table 13: Students’ Self-Evaluation of Dictionarig Frequency

More than half of the respondents in both grouptedtthat they sometimes use a
dictionary. Some students, in both groups, alwagsit) but there is a difference between the
two groups. Accordingly ,28% of the students inélkperimental group and 16% of the
students in the control group confirmed their fregfuuse of a dictionary .No student in the
experimental group rarely use the dictionary , &Bi% of the students in the control group
rarely use it .Surprisingly , some students in lgpthups(16% and 12%) never check a
dictionary . This indicates that those studentsewst directed toward the dictionary use and
its effect on the learning process .They only depdon what was given to them by their
teachers, and they did no effort to perform Engimsbeneral, and to improve their oral
proficiency in particular. As discussed, the migyoof the students either sometimes or
always use a dictionary. This means that they fatijy checked a dictionary. Thus, students

depended on themselves to comprehend and prodgtistcappropriately.
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Section three: Students’ Oral Proficiency

Q8- How is your level in speaking?

a-Good

b- Medium

c- Bad

Options The experimental group The control group
Number Percentage Number Percentage

Good 03 12% 04 16%

Medium 20 80% 19 76%

Bad 02 08% 02 08%

Total 25 100% 25 100%

Table 14: Students’ Self -Evaluation of Their Spdang Level

As illustrated in table (14), the overwhelming miéjoof the students in both groups
(80% ,76%) evaluated their level of speaking Eghis being medium . 12% and 16% of the
students in both groups declared to be good speaké&mglish , and only 8% in both groups
thought that they are really bad and probably remede help .This self -evaluation shows to
what extent students were confident in their spagakbilities. Students’ level in speaking

may reflect their level of English oral proficienc§ince the majority of the students declared

that they were medium , they needed to be bodsteldeir teachers to improve their

speaking skills to reach a native-likeness andrabltess .Consequently , in order to improve

their students’ adequate acquisition of EnglisHiprency , teachers have to develop a

learning strategy aiming at adopting lexical co#lbon in classrooms , our desirable goal , or

any other .
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Q9 —In which case, you cannot express yourself freely?

a- When you cannot get the correct words.

b- When you know the words, but you combine themongly.

The experimental group The control group
Options
Number Percentage Number Percentage
Lack of correct words 07 28% 08 32%
Miscombination of 16 64% 15 60%
words
No answer 02 08% 02 08%
Total 25 100% 25 100%

Table 15: Students’ Difficulties in Expressing The Ideas

Students declared to have difficulties in expregdineir ideas. The majority of the
respondents (64% and 60% in the experimental gaodpcontrol one respectively) had a serious
difficulty with vocabulary in terms of how words moally go together. So students had enough
vocabulary, but they did not know how to use teiservoir because they were not taught how to

learn and to use the lexical items they once met.

28% and 32% of the students, in the experimentalgand control one respectively, affirmed
that they had difficulties to express themselvesabse they could not get the correct words to cpnve
their messages. Those students, also, were noedréiow to use and to retrieve the words they once
learned. Generally speaking , students who eitiekeld the words or miscombined them , they were
unable to speak English appropriately .8% in batugs represents those who did not answer .Those
students, may be, thought that they were goodaabulary and they could not express their ideastalu

grammatical faults ; or they did not know the reasbehind their inability to speak adequately yrhe
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were possibly shy to speak in class or were unabdi® their best to speak as fluently and profityeas

possible.

Q10- Do you think that miscollocation affects your opabficiency?

a-Yes
b-No
c-Don’'t know
The experimental group The control group
Total
Number Percentage Number Percentage
Yes 15 60% 16 64%
No 05 20% 05 20%
Don’t know 05 20% 04 16%
Total 25 100% 25 100%

Table 16: Collocations Impact on Students’ Oral Proficiency

More than half of the population in both group8%®©and 64% respectively) declared
that the occurring of two words together (or cadibens) had impact upon their oral
proficiency. This means that those students, thrdbgir answers, were made aware of the
importance of lexical collocation instruction. Theyderstood that if they knew how words
normally combined together in English, they woypeak it proficiently. 20% in both groups
confessed that collocations did not have impaatrahproficiency. Those students were
never directed towards the existing relationshigveen vocabulary and oral proficiency in
general and collocations and oral proficiency irtipalar. They could not understand
collocation effects on language proficiency, anderiaterestingly on oral proficiency
because they traditionally learned and still leagrthe importance and necessity of grammar

instruction. 20% in the experimental group and Ii6%he control group of the respondents
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did not know whether lexical collocations affecalgproficiency or no .Those students, may
be, were unfamiliar with such concept and evenutinoanswering this questionnaire
remained unaware of the necessity of the normalooorring of words. This is why they did
not decide and chose option ‘c’: Don’t know. Altlgbulow percentage represents those who
did not affirm the effect of collocations on orabficiency, it seems important to look at other

effects in the results of the next two questions.

Q11-Does Arabic affect your oral proficiency?

a-Yes
b-No
The experimental group The control group
Options Number Percentage Number Percentage
Yes 20 80% 18 2%
No 05 20% 07 28%
Total 25 100% 25 100%

Table 17: Arabic Impact on Students’ Oral Proficiency

An overwhelming majority in both groups, 80% and«i& the experimental group
and control one respectively, confirmed that theather tongue had great influence upon
their oral proficiency levels .Students, in a casmability to express their ideas through
English opted to use Arabic or they use some Arakpressions or some Arabic words. That
is because code switching or mixing is a commomph®non in the Algerian society. Even
if they used only English, maybe, they speak orbtms of word-for-word translation. In this
case students were interested in meaning and neglgw form. They did not care if words
were miscombined or wrongly combined because effietence of their mother tongue,

Arabic.
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Q12- Does French affect your oral proficiency?

a-Yes
b-No
The experimental group The control group
Options
Number Percentage Number Percentage
Yes 15 60% 15 60%
No 10 40% 10 40%
Total 25 100% 25 100%

Table 18: French Impact on Students’ Oral Proficieicy

More than half of the population in both groups 6@8¢lared that French as a second
language had impact on the way they speak Endhistm. Algerian context, most students
suffered from French interference because thisuagg is deeply integrated in their societal
dialect. 40% of the students in both groups stttatiFrench had no effect on their oral
proficiency. Those students, may be , used bothdRrand English perfectly and no language
intervenes in the learning process of the othaguage .Maybe , those students were good in
English and did not have sufficient knowledge iertah ; this is why simply they affirmed
that French did not intervene in the adequatem@uction of English language .
Consequently, French interference in the oral pcodn of English could not simply be
avoided especially that the two languages are Inokb-European languages. Teachers have
to pay attention to negative transfer and helpr thteidents speak English proficiently as far as

possible.
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Q13-Do you think the use of lexical collocations or trezurring of two words together is

more difficult in speaking than in writing? Explain

Besides two students in the experimental giamd three in the control one who did not
write any explanation, all the students agreedtti@tise of lexical collocations is more
difficult in speaking than in writing because thpught in writing they could jot down what
they wanted and corrected their mistakes. Wheneapeaking they had the words but they
could not match them appropriately because whagdgssary to them is how to express their
ideas and thoughts without paying attention tocibreect combination of words (due to the

limit of time) .We chose the following four expkiions provided by the respondents :

The Experimental Group

* In speaking the task of matching words togethepidifficult, if | want to speak |
give just isolated words which are intended, withemswering in complete
sentences.

* | haven’t time to think if words are correctly coméd.

The Control Group

» | think they are more difficult in speaking becauwsecannot speak if we do not
know which words will be combined together, andill ae asked to repeat what |
say. So, | prefer to be silent.

* | am free when | write. By contrast, when | speakam’t think if words go together

or no.

To sum up all the results evoked in this sectiom.can say that the majority of the
students frequently checked dictionaries to leaw words, and to understand well their

meanings to later use them in the production ofliEngentences. Also, most students

131



affirmed having an acceptable level of Englishral production (speaking). However, more
than 60% in both groups of the respondents conddsaeing difficulty in expressing their
ideas due to the fact that they wrongly combineddsoand consequently the occurring of
two words together or lexical collocations greatijuence their oral proficiency. In addition,
their mother tongue (Arabic) and the second lang{&gench) have effect on their oral
proficiency. Besides these two factors, the corceatbination of words greatly affected their
way of speaking as it is assured by the respondéhtss, students need to be made aware of
the natural co-occurring of words and its impacbaoal proficiency. This is what we look at

in the analysis of next section.
Section four: The Role of Lexical Collocations

Q14-In your opinion, which of the following is the matifficult?

a- Grammar

b- Vocabulary

c- Both

The experimental group The control group

Options

Number Percentage Number Percentage

Grammar 04 16% 03 12%
Vocabulary 11 44% 16 64%
Both 10 40% 06 24%
Total 25 100% 25 100%

Table 19: Students’ Difficulties in Learning Englsh

Concerning the control group, the majority of tesgondents 64% confirmed that

vocabulary is considered the most difficult compuraef English language. Then, 24% of the

students declared that both grammar and vocabatargonsidered difficult. Only 12%
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represents those students who had a difficultganriing English because of grammar.
Whereas, through the answers of the experimentalgstudents, that are identical to the
ones given by the respondents of the control grthghigh percentage concerns the option of
vocabulary (44%). Approximately, a similar perceyetdo the one of the second option:
vocabulary, with a slight difference, concernsttiied option: both grammar and vocabulary.
Thus, 40% of the students confirmed having a difficin grammar as well as in vocabulary.

The lowest percentage 16% concerns the first optiammar.

The majority of the students declared to havedliffy in vocabulary. Those students
seemed aware of the importance of vocabulary bediesmeaning of messages conveyed is
understood through lexis not through grammar .Maythose students did not have sufficient
vocabulary reservoir because of lack of readindigtening to the target language . Grammar
and vocabulary as a source of difficulty represémise students who cannot master the
grammatical rules they learned and simultaneolrdy have not enough lexis to express their
ideas. The low percentages represent, may be, shodents who thought that they could get
the expressive words, but they were only unabbgpay the grammatical rules. In order to
deepen our understanding of students’ difficulirekearning English, we need to look at the

explanations provided by the respondents’ answers.

Q15 -Whatever your answer, please explain.

All the students in both groups provided differprstifications. We presented the

following answers that are randomly selected:
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The Experimental Group

Grammar

* Grammar is a bit complex. Comprehension of rulesassy but the practice is not easy
such as in exams .So, | haven't enough knowledggashmar to write or speak

correctly.

e |tis so hard to link all the elements of the santeand check their order and

meanings.

Vocabulary

* According to me, vocabulary is the most difficuldause grammar is based only on
grammatical rules, but concerning vocabulary weughbave a rich vocabulary and

rely on English-English dictionary .But | don’t udetionaries.

* | have the ideas but | am not self-confident totkeyn .| am usually afraid to make
mistakes because | don’t know if | can use my vataty correctly .| can’t make a

good sentence with my own vocabulary. Also | capi&ak very goad

Both

* Both grammar and vocabulary are difficult. It igpdadable, sometimes | haven’t the

words, and in other cases | don’t know the rules.

The Control Group

Grammar

» | always ignore the rules.
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» Grammar is so difficult because there are a loules and the application of a group
of rules is easy at classrooms, but after a lang tvith the addition of other rules, it

is a mixture of all ideas.

Vocabulary

Grammar is just rules and they are easy, but witliocabulary we cannot apply
them.

* | am not proficient. | don’t know how to form sentes, although | know the rules. |
must know more words because my biggest problaheisise of words to make

sentences.

Both

* | haven’t enough previous knowledge. The new wargsdifficult, | can’t remember
them and | do not know how to combine them. Alsamlweak in applying the rules

of grammar.

Q16-Do you think new words can be better learned thinoug

a- Lists of isolated words

b- Combination of words

The experimental grouy The control group
Options
Number Percentage Number Percentage
Lists of isolated 04 16% 07 28%
words
Combination of 18 2% 17 68%
words
No answer 03 12% 01 04%
Total 25 100% 25 100%

Table 20: Students’ Manners of Learning the Newlyntroduced Vocabulary
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The majority of the respondents in both groups (‘&fb 68%) declared that they can
better learn the newly-introduced vocabulary thtoagmbination of words than exhaustive
list of isolated words. Whereas, 16% in the experntal group and 28% in the control group
represent those who had a reverse view. Thoserggitt®ught that the effective way to learn
new vocabulary is through remembering isolated womiay be, once memorized them in
lists .Most students can remember and retrievadwdy- introduced vocabulary through
combination of words. Those students , may be, remdathat they better learn vocabulary
through reading or listening because through streltegly they know how the English words
used in the context, and they can remember theBmglish words co-occur. Only, 12%
(three students) in the experimental group anddé §tudent ) in the control group
remained undecided . Those few students, maybe, bagt in vocabulary, this is why they

could not decide which strategy is the best tonleewly-introduced vocabulary.

Q17-Concerning word combinations, do you know whatamtions are?

a-Yes
b-No
The experimental group The control group
Options
Number Percentage Number Percentage

Yes 03 12% 02 08%

No 22 88% 23 92%

Total 25 100% 25 100

Table 21: Students’ Knowledge of Collocations
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An overwhelming majority of the respondents did kiwdw collocations, 88% in the

experimental group and 92% in the control groupy@mree students (12%) in the

experimental group and two students (08%) in th@robgroup who did.

Q18- If yes, from where you know?

a-Classroom

b-Outside

-For b, please specify the source

The experimental group

The control group

Options
Number Percentage Number Percentage
Classroom 01 33,33% 00 00%
Outside 02 66,66% 02 100%
Total 03 100% 02 100%

Table 22: Students’ Source of Collocation Knowledg

Those students who indicated option ‘a’ were askespecify the source they checked

to know collocations. One student in the experirakegitoup confessed that his/her source of

knowledge is school. The two remaining studenesaich group know collocations outside the

school. The student of the experimental group dttitat they had an excellent teacher in the

secondary school because the best teacher teheme®verything in a good way. S/he also

added , last year, our teacher of oral expresgiokesabout collocation. Concerning the

other four students, two of the experimental grang@ two of the control group, whose

knowledge of collocations was other source ratitamn classroom , all of them mentioned

books , internet .
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Q19-Do you think that you have problems in combiningres that normally go together

because:

a-You miscombine them and you do not know.

b-You know, but you cannot correct the miscombargmiscollocation).

c-You do not bother if words are miscombined.

d-Others, please specify

The experimental group The control group
Options
Number Percentage Number Percentage
A 05 20% 09 36%
B 15 60% 14 58
C 05 20% 02 08%
Total 25 100% 25 100%

Table 23: Students’ Problems in Combining Vérds

The majority of the respondents in the experimegutalip ( 60%) wrongly combined
words and they did not know how to correct the wliscations . 20% they did not know if
they miscollocated words. A similar percentagehef previous one represents option ‘c’, this
means that those respondents they did not caneyfrhiscollocated words. What is necessary
for them is to express their ideas without payitigrdaion to the way words combined
together. Whereas, in the control group 56% revalse students who miscollocated words
and could not get the correct collocations. 36%hefstudents miscollocated words and did
not know that they faced such problem. Only 8%hefdtudents did not bother whether or not
words are miscombined. Through these results, staddould understand that it is important
to know how words are normally combined in Englishaddition, their teachers have to
direct their attention towards the miscollocatiansl train them how to correct such

miscombinations to speak English adequately.rbisonly necessary to master the
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grammatical rules, but also to know how words codotogether in order to help students

gain a native-like proficiency.

Q20 —Do you put English words together the way you déiabic?

a-Yes
b-No
The experimental group The control group
Options
Number Percentage Number Percentage
Yes 12 48% 11 44%
No 13 52% 14 56%
Total 25 100% 25 100%

Table 24: Students’ Transfer of Arabic Collocatiors

This question aims to measure Arabic interferemzkis impact on English
collocations use. More than half of the populatioboth groups (52% and 56% ) declared
that they did not combine English words togethethay did in Arabic combinations . This
means they did not simply replace English collaraiwith Arabic equivalents. Nevertheless,
we cannot underestimate the other percentagesa#8%44% which reveal respondents’
answers in the experimental group and in the cbgtoup respectively. Those students
confessed to rely on their mother tongue in orderombine English words together. Arabic
interference in those students’ oral productionlobameither a negative factor which leads to
miscollocations or a positive factor which leadsitgeptable collocations in the case of
positive interference. Teachers have to know ireade whether or not their students wrongly
combined English words because of Arabic interfeeeifeachers also have to provide their

students with English collocations and their Aradmiivalents or vice versa.
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Q21-Do you put English words together using false filih

a-Yes
b-No
The experimental group The control group
Options Number Percentage Number Percentagp
Yes 14 56% 15 64%
No 11 44% 09 36%
Total 25 100% 25 100%

Table 25: Students’ Appreciation of Their Use of Blse Friends

This question aims to measure a second factor eatirdents’ miscollocations , that
of French interference and more precisely the oa$ase friends . Concerning the
experimental group, 56% reveals those studentsmiboollocated English words because of
wrong use of false friends; and 44% reveals thdse ad not face such problem.
Whereas, in the control group, most students (6#%gollocated English words because
they did not know how to adequately discriminatd age false friends. 36% indicates those
students who had no difficulty with false friendi4ost students in both groups could not
understand how they could get rid of such problecahbse they were not directed towards
English- French false friends and their effectloaway they speak English. Simply, students
never learned any strategy that will help themrdamglish vocabulary effectively. In
addition, their teachers did not provide them wiith meanings and the uses of false friends to
be able to distinguish between positive and negdtansfer from French into English. Most
interestingly, although false friends are approxehaspelt similarly in English as well as in
French, they do not mean the same thing in botipuages. Additionally, Students have to
know that each language has its own collocatiomee@hey were made aware of such fact,

their speeches would sound natural.
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Q22 -When two words are synonymous, do you combine thémthe same set of words?

a-Yes
b-No
The experimental group The control group
Options
Number Percentage Number Percentags
Yes 01 04% 02 08%
No 24 96% 23 92%
Total 25 100% 25 100%

Table 26: Students’ Appreciation of Their Use oNear-Synonyms in Relation to
Collocations

Most students in both groups claimed that theyngidmiscollocate English words
because of near synonyms. Only a student (4% ®xiperimental group and only two
students ( 8% ) in the control group declared tih@y miscollocated English words because
of near —synonyms. Unlike Arabic and French, nsgmenyms did not affect students’ use of
lexical collocations in particular, and the wayyttspeak English in general. May be, students
consciously knew that they negatively translatéldegiArabic or French collocations into
English ones. Yet, they subconsciously collocatembsyms with the same set of collocates
and they did not know that their language wouldubieof miscollocations and sound
unnatural. Later on ,through in-depth analysishefriespondents’ collocational test and oral
test, we prove whether they face the difficultynacollocation in relation to near -

synonyms or not .
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Q23--Do you agree that teachers should make studerasieanf lexical collocations to help

them speak English proficiently?

a-Strongly disagree

b-Somehow disagree

c-Strongly agree

d- Somehow agree

e-Neither disagree nor agree(neut

f-Don’t know
Options The experimental group The control group
Number Percentage Number Percenta
16 64% 18 72%
Strongly agree
Somehow agree 05 20% 03 12%
Strongly disagree 00 00% 00 00%
Somehow disagree 01 04% 01 04%
Neither agree nor 01 04% 01 04%
disagree
Don’t know 02 08% 02 08%
Total 25 100% 25 100%

Table 27: Students’ Attitudes towards Consciousnes-Raising of Lexical Collocation to

Develop Students’ Oral Proficiency

The majority of students in both groups (64% an® jXtrongly agree with the above

mentioned proposition ; and 20% ,12%in the expemtadegroup and the control one
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respectively somehow agree with it . This resulblies that the respondents display a self-

awareness to improve their oral proficiency leved & sound natural as native speakers as
far as possible. However, none in the two groupmgty disagree. Only a students in every
group ( 4% ) somehow disagree and 4% ( only orgesitu) in every group remains neutral .

two students ( 8% ) in both groups chose the option’t know'.

Q24-1s it necessary to teach collocations as a separadiele?

a-Yes

b-No

c- Don’t know

The experimental group The control group
Options Number Percentage Number Percentage
Yes 13 52% 15 60%
03 12% 05 20%
No
Don’t know 09 36% 05 20%
Total 25 100% 25 100%

Table 28: Students’ Attitudes towards Teaching Cobications as a Separate Module

More than half of the population in both groupsesgwith the claim that it is
necessary to teach collocations as a separate enp8aPb and 60% respectively ) . Whereas,
12% in the experimental group and 20% in the cdgmaup denote those students who
disagree with that claim. In addition , 36% in theperimental group and 20% in the control
group did not know which decision to make . Thsselents who chose option “a” were
made aware of the necessity of lexical collocatimnse taught as a separate module. They
wanted to be more exposed to such lexical comlinatio improve their oral proficiency

level in particular and their English language miehcy in general. Simply put, they wanted
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to realize their ultimate objective as foreign laage learners that of mastering an acceptable
level of English and sounding natural. Then, thgtseents who chose option “b”, although
they were few, were not made aware of lexical @altmn importance. Or they were directed
towards the importance of lexical collocation teaghand thought that there is no need to
create a new module. Finally, those students wiseloption “c” had no idea whether or not

it is necessary to teach lexical collocations sa&edy from other modules.

Q254f you want to make suggestions or comments, pleae in the space below.

All the students asserted that they need a helppoove their oral proficiency,

making valuable suggestions. We choose five frooh ggoup.

The Experimental Group

* ltis very difficult to combine words together appriately

* English is international language, we need to |&ai®o we should learn collocations
which are important in speaking and writing.

* | want to do more hours for vocabulary.

* | want to be better in English. | will accept angthto help me.

* |ldon’t mind if we will have another module. We leal3 but no one learn as how to

speak correctly and how to gain more vocabulary.

The Control Group

* | want more activities that let me speak freelg aorrectly.
* We know no gain without pain. So, to speak Engtisficiently, we have to make
extra efforts. We need to know more words and Hoay fare used together to enrich

our vocabulary.
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» | think that all the teachers of all the modulesidtl teach students lexical
collocations to improve their language and helprtite talk and use English correctly
and fluently.

* We must be taught the correct way of combining wdodspeak English using correct
and simple sentences.

* | emphasize on teaching collocations as a separatielle to help us and other

students speak proficiently and therefore writerexity.

To conclude this section, we reported that tlagonity of the respondents assured that
they found vocabulary difficult to be learned arsgdi easily. Thus, students believed that an
effective strategy to learn vocabulary is usingdgn combinations. Yet, most students were
not familiar with the concept of collocation (88%da92% in both groups respectively), only
few students knew it outside their classes .Howehery tended to express their ideas without
paying attention to the way words naturally comtibecause the majority of the students
declared that they are unable to correct their ofiscations or they do not know at all that
they miscollocate words. Besides students’ ignagaridhe natural co-occurring of words and
its impact on their oral proficiency, there areastfactors affecting students’ use of
collocations. These factors are caused by studenésference of Arabic , their mother
tongue , or French as a second language .Wheresslts disproved the third factor that of
near -synonyms .Nevertheless , the majority ofestiglin both groups were made aware of
the necessity of actively raising collocation awess and its impact on oral proficiency .

They agreed that lexical collocations have to bgléaas a separate module.

3.4.3.General Summary and Synthesis

From the analysis and different interpretationthefstudents’ answers to the

guestionnaire, we can say that the group undestigagion is composed of 50 EFL first year
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students at the university of Guelma for the aoad year 2010- 2011 , in which 08% and
20% are males and 92% and 80% are females irxghegimental group and the control one
respectively . The majority of students in bothug® showed homogeneity among them.
Thus , it may be claimed that the two groups wergwalent and that age , motivation ,
language previous knowledge, and speaking levstexiwith equal quantities in both the
experimental and the control groups .Thereforestmple under scrutiny could be said to be

representative of the population .

Also, the reported results show that studentsddieavily on bilingual dictionaries as
a learning strategy to foster their mastering oflish language. Most students relied on the
three dominant languages which are used with diffefrequencies. Thus, the majority of the
students were frequently used to rely on Arabia asother tongue, French as a second
language, and English as a foreign language. Ta®fuhese three languages in the Algerian
society affects students’ foreign language proficiein general, and oral proficiency in
particular. Interestingly , students tended tokkand mentally constructed sentences in their
mother tongue or French and translated the serdemmel -for-word into English ,
sometimes , rendering the sentences meaningleasseeevery language has it specific
collocational range . It is important that teactmrle their students in choosing the right

dictionary and teach them the effective way of gsin

Less than half of the respondents in both group$essed their inability to find the
words needed to express themselves. This meanthéyafiaced the most frustrating
experience in speaking. Whereas, 60% and 64% iaxperimental group and the control
group respectively represent those students whe wmgible to express their ideas and
opinions because they wrongly combined the Englistds. Such miscombination or not
using the right collocates results in communicabogakdown .Teachers, therefore, need to

develop students’ proficiency with word combinasan order to enhance their oral
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proficiency. Significantly, students’ oral proficiey is affected by miscombination of words

or miscollocation, mother tongue interference alt ageFrench interference .

In addition, a high number of students pointedtbat vocabulary caused a great
difficulty to speak proficiently. Of course, theckaof needed vocabulary is the most common
cause of students’ inability to say what they waihiis showed that students realized that they
need to acquire good vocabulary knowledge to esgresr opinions and ideas effectively. It
is futile for students to rely on a long list of mis and be unable to combine them correctly.
Good vocabulary knowledge ensures students’ effectse of collocations and therefore
helps them speak proficiently, based on the knogdeahd ideas they have gained through
target language exposure. However, most studetstingroups assured their unfamiliarity
with collocation. Through verbal contact, they sthdt they never heard such concept, except

five students who did know it as revealed in treuts (Q17).

Among the factors that students identified as sesiaf their miscollocations,
insufficient knowledge of lexical collocations, mgance of the fact that miscollocation is a
mistake that should be corrected, and low self-amess towards such lexical combinations.
This shows that a negative relationship exists betwfactors affecting collocation use and
students’ oral proficiency. This, in turn, meanattimiscollocation is a cause of proficiency
lack and unnatural speaking. An overwhelming majasf the students declared that Arabic
as well as French lead to miscollocation . It falilt for most students to find the right
collocates of a word because of the differencesdmt Arabic and English. Moreover,
French is deeply integrated in the Algerian dialdds taught as a second language in
Algerian primary schools right up to universitibsit most EFL students were not directed
toward false friends and their uses within eaclglage. Surprisingly, few students declared

that they miscollocated words in the case of ngarenyms.
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Students, through their answers, showed a sowafeness towards their willingness
to improve their oral proficiency levels. Conseqigrthey were ready to enhance their
speaking levels and eager to be trained on coltotatvareness-raising to correctly govern
their language use in general and to develop oddigency in particular. Simply put,
students were made aware of their need to actigaly collocations to improve their oral
proficiency. They particularly wanted to study leadi collocations as a separate module in
order to develop the collocational competence neéal@nprove their way of speaking. As a
result, students need to be structured and tramprbducing acceptable lexical collocations
in the proper context. Consequently, the more théest is capable of orally producing the
correct collocations, the fewer hesitations or pawend the fewer miscollocations he makes
in long chunks and therefore the more proficiertt ammpetent in the foreign language he

becomes.

3.5. Teachers’ Questionnaire

3.5.1. Description

The teachers’ questionnaire was handed to twengy(@h) first year teachers of
English in the department of English at the Uniitgrsf Guelma, for the academic year
1010-2011. It is headed by a small introductionl&xing to the teachers that it is a part of a
research work that investigates the significandexital collocation awareness-raising to
help students develop oral proficiency (see appeldilt includes 25 questions that are

organized into 3 sections as follows:

Section one: Teachers’ Background Information

This opening section seeks information about thehers’ qualifications (Q1), their

situation (Q2), and years of teaching experiendckatniversity (Q3).

148



Section two: Teachers’ Attitudes towards StudentsOral Proficiency

This section aims at investigating teachers’ ategitowards the students’ oral
proficiency. Thus, according to them, the profitistudent is the one who answers directly
using well-pronounced words in isolation or comhimaof words (Q4). Accordingly, we
shed light on the two skills consisting oral pradiccy by questioning teachers about the best
way to make students listen interestingly (Q5); ahdut their students’ difficulties to orally
express their ideas (Q6).This question represaetseasons behind students’ inability to
express themselves in terms of word combinatiohi& 3ection also aims at determining
factors teachers think are responsible for miscaatimn of English words in order to draw
students’ attention to miscollocation (Q7). Thep8) assesses teacher’s role as a controller of
errors to help students speak proficiently. Coniogrthis question, we investigated teachers’
feedback of grammatical versus collocational errbtsthermore, to assess teachers’ views
about collocations as a part of vocabulary, we toresd them about the best teaching
instruction to be followed, either it is grammastiuction or vocabulary instruction, in order
to help students improve their oral proficiency [®®nce, an endeavour intended to lead to a
shift of interest in teachers’ minds towards vodabuteaching in general and collocations

teaching in particular is looked at in next section

Section three: Teachers’ Attitudes towards the Rolef Lexical Collocations

This section is designed to deal with teachers sialout teaching vocabulary
separately (Q10), about the best way to teach newlgduced vocabulary (Q11), and about
the teachers’ reasons associated with these tepphocedures (Q12).Then, proceeding to
teaching collocations, we indirectly asked teackdreh language feature they draw
students’ attention to, suggesting options (QL3J, drectly questioning them if they

encourage their students combine words correctigjQAdditionally, to investigate their
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familiarity with factors leading to miscollocatiotgachers were asked to tick the appropriate
answers (Q15). To avoid such problem, teachers asked whether they thought that lexical
collocations are helpful or not (Q16), providingwish their own justifications (Q17).
Concerning the significance of teaching lexicalawdtions, (Q18) aims at gathering
information about teachers’ views about conscioss#iaising through noticing. In a case of
making students notice lexical collocations, teaslmad to mention sources they relied on to
make students notice these combinations (Q19).Veketeachers who did not use such
strategy in their lectures stated their reasonsddidoing so (Q20). Moreover, provided with
list, teachers were asked about the best way ttievetlexical collocations (Q21). We
investigated whether or not teachers were awatieeonecessity of lexical collocation
awareness -raising to help students improve thalrproficiency (Q22), and of the necessity
to teach collocations as a separate module (Q2Z&xHers then explained their willingness or
unwillingness to separately teach lexical collomasi (Q24). In the last question (Q25),
teachers were asked to give their suggestionseaftact of collocation consciousness-

raising on students’ oral proficiency.

3.5.2. Presentation and Analysis of Teachers’ Quéshnaire

Section one: Teachers’ Background

Q1- specify your qualification, please?

a-Licence / B.A

b-Magister / M.A

c-Doctorat / Ph.[
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Quialifications Number of teachers Percentage
a -license (BA) 07 33,33%
b- Magistere (MA) 12 57,14%
c- Doctorat(Ph .D) 02 09,53%
Total 21 100%

Table 29 : Teachers’ Qualifications

More than half of the respondents (57, 14%) hacgister degree in English
language studies. 33,33% represents those whadeadé¢ degree ( bachelor of arts ) . Only
two teachers (09, 53%) had doctorat degree. Weethiat most teachers have finished their
further studies .This means that they tended tuadified teachers who could deal with
students’ achievements and particularly studentd’ groficiency. However, we cannot
neglect those teachers (33,33%) who had only acksimeg their licence degree . Maybe,

those teachers were unable to introduce new tegbsiip the learning / teaching process to

improve their students’ language proficiency.

Q2-You work at the Department of English as:

a- Part-time teachd

b-permanent teach

Situation Number of teachers Percentage
A 11 52,38%
B 10 47,62%
Total 21 100%

Table30: Teachers’ Teaching Situation at the Univesity
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Results show that approximately half of the responsl (52,38%) worked as part —
time teachers .Those teachers did not devotetih@ronly to the university .Slightly lower
than the previous percentage , 47,62% of the resgpus replied that they worked as full-
time teachers . They devoted all their time to heag at the university and devoted their

efforts to improve their student’s proficiency.

Q3- How long have you been teaching English at thearsity? (please specify the number

of years)

Years of teaching experiende ~ Number of teachers Percentage
3 Years 04 19,04%
4 Years 02 09,52%
6 Years 05 23,81%
7 Years 01 4,76%
10 Years 02 09,52%
11 Years 02 09,52%
15 Years 02 09,52%
26 Years 03 14,29%

Total 21 100%

Table31: Teachers’ years of Teaching Experience

As it is shown in table (31), all the teachers gato be experienced in teaching
English at the university level. Their teaching es@nce varies between 3 years to 26 years.
19,04% and 09,52% represent those teachers wha teaathing experience of 3 years and 4
years respectively. This means that they arergtilice in teaching English at the university.

The highest percentage (23,81%) represents teashdrs who had 6 years teaching
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experience . Only one teacher (04,76%) had 7 yeaching experience . Both percentages
represent that the respondents had a considergideience in teaching English. 09,52%
represents those teachers who had 10 years expeaed similarly 11 years experience . An
identical percentage that of 09, 52% representseti@achers who had 15 years experience .
Finally, 14, 25 % represents those teachers wh@Baakars teaching experience . In general,
we can say that 15 respondents were experiencedficidnt teachers in the field; and 6

teachers whose experience between 3 and 4 yeagsnareice teachers.

To sum up this section, we can say that most teadtael magister degree and were
experienced in teaching English at the univergtel. More than half of the population

worked as part —time teachers.
Section two: Teachers’ Attitudes towards studentsOral Proficiency
Q4- As a teacher, the student who speaks Englishgoeafly is:

a-the one who uses well-pronounced words in igslal ]
b- the one who uses words together
c-both

d-Others, please specify

UL

e- Don’'t know

Choices Number of teachers Percentage
A 10 47,62%
B 05 23,81 %
C 02 09,52%
D 04 19,05 %
Total 21 100%

Table32: Teachers’ Evaluation of the Proficient Stdent
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The results revealed by this table demonstratentiogt teachers (47,62 %) confirmed
that the student who speaks English proficientihhesone who uses well -pronounced words
in isolation. This means that those teachers diknow what proficiency really means.
According to them, proficiency is equivalent to gqmonunciation even if the students were
unable to express their ideas in meaningful seeter@f the total respondents, 23,81%
reported that the student who uses words togeshmansidered as proficient speaker . The
interpretation we can make from this result is iraficiency means knowledge of how
words naturally combined together. Therefore, oheotto provide the students with the

opportunity of being proficient F L speakers, tispuld acquire collocational knowledge.

Of the total respondents, 19,05 % preferred to esigipe following meanings of a proficient

student:

-The one who speaks correct English in a fluent.way

-The one who uses the right grammatical structangsuses words together. In other words,

the one who can convey messages without makingkest

-The one who can express his ideas easily andylear

-The one who expresses his ideas even with mistake.

The teachers, through these answers, hold direwgews and did not know that
language proficiency is a multifaceted concept.dLege proficiency in general and oral
proficiency in particular is composed of all theoab mentioned definitions, plus the
definitions mentioned in the first two options (fa) .Furthermore, only two teachers (
09,52% ) reported that the proficient studenhesdne who uses well -pronounced words and
knows how to use words together . This indicatas tiiese two teachers knew that

proficiency does not mean only good pronunciationabso correct word combinations.
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Unlike the majority of the teachers, these two lveas assured that proficiency is far from
good pronunciation alone because without expreghbigig opinions and ideas, the students
were not proficient even though they pronouncedligngvords well. To further deepen our
understanding of teachers’ attitudes towards th@ei®f oral proficiency, we look at the

results of next question.

Q5- Students listen interestingly when:

a-the speech is correctly chunked

b- the speech is natural and fast, without payttenson to chunking

c- Others, please specify

Choices Number of teachers Percentage
A 07 33,33%
B 14 66,67%
C 00 00%
Total 21 100%

Table33: Teachers’ Views of the Best Speech to béa@sen for Listening

The majority of the respondents (66, 67%) prefethedr students to be exposed to
natural and fast speech rather than correctly abdiskbeech. Those teachers, maybe, were
accustomed to pay attention only to the topic preskin the tape. Additionally, they thought
that students should listen to natural languagglecéng the way this language is presented
and its effect on students’ perception and productAs it is shown, most teachers ignored
that when the speech is correctly chunked, theestisccan listen intentionally to what they
heard. Also, these teachers should be aware ttratgh listening to fast speech, students may
lose concentration, and may become uninterestdidtbping to unclear speech. Without

knowledge of chunking, students are unable to gitaspanguage as it is used by its native
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speakers. Therefore, they are unable to link coatimn of words correctly, making sentences

sound unnatural.

Q6- Do you think your students cannot express theiasdecause:

a-they cannot get the correct words?

b-they have the words, but they combine them wrghgl|

Options Number of teachers Percentage
A 13 61,91%
B 08 38,09
Total 21 100%

Table34: Teachers’ Views of Students’ Difficulty inExpressing their Ideas

The results clearly show teachers’ attitudes towatddents’ failure to express
themselves. 61, 91% of the teachers affirmed tiiaiesits could not express their ideas
because they were unable to combine words togetide 38,09% of the teachers reported
that students lacked vocabulary knowledge to espiesr ideas . These results are in
accordance with the students’ results of Q9. Hesitglents faced great difficulty that of
inability to express their thoughts and opinionsaaese they did not know how words
naturally occurred together. This means that teadh&ve to place great emphasis on
vocabulary teaching and not only on grammar teachimerestingly, they have to direct their
students’ attention towards the natural co-occgrahwords in order to give their students an
opportunity to clearly express themselves. Lexaodiiocations can be used not only to help

students manage lexis but also to communicate eas effectively. This, in turn, improves
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students’ oral achievements. To better understaachers’ intervention, we need to look at

the results of next question.

Q7--How do you deal with students who miscombine wavtlen they speak?

a-You supply them with the correct collocatg

b-Ask them to pay attention

c-Do not bother

d- Others,please specify

Options Number of teachers Percentage
A 05 23,81%
B 06 28,57%
C 00 00%
D 02 09,52%
a+b 08 38,10 %
Total 21 100%

Table35: Teachers’ Attitudes towards Students’ Misollocations

The majority of the teachers (33, 10%) replied thlaén students miscombined words
, they supplied them with the correct collocated asked them to pay attention. 28,57%
asked their students to pay attention to the waylsvare used together in order to get rid of
these miscobinations; while23, 81% of the respotsdeinectly supplied their students with
the correct collocates, without making them awdrh® miscollocations they had . Only two
teachers (09, 52%) provided us with other optionavioid miscollocations . The first teacher
said that it depends on the seriousness of thisambination .The second suggested that
teachers should let their students free to paraghsdnat they want to say until they are

satisfied. Fortunately, no one did not bother (00%is means that all the teachers were
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aware of the necessity to make their students aefarescollocations and help them get rid
of these collocational errors. But, the way of magkstudents aware of miscollocations and

attracting their attention towards these miscolliore vary from one teacher to another.

Q8- Which of the students’ errors must be correcteaelp them speak proficiently?

a-grammatical errors

b-collocational errors (miscombination

of English words)

c-both
Options Numbers of teachers Percentage
A 16 76,20 %
B 01 04,76%
C 04 19,04%
Total 21 100%

Table36: Teachers’ Feedback of StudentsGrammatical versus Collocational Errors

When asked about students’ errors that had to veated to help them speak
adequately, 76,20% of the respondents chose tinenga#ical errors , 19,04% of the teachers
chose both grammatical and collocational errorsd,@anly one teacher ( 04,76% ) opted for
collocational errors to be given emphasis and beected . Hence, the majority of the
teachers gave great importance to grammaticalseam neglected collocational ones. Those
teachers followed the traditional way of teachingttof grammar instruction in order to help
students avoid errors in their speeches and theréfgdp them be proficient users of the
language. Additionally, those teachers neglectatiabequate stock of vocabulary, even with
a minimum number of grammatical structures, oftelpsithe students more .Therefore ,

teachers had to adopt in their classes not oniypigrar instruction but also vocabulary
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instruction in general and collocation instructiomparticular .Significantly, collocations are
considered as an integral part of learning a forédgguage and they must be corrected if

wrongly combined because they pave the way to camication .

However, the results of this question disconfirm tesults of (Q7). This paradox can
be explained by teachers’ ignorance of how to datl vocabulary instruction in general and
collocation instruction in particular. In additiaie teachers, maybe, asked their students to
pay attention to collocational errors, but theyeresorrected such errors because they were
accustomed to correct grammatical errors. Sincéethehers knew that they had to supply
their students with the correct collocates, throtighr answers to Q7, they chose option “a”.
This can be explained by the divergence betweahéza’ beliefs and their practices. If they
did not do so, this indicates that they let thaidents grasp the language wrongly without

any monitoring. We better deepen our understanitirayigh the analysis of next question.

Q9- Do you think that students ‘oral proficiency candeveloped through:

a-teaching Grammar

b- teaching Vocabulary

c- both

d-others, please specify

Options Number of teachers Percentage
a 00 00%
b 02 09,52%
c 16 76,20 %
d 03 14,28%
Total 21 100%

Table37: Teachers’ Views of ImprovingStudents’ Oral Proficiency
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This question seeks to indicate whether teachers aware or not of the importance
of shifting teaching instruction from grammar ingtion to vocabulary instruction in order to
help students develop oral proficiency. Most teeslfé6, 20%) preferred teaching grammar
combined with teaching vocabulary to help studeetgelop oral proficiency. This means that
those teachers knew that grammar and vocabulamgxaremely important for language
acquisition. Thus, teaching grammar is not memiogia set of rules but a skill to be
mastered. This skill combined with the skill of hay sufficient vocabulary help the learners
acquire the target language as far as possibleh&eashould not rely on a distinction
between grammar and vocabulary, but provide comorecbetween the two. 09, 52% of the
respondents stated that students’ oral profici@acybe developed through teaching
vocabulary. These two teachers believed that vdaapis vital for better oral achievements
because meaning is conveyed through lexis not ¢frguammar. So, building a vocabulary
that is adequate to the needs of students’ sgliression has to be a personal goal for every
teacher seeking to improve students’ oral proficyenNo one chose option “a”: teaching
grammar because most Algerian teachers theorgtiwalle provided by new approaches and
removed from the traditional way of teaching thiagj@mmar-oriented teaching. The
remaining three teachers (14, 28%) suggested otgs to help students develop oral
proficiency . The first teacher reported that nategpgrammar, not pure lexis, but teaching
correctly the relevant strategies and raise stsdmnareness about how they should be
practised and chosen. Then, another teacher sgidahjust by teaching grammar and
vocabulary but also listening to native languadee third teacher spoke about more practice

of oral activities, without mentioning the coretbése practices.

To summarize the results discussed in this seaiergan say that most teachers ( 52,
38% ) considered the development of students’mnaliciency as a matter of mastering good

pronunciation of English words even if these wokgse used in isolation . Slightly lower
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than a quarter of the respondents reported thaedfecient student is the one who uses words
together as they occurred naturally. When quedti@i®ut the listening skill as a component
of oral proficiency, the majority of teachers afied that students had to listen to natural and
fast speech, neglecting chunking .Concerning spgakihe majority of the respondents
confirmed that their students could not express ttleas because they wrongly combined
words. The teachers added that in order to helpests avoid miscombinations or
miscollocations of English words, they supplied shedents with the correct collocates and
asked them to pay attention to this kind of errblswever, most teachers did not correct
collocational errors but rather they provided tlsirdents with explicit feedback of
grammatical errors to increase their consciousoksertain grammatical rules, surely
correcting only when needed. Moreover, it is comriosee grammar and vocabulary as
separate areas of language teaching and learrunder8s were traditionally described as
being good at grammar but having a limited vocatyular vice versa. Surprisingly, the
results indicate that most teachers chose teaddatiggrammar and vocabulary to help

students develop oral proficiency.

Section three: Teachers’ Attitudes towards the Rolef Lexical Collocations

Q10 -- Do you think that Vocabulary has to be taught?

a-through other moduleg

b-as a separate module

Options Number of teachers Percentage
a 16 76,20 %
b 05 23,80%
Total 21 100%

Table38: Teachers’ Attitudes towards Vocabulary Teahing
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The overwhelming majority of the respondents (78,20hought that vocabulary has
to be taught through other modules ; while 23,80%® respondents stated that it is better to
teach vocabulary as a separate module . This nieahshost teachers believed that
vocabulary is an integral part of the languagethede is no need to separate it as grammar
and other components of the language. Therefombwdary is mainly taught by means of
the resources provided in the listening or readWigereas, few teachers saw the need to
place emphasis on vocabulary and teach it sepafabeh other modules in order to help
students gain more vocabulary needed to conveyniessages and gain control of the target
language use. But, how to teach vocabulary? anchwinords have to be selected and how
do we present them ? Such questions will be ansitbBreugh the analysis of next question

results.

Q11-Do you teach new words

a-alone?

b-in collocation( or words that [pgether)]

c-in complete contexts?

Options Number of teachers Percentage
a 07 33,33%
b 00 00%
c 11 52,38%
b+c 03 14,29%
Total 21 100%

Table39: Teachers’ Manners of Teaching Newly-Introdced Vocabulary
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The highest percentage (52, 38%) represents tkasbdrs who preferred to teach
newly -introduced vocabulary in complete conteXtsose teachers knew that the meaning of
a word depends on the other words occurring withhts helps the students keep the words
in memory and easily infer the meaning from conteatver than this percentage, 33, 33% of
the respondents reported that new words can béattaugsolation. Teachers still followed the
traditional way of presenting new words throughadtive lists. Maybe those teachers put
emphasis on the key words of each lecture .Thedopercentage (14, 29%) represents those
teachers who said that new words were taught location, and these collocations had to be
presented in complete contexts. Those teachergsindd the necessity of collocations to
teach newly - introduced vocabulary in conditioattthese collocations can be better learned
in context. Thus, the overwhelming majority of teaxs (66, 67%:'c’+ ‘b+c’) placed great

importance on teaching vocabulary through context.

Q12-Why do you follow the procedure you do?

Justification Number of teachers Percentage
Justified 18 85,71%
Not justified 03 14,29%
Total 21 100%

Table40: Percentage of Teachers’ Justifications

The reasons cited by the teachers to justify {hiference, for the teaching of newly-
introduced vocabulary, dealt for most with the fiett the best strategy to teach vocabulary is
teaching it through context. Teachers provideddhewing reasons that are ordered in

relation to Q11:

al: It depends on the words themselves to be reprebent
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a2: Students have to concentrate on the meaning amdipciation of the new words that

they don’t know.

Concerning option “c”, most teachers pded approximately the same justification that

of understanding the meaning of the words througgiiext. Here are some teachers’ reasons:

cl: | think students should learn the words in contsatthey would be able to better
understand and use them. Learning words in isolatiould not be remembered as when

learning them in context.

c2: The module | teach is not based on dealing withd&/ isolation . So, | am restricted to
the material | have in hand.
c3: It is better to infer the meaning of words fronntext because new words are easily

understood in context

c4: Teachers’ aim is to make students able to becseifident and to produce sentences while

they speak. In context, they can recognize thestakies and correct them .

c5: For the first time, students need the contexxaxy understand the meaning of the
words, especially the new words. Later on, othecedures can be used as the students

acquired a basic understanding of the word or xipeession.

c6: Words are better understood within their cont&key will be easier to grasp / memorise/

use.

b + c1: The most effective way to teach new words is intext and make students notice
collocations because when students learn new vwardgpressions in context they will

remember the words and note how the words aretogether as well.
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b + c2:1 think lexical collocations will be better grasply the learners in context to simplify
students’ use of ready- made sentences, so thatewbethey see the collocation they

remember it.

b + ¢3: Teaching new words in a context helps the studentsally grasp the meaning and be
able to use them adequately in their turn becduseigh context students will remember how

words are combined.
Q13- Which of the following do you regularly draw to tear’'s attention?

a- new words [ ]

b- traditional idioms [ |

c- fixed expression |:|

d- collocations |:|

e- grammar structure] |

f- Others, please specify

Options Number of the teachers Percentage

a 05 23,81%
b 02 09,52%
c 00 00%
d 00 00%
e 01 04,76%
f 00 00%

a+b 01 04,76%

165



a+d 01 04,76%

ate 11 52,39%

Total 21 100%

Table4l1: Teachers Awareness-Raising of Certain Lajuage Features

Of the total respondents , 52,38% directed stidattention towards new words and
grammar structures , 23,81% attracted studenein towards new words only , while
09,52% attracted students’ attention towards tiatal idioms . A teacher (04, 76%) drew
students’ attention to grammar structures. Anotbacher (04, 76%) directed students’
attention to both new words and traditional idioffise same percentage represents a third
teacher who chose “a + b”: new words and collocatid herefore, the majority of the
teachers raised students’ awareness towards grastmetures and explained new words.
Maybe, they thought that students had to mastenmia knowledge and knew a large
amount of new words to be proficient users of #rglage. Few teachers only preferred to
draw students’ attention to idioms. This indicéatest those teachers believed that since
idioms are largely used by native speakers, ietteb to draw students’ attention to them in
order to help students achieve native - likeneslspaaficiency. Drawing students’ attention
to new words, grammar structures, and idioms wsgrad by other teachers who chose “e”
and “a + b” . Only one teacher who mentioned dragvgitudents’ attention towards
collocations in relation to new words. This teackmew the necessity to raise students’
awareness towards collocations but s/he still sodke traditional way of attracting students’
attention to new words. So, this teacher ignoratlitis better to deal with words in

combinations rather than in isolation.
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Q14- Do you encourage students combine lexical itemsogpately?

a-Yes |:|
b-No [ ]

Option Number of the teachers Percentage
Yes 01 04,76%
No 20 95,24%
Total 21 100%

Table42: Teachers’ Views of the Necessity to urg&tudents Use Lexical Collocations

Since all the teachers, except one teacher, didmaet students’ attention to lexical
collocations; this question aims to investigate thbeor not teachers urge students to
combine words appropriately (, i.e. to use lexamdlocations adequately) . 95, 24 % of the
respondents did not encourage their students téexsml collocations; only one teacher
(04, 76%) did so. This means that teachers werawate of the importance of lexical
collocations. We notice that most EFL students taoriky focused on creating correct
structures and therefore were less proficient wdperaking. This makes sense for teachers to
focus on vocabulary teaching in general and orocations teaching in particular. Of course,
an increase in students’ collocational knowledgéresult in a development of their
communicative competence and an improvement of tnal proficiency. However, teachers’
ignorance of the necessity to develop studentsdcational competence leads to
miscollocations. Thus, through the analysis of rgistion we look at factors behind

students’ miscollocations .
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Q15-Do you think that the reason behind the studemtsr&in keeping words together is

because of

a-inability to stop using Arabic?
b- inability to stop using French?

c- lack of language knowledge?

UL L

d-lack of collocational knowledge?

e-inappropriate use of grammatical rulesi:|

f- Others, please specify

Options Number of the teachers Percentage

a 02 09,52%

b 00 00%

c 03 14,29%

d 00 00%

e 00 00%

f 00 00%
a+hb 03 14,29%
at+e 02 09,52%
c+e 02 09,52%

a+tb+c 01 04,76%

a+tc+d 03 14,29%

atc+d+e 05 23,81%
Total 21 100%

Table43: Teachers’ Views of Factors behind StudestMiscollocations

This question aims to measure the reamathers stated to explain students’
miscollocations . Through our analysis of teacheisvs, we mention that teachers
confirmed that students’ errors in keeping wordgetber are due to different factors.

23,81% of the respondents considered the lack thf Boglish knowledge and collocational
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knowledge , the inappropriate use of grammatidaisruand the inability to stop using

Arabic as major causes of students’ miscollocatidl® 29% of the respondents declared
that the lack of both English and collocational wiexlge and the inability to stop using
Arabic caused students’ collocational errorse $ame percentage represents those teachers
who reported that Arabic interference and Frentériarence caused students’
miscollocations . Another similar percentage repnésthose teachers who considered the
lack of English knowledge as the main factor belsitutlents’ miscollocations . 09,52%
represents those teachers who said that inaklisydp using Arabic led to students’
miscollocations . A similar percentage represdmisé teachers who stated that inability to
stop using Arabic and the inappropriate use of gnatical rules caused students’
miscollocations . The same percentage represevgs teachers who chose other two factors
which are the lack of English language knowledge the inappropriate use of grammatical
rules. A teacher (04, 76%) declared that the intghid stop using both Arabic and French
and the lack of English knowledge caused studenitscollocations . Although the teachers
had divergent views, most of them chose option ‘6aimes, chose option “ ¢” 5 times,
chose option “e ” 3 times, chose “b” twice, ambse “d” twice . This means that teachers
regarded Arabic interference and the lack of Ehdtisowledge as the major causes of
students’ miscollocations . This, in turn, meara 8tudents lacked vocabulary and thus they
relied largely on their mother tongue and slighélyed on French to express themselves.
Unfortunately, only few teachers realized thatréeson behind students’ miscollocation was
the lack of collocational knowledge rather thanegahEnglish knowledge. Surprisingly,
some teachers thought that inappropriate use afimgetical rules caused students’
miscollocations . We cannot understand how thesghers related grammatical errors to
collocational errors. Maybe, these teachers igntraticollocational errors are due to lack of

English knowledge and particularly due to lack offacational knowledge or knowledge
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about how words are naturally combined. Arabic Brehch affect the way students combine
English words. Whereas, inappropriate use of graticailaules causes grammatical errors

only.

Q16 —Do you think lexical collocations are helpful tour students?

a-Yes |:|
b-No |:|

Options Number of the teachers Percentage
Yes 21 100%
No 00 00%
Total 21 100%

Table44: Teachers’ Views of the Imptance of Lexical Collocations

All the teachers ( 100% ) agreed that leixiollocations are helpful to their students .
This means that teachers were made aware of thertamge of lexical collocations and
understood that lexical collocations are essetuiiklp students gain control over language

use.
Q17-1f yes, say why please.

Only four teachers (19, 05%) did not explii@ role lexical collocations play to help
their students. Whereas, the overwhelming majafitgachers (80, 95%) provided us with

different justifications.

» It's easier for our brain to remember and use laggun chunks or blocks rather than
as single words.
» The language will be more natural and more easitieustood.

» It makes it easier for them to be understood by tisteners.
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» To give the students the opportunity to speak doaglish at ease and enrich their
vocabulary (to enrich their linguistic repertoire).

» A word out of combination is a fish out of water.

» The use of collocations helps students speak nbkigd=nglish because they need

native -like performance.

» If students know how to use lexical collocatiomgyt speak proficiently.

» Since collocations are mostly related to how laggua used by its native speakers, it
will be easier for students to grasp, maintain, aadall the combinations when
needed.

» Lexical collocations are ready -made expressiorssudents’ minds to be recalled
when needed in speech or writing.

» They will systemize students’ thinking.

These are ten justifications amongsgeen, we do not purposely mention the others
(7) because they turn around the same point thephediking good English and enriching

students’ lexicons.

Q18- Do you make the students notice lexical collocetiduring your lectures?

a-Yes [ |
b-No [ ]
Choices Number of the teachers Percentage
Yes 05 23,81%
No 16 76,19%
Total 21 100%

Table45: Teachers’ Views of Making Studes Notice Lexical Collocations
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The majority of the teachers ( 76,19% ) did not entlleir students notice lexical
collocations when presenting lectures ; while @8y81% did so . This indicates that the
majority of the teachers did not have a clear mleaut collocation teaching. These teachers

ignored the importance of making students notiéaxgcal collocations.

Q19-If yes, from what sources do you search your calions?
a-Dictionaries |:|
b-On-line concordance |:|
c-Texts and passages with relevant the||:|

d- Others,please specify

Choices Number of the teachers Percentage
a 00 00%
b 00 00%
c 00 00%
d 00 00%
a+ c 04 80%
atb+c 01 20%
Total 05 100%

Table46: Teachers’ Sources to Search for Lexicaldlocations

This question provides those teachers who choseroptes” with a list of sources
from which they chose the one/s they relied orneirtlectures to be presented with a focus
on lexical collocations. 04 teachers (80%) repothed they relied on dictionaries plus texts
and passages with relevant themes. These teadetshe texts and passages of their
lectures and relied on another tool largely usetidih teachers and students to teach or learn

vocabulary (i.e. dictionaries). Also, we noticetth®st teachers who opted for option “Yes”
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added not all the time (either sometimes or rar€yjly one teacher stressed that s/he
regularly did so whenever these combinations oeduand s/he relied on the three mentioned

sources.

Q20-4f your response is no, what is the main reasorydornot to do so?

a- | have no time |:|

b- Idonotknowhowto [ ]

c- ldonotthink itis usefq:|

d- Others, please specify

Choices Number of the teachers Percentage
-a 12 75%
-b 02 12,50%
-C 00 00%
-d 02 12,50%
Total 16 100%

Table47: Teachers’ Reasons for Not Making Studentdotice Lexical Collocations

Those respondents who indicated option “No” wetedgo specify the reasons
behind their not making students notice lexicalamations. The majority of the teachers
(75%) reported that they had not enough time. Magist teachers took time constraints as
pretext, but they did not know how to draw studeatiention to lexical collocations and
make them notice these lexical combinations. 12 50the respondents declared that they
did not know how to do .The same percentage reptesieose who suggested other reasons.
The first teacher mentioned that “It is the taskhaf teacher of grammar or written expression
to do so”. The second teacher confirmed his tgtabiance of lexical collocation, as s/he said

“It is the first time to hear this concept”.
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Q214n your opinion, what is the best way to make stisleasily retrieve lexical

collocations?

a-Extensive listening or reading |:|

b-Context

c-Examples

d-Translation

e-Noticing them

[ 1]
[ ]

[ ]
[ ]

f-Consciousness-raising activitiﬁ

g- Others, please specify

Options Number of the teachers Percentage

a 07 33,34%

b 00 00%

c 04 19,05%

d 00 00%

e 00 00%

f 00 00%
a+b 05 23.81%
b+c 02 09,52%

a+tb+c 01 04,76%
c+t+d+e+f 02 09.52%
Total 21 100%

Table48: Teachers’ Strategies of Making Students &rieve Lexical Collocations

174




This question aims to investigate teachers’ opisiaimout the best way to make
students easily retrieve lexical collocations. ti@f total respondents, 33,34% thought that
extensive listening or reading helped studentsenatriexical collocations . 23,81% of the
respondents said that both extensive listeningading and context led to better retrieval of
lexical collocations . 19,05%o0f the teachers st#tatithe use of examples helped students
easily retrieve lexical collocations. 9,52% of tkepondents ( 2 teachers )declared that the
best way to help students easily retrieve lexio#lbcations is the use of lexical collocations
in context and examples . The same percentageseisethose two teachers who chose
options : a + b + e . Those teachers opted fomskte listening or reading, context, and
noticing lexical collocations to easily retrieveeth . Other two teachers (09,52% ) chose ¢ + d
+ e +f, i.e. they chose examples, translatiooticing lexical collocations, and consciousness
- raising activities . One teacher (04,76% ) cheseb + c . That teacher thought that
extensive listening or reading, context, and exaspklped students easily retrieve lexical
collocations. Through our analysis, we notice thast teachers opted for extensive listening
or reading, context, and examples; while few teexbace chose translation, noticing them,
and consciousness -raising activities. Thus, neastiters did not know how to teach lexical
collocations and how to make students easily nedrthem. They ignored that noticing lexical
collocations, consciousness raising activities, taaualslation between L1 and L2 collocations
are effective ways for better retrieval of lexicallocations.

Q22- Are you interested in using collocations to hebpirystudents speak English

proficiently?(a brief explanation is appreciated)

a-Yes [ ]
b-No |:|
c- Don't know|[ ]
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Options Number of the teachery Percentage
Yes 18 85,71%
No 03 14,29%
Don’t know 00 00%
Total 21 100%

Table 49: Raising Teachers’ Awaness towards Lexical Collocations

This question aims to investigate teachers’ attisuidwards the use of lexical
collocations in language instruction, their viev®at lexical collocation awareness -raising
which aims to help students speak proficiently, emdiscover the reasons teachers reported
for making or not making students aware of lexamdlocations. An overwhelming majority
of teachers (85,71% ) interested in raising sttedawareness of lexical collocations.
Whereas, only three teachers (14,29% ) did noteaigreise lexical collocations and direct
students’ attention towards them. This means tluett teachers were made aware of the
importance of lexical collocation awareness - rgjsand its positive effect on students’ oral

proficiency.

The respondents who chose option “No” provided ik the following explanations:

-They are not uninterested, but since | haven’ughdime to do so, | am interested only in

completing the syllabus.

-Not really, it is interesting to know lexical codlations, but they are not vital to speak

English proficiently.

-Since the modules | teach don't highly depend m@ah gkills. | concentrate only on making

them speak but proficiency is not important.
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Whereas, of the total number of the respondentsallbse option “Yes”, 27,78% did
not give their own explanations and 72,22% exgaitheir willingness to raise their

students’ awareness towards lexical collocatianf®lows :

-Using words together can make students’ speeditegrike and more natural.

-It is very essential to know how English is usgdtb native speakers.

-Of course, our learners today suffer from uncamsiuse of language and random choice of
its vocabulary; this is why to raise students’ aamass, not only about lexical collocations, is

very important to develop a conscious learning.

-Learning collocations would give the students tdveinderstanding of practical English

proficiency.

-Since the students generally have the habit dhiimg the teacher, collocations are essential

to the acquisition of English language especialydral proficiency.

-The English language ability helps students splealkarget language proficiently.
-Collocation use will enhance the student’s aletitio use the language in an appropriate

context and will develop students’ language preficiy.

-Collocations help students to learn and speakigimgbrrectly.

-It will become a habit for students to use thed®cations and over time they will gain oral

proficiency.

Q23--In your opinion, is it necessary to teach collowa separately from the other

modules?

a-Yes

b-No

177



Options Number of the teachers Percentage
Yes 03 14,29%
No 17 80;95%
Don’t know 01 4,76%
Total 21 100%

Table 50: Teachers’ Attitudes towards Teaching Lexdal Collocations as a Separate

Module

An overwhelming majority of the teachers ( 80,958d) not agree that lexical
collocations have to be taught as a sepanatdule . Those teachers, maybe, thought that
lexical collocations are vital part of the languagel exist in daily use of the language.
Therefore, there is no need to teach them sepgratdl only we need to make the students
aware of them whatever the module and whatevedetitere. Whereas, 14,29% of the
teachers agreed with the proposed issue. This nteanhthese teachers understood the
necessity and importance of lexical collocationk2racquisition for better language
achievements. They realized that it is benefiaala@vote sufficient time to lexical collocation
instruction. Thus, teachers will be able to impleiressons and use appropriate activities,
addressing the specific needs of their student&cHhiag collocations separately, also, helps
teachers to teach students effective learningegfied that will enable them to independently
develop their collocational competence inside amside the classroom. Hence, students will
be able to develop language proficiency and gaiiverdikeness and naturalness. Only one

teacher (04,76% ) remained undecided .
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Q24- Please justify your answer.

Teachers who agreed with the proposition proviteddllowing comments:

* Basically, collocations should be linked to reagstrategies and techniques in order to

enrich learner’s vocabulary reservoir.

» Teaching collocations separately to devote sigffictime , students thus will be provided

with different collocations .

*Teaching them as a separate module helps theelsaimlearn and notice them as deeply as

possible.

Among teachers who disagreed with the proposit@r94% ( 9 teachers out of
17)declared that, using a teacher comment, “lbtsnecessary to teach it separately, | think it
is sufficient to attract students’ attention towsatllese combinations in other modules”.
Others confirmed that they are part of the languaye use them in all modules”. A teacher
preferred to teach them through oral expressiorvaitten expression. Another teacher
thought that the appropriate module to teach tlee@rammar. Their comments mentioned

respectively as follows:

sLearning them through different modules is thdatigdping to do. | think they may be taught

in oral or written expression.

*They can be included in other modules, specifyc@itammar.

Among the teachers who disagreed, 11, 76% (2)teatd’‘compartmentalizing is
robotizing the student’s mind”. A similar percergagpresents those teachers who preferred

to teach them within context: “The language isdredicquired unconsciously in context”.
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Other two teachers (11, 76%) said that it is imgesnd difficult to create a module known

as collocations.

Q25 —Could you please add your comments about lexa@d@ations and its impact on
English oral proficiency?

Concerning giving their comments, 33,33% of trepomdents did not suggest
anything . Maybe, those teachers thought that éxgyessed their ideas before, or they were
not familiar with lexical collocations and they warnable to write down anything .However,
the majority of the respondents (6667% ) stresBegoint that lexical collocations are very
important to help students achieve better levelsralf proficiency .So, most teachers had
positive attitudes towards lexical collocation agregss-raising and its effect on students’ oral
proficiency. Some teachers addressed an interegtiestion about the best strategy to teach
lexical collocations. Others said that lexical oolitions are part of English language,
teachers only need to direct students’ attentisratds them. Thus, the last proposed
comments strengthened our hypothesis .This meansethchers as well as students have to
be aware of the necessity to integrate collocatmmsciousness-raising in the learning/
teaching process. We respectively provide the Volig teachers’ views that confirm what is
mentioned above. A teacher confirmed that “Lexamlocations are so important in English
proficiency .They will help Algerian students tot giel of the negative influence of Arabic on
their thinking and on their way of speaking. Thésoamprove their oral proficiency levels
because Algerian students really suffer a lackuohknowledge and of English knowledge in
general”. Another teacher stressed that “Teachest become aware of the importance of
lexical collocations for vocabulary learning. Stati brains become systemized whenever
they see a word automatically without thinking telé to an appropriate verb or adjective;
they know in advance shopping cannot exist away fneake” .Another teacher said that

“collocations are necessary in the understandinigoaaduction of oral/ written messages .
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Students suffer to answer a question, especiap@aking they give word-by -word answers.
Simply, lexical collocations are an important garacquire the language and gain

proficiency”.

Yet, other teachers agreed with the importancexatal collocations but they
wondered how to apply them in EFL classes .A teladbelared that “lexical collocations act
as a kind of training for students because thepineclike ready-made meal, what is
important in this meal is just to add small spid&st how and how many spices should we
add? Therefore, as far as oral proficiency is corex students will not make many efforts in
producing sentences since part of it is alreadyanhohean lexical collocations”. Another
teacher, stressing the same point, said “Algetiadesnts of English are very poor
learners.Consequently, their lack of knowledgeir tlaek of involvement and their lack of
curiosity in learning English will always hindereih adequate acquisition of proficiency
through collocations or any other channel. The bestis to seek strategies which attract
students’ attention. Of course, the impact of lakaollocations is significant, now how to
adopt it depends on the teacher himself and himitgues. Yet, the concerned teacher doesn’t

even know what collocation is! .

Other insights deduced from teachers’ answers f¢veis desire to make students
aware of lexical collocations to improve studemsglish proficiency. Among these teachers,
one teacher declared that “lexical collocationsreaeessary to speak proficient English. They
can be learned through the natural process of Eggyacquisition. We need to draw students’
attention to them, but we should not give them pryrimportance in our lectures”.

Moreover, another respondent provided some reqsiegus to integrate lexical collocations
in EFL course for the improvement of language mieficy. S/he said “as teachers, we need

to pay attention to collocations. We have to sedectlist of lexical collocations that appear in
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each lesson. Then, we give it to the studentseag¢tial of every lesson. Of course, lexical

collocations have great impact on oral as wellrag/otten proficiency”.

To conclude this section, we report that 76, 20%hefrespondents showed no interest
in teaching vocabulary separately but rather thinootper modules. Also, more than half of
the population (52, 38%) preferred to teach newtyaiduced vocabulary in complete context,
arguing that students can easily infer meaningaf& from context. However, we cannot
neglect 33, 33% of the teachers who preferredacht@ew words in isolation. Unfortunately,
half of the population interested in drawing studeattention to new words and grammar
structures, neglecting the need to raise studamtareness towards lexical collocations. 95,
24% of the teachers did not encourage studentsnbime words correctly. Stating divergent
views, teachers tried to explain factors behindetis’ miscombinations or miscollocations.
Moreover, the importance of collocational knowledigéanguage learning is well-
established in teachers’ minds ; thus, 80,95%heint explained the central role lexical
collocations play . Nevertheless, only 23, 81%heftieachers made students notice lexical
collocations; while 76,19% did not do so . Addikadly, teachers who made students notice
lexical collocations reported that they relied actidnaries and texts relevant to specific
themes. Whereas, those teachers who did not ma#tergs notice lexical collocations gave
their own justifications. The most reported fact@s time constraint. For better retrieval of
lexical collocations, most teachers thought thetehing or reading, examples, and context
can be considered as the best learning stratdgtesestingly, 85, 71% of the teachers
recommended consciousness -raising of lexical callons in EFL classes to gain proficient
oral language production. A low percentage ( 14,29&presents those teachers who agreed
to teach lexical collocations as a separate moduteereas the majority of the teachers ( 80,
95% ) declared that lexical collocations may bekadhrough other modules , suggesting

oral expression , written expression, and grammBine majority of the respondents
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positively agreed to raise students’ awarenessrtisMaxical collocations because they play

vital role to improve students’ oral proficiency.

3.5.3. General Summary of the Results and Synthesis

We can conclude from the results reported by taathaestionnaire that the
respondents were 21 teachers of English at thestsity of Guelma, for the academic year
2010-2011. Their teaching experience varies fram 36 years. Most of them had a magister

degree and worked as part -time teachers.

The majority of the teachers considered studemtd’@oficiency as a matter of
mastering pronunciation of isolated words, neglerthat proficiency means the ability to
communicate in a skilled way. Additionally, mosa¢eers stated that listening to English can
be better achieved through natural and fast sp8dwse teachers did not know that natural
language, regardless to its speech rate, can ter bstened and later better used if it is
correctly chunked because chunking is a strategfyhtblps students’ breakdown difficult text
into more manageable pieces. Dividing content amwaller parts helps students identify key
words and ideas, and makes it easier for studerdsyainize and synthesize information.
Additionally, teachers thought that the studentd@mot express themselves because they
wrongly combined words. Although teachers clainteat they supplied their students with
the correct collocates, they placed great emploasggammatical rules. Therefore, what
teachers really need is a shift of interest towamtsabulary learning, and most significantly
towards collocations teaching. The results reveat most teachers opted for grammar

teaching combined with vocabulary teaching.

Concerning vocabulary teaching, most teachers seatkthat vocabulary has to be
taught through other modules, and most importantontext. As far as teachers’ views

about vocabulary instruction is concerned, appraxéty all of them hold negative attitudes
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towards directing students’ attention to lexicallacations which they perceived as a
neglected secondary task teachers have to go thtougeet students’ needs . Only one
teacher encouraged his/ her students to use lecatlatations. Most students wrongly
combined words and their teachers ignored thegr tambvercome these difficulties in
speaking. These teachers thought that the studeais’ difficulties sources are lack of
language knowledge and poor training on its granmuas. Mother tongue and French are
considered by only few teachers as being the nsajorces of students’ miscollocations.
However, all the teachers assured the usefulndssictl collocations to help students
improve their oral proficiency. An overwhelming roafy of the teachers did not understand
the importance of noticing lexical collocations,yia, due to the fact that most teachers had
no idea how to implement lexical collocations iritdectures. Teachers provided reasons for
not including these techniques in teaching prasti¢&e most mentioned factor was time
constraints. Other teachers briefly outlined tresaom as not knowing how to .Furthermore,
teachers ignored the effective ways to easilyeegriexical collocations. Yet, an
overwhelming majority of the teachers’ intentio»(81%) was directed towards awareness -
raising of lexical collocations for better oral aslements. Contrary to students’ results,
teachers did not understand the need to sepatatally lexical collocations. They affirmed
that the best way to teach lexical collocation®igclude lexical collocation awareness-
raising in all lectures and to train students ireteently use such techniques to improve their

oral proficiency levels.

Conclusion

Considering attentively consciousness -raisingewicil collocations to be
implemented in EFL classes for a better developrokstudents’ oral proficiency, we
devised and administered our questionnaires to $tattents and teachers. Through the

analysis of questionnaires data, we made somenfoitp interpretations.
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First years EFL students prove to hold positiveuates towards English language
which they have deliberately chosen to study . Niogiortantly, they had a desire to
proficiently communicate via this language. Thisamea desire to develop their oral
proficiency despite the fact that they wrongly canelol English words. They positively

agreed that consciousness -raising of lexical cations significantly affects oral proficiency.

The teachers understood their students’ needs. dlseyshowed a deep awareness
towards their students’ problems in relation tdlgrexpress their ideas and thoughts.
Teachers were made aware of the necessity of migestudents’ attention to lexical
collocations to be adopted in classes in ordemfmrove students’ oral proficiency. We have
tried to analyse each question in relation to sssbe. For deeper understanding of the
dramatic changes at the level of students’ ordi@emcy in relation to lexical collocation
awareness-raising, we analyse and interpret datardirom the experimental study in next

chapter.
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Introduction

This study describes the implementation of leximalocation consciousness-raising
to enhance the development of oral proficiency. &ime of this study is to find out whether
training students in using this strategy improvesrtoral proficiency or not. The procedure
of this experimental work goes through four maiag#s: the lexical collocation test, the pre-
test phase where the participants were testeddhran oral test to investigate their current
level in oral performance and to measure theirocaliional knowledge; the treatment phase,
which is devoted to the drawing of subjects’ aitemtto lexical collocations, was supplied
with a series of lessons; finally, the post-tesagghwhere the subjects were evaluated by the
same oral test in order to investigate to wha¢mxbur strategy would or would not yield to
positive results in developing oral proficiencykiglish language.

This chapter is devoted to the description andyaisaof the lexical collocation test,
the oral tests, and the experiment, representistudy of the effect of lexical collocation
awareness-raising on first year LMD students’ gralficiency. The results of this innovative
treatment are compared to each other, investigdiffierences between the experimental and
the control groups.

4.1. Research Design

The study was quasi-experimental in nature am/dlved an experimental group and
a control group. The experiment is concerned wijtng to bring evidence that making
students aware of lexical collocations improvesrtheal proficiency.

Firstly, the researcher designed a lexical cotiooatest, investigating the subjects’
collocational knowledge. At the beginning of thedst, the subjects sat for a pre-oral test.
Then, the two groups went through a series of lessmd used the same listening texts. The
focus of the lessons was on vocabulary acquisititmwever, the researcher’s approach to the

teaching of vocabulary differed in the two groupke control group was exposed to learning

18¢



new vocabulary by conventional methods (definitjomsamples...of isolated words), while
the experimental group was attracted towards Ieéxmlocations. At the end of the study, the
subjects of both groups sat for a post-oral testevaluate the difference between the
experimental group and the control group afteritii@ementation of the treatment.
4.2. Subjects’ Population and Sampling

The sample that was randomly chosen from the tgrgeulation was first year LMD
students of English at the University of Guelma,tfee academic year 2010-2011. Choosing
to work with a sample of fifty (50) students, thesedents were to a great extent homogenous
as the analysis of students’ questionnaire showateabter 3). Their ages varied between 19 to
25 years old. The number of girls outnumbered timabrer of boys. In addition, most of them
have been studying English as a foreign languageatoleast, eight years. We chose two
groups of 25 students, one for the experimentalgand the other for the control group.

The researcher tried to avoid participants’ atetuidnd feelings that can be developed
during the study and may influence the generalizglof the findings. Donald Ary et al
(2010) called this threat the “reactive threat”dese the subjects are reacting to the
experience of participating in an experiment sut&Hawthorne effect. This threat may affect
what we measure as independent variable (293-28x), when subjects may understand
what the study is about, they try to help the redesr towards achieving his aim, i.e. Halo
effect ( 215). To get rid of such threats, the expent was done as a normal series of lessons
in the Oral Expression class.
4.3. Research Variables

Lexical collocation awareness-raising was takeramsndependent variable and we
analysed its effect on students’ oral proficiencydependent variable. In other words, the
independent variable was lexical collocation awassrraising, and the dependent variable

was the scores obtained from the oral test of thgests after the treatment. Accordingly,



Donald Ary et al (2010:26) state that independemtable is a variable that is suspected of
causing change in another variable, whereas dependeable is being influenced by the
independent variable.
4.4. Materials and Scoring

For the collocational test, data were measurederbasis of percentages of responses
to every exercise of the test repeated across fuibips under study. To calculate the

percentage of every exercise answers, we applipltiogving formula:

_SX100
- N

%

S =Score of the correct/ incorrect answers
N=Total number of the exercise answers

The data obtained from the oral tests (pre andessing) were treated as evidence of
both language proficiency and collocational useeréfore, the subjects’ performance on the
oral tests served not only as a measurement ofubgcts’ oral proficiency in English, but
also as a measurement of their free production eaicél collocations. As language
proficiency data, the speeches were analyzed wibpect to five main elements:
pronunciation, fluency, comprehension, vocabulasage, and accuracy (structure). In
scoring the pre and post-test oral proficiency, rigearcher divided the marks on the five
main areas of the study; overall accuracy (str@gtutexical accuracy, comprehension,
pronunciation and fluency. In interpreting thessutts, it is important to know that a given
level on the oral proficiency scale does not regmes single point on the scale, but rather
covers a set of points. For scoring the particigaotal proficiency, three teachers assessed
the students’ speeches: the researcher, a tea¢hBhametics, another teacher of Oral
Expression. Therefore, the recordings were trabsdriand analysed with regard to the
collocations they contained to determine whethanges in the outcome are presumed to be

the result. The quantity of collocations is manuahliculated in terms of percentage. Pearson

18¢



correlation coefficient was calculated on the ssooé oral proficiency obtained after the
intervention.

Collocations found in the transcriptions were clegtkgainst the collocations measures
included in Oxford Collocations Dictionary and TRBI Combinatory Dictionary, i.e. the
data were examined against a reference. Thesmattns were also checked by a native
speaker.

For the present experiment, the choice ofdpes was made to avoid students’
unwillingness to speak as well as to give the sitglthe same opportunity of using the same
lexical collocations theme. Our choice for suchidcepvas consolidated by the fact that these
topics were the preferred and most liked ones. &\ihé administered the experiment tests,
we made sure that students did not speak to eleh ot draft something on papers to
guarantee collecting personal and individual answer

The details of collocational test, pre-oral tégatment, and post-oral test are
presented in the following sections.
4.5. The Lexical Collocation Test
4.5.1. Aim of the Test

The aim of Lexical Collocation Test is to determinewhat extent students mastered
lexical collocations. Also, it aims at checking ddats’ familiarity or unfamiliarity with
English collocations in order to prove or disprothree results obtained from students’
guestionnaire (Q17, Q18). Students may subcondgickrsow how English words are
combined together, but they never heard that tleesebinations are known as lexical
collocations.
4.5.2. Description of Lexical Collocation Test

The test is composed of five different exerciseemhstudents may adopt different

strategies namely matching (exercise N° 1), seeteompletion (exercise N° 2), correcting



sentences with wrong V+N collocations (exercise3)N°multiple-choice (exercise N° 4), and
finally near-synonyms multiple-choice ( exercisesSN° The collocation test, except the last
exercise, was taken from English Collocation in ,Us#vanced.(2008). It includes five major
types of lexical collocations as categorized by $8em) Benson, and llson (1997).The test was
selected and adapted carefully to suit the prapesl lof the students. It is neither difficult nor
simple (see Appendix III).
4.5.3. Administration of the Test

The researcher herself administered the test a vedsh the administration of
students’ questionnaire. The test-takers of theexpental group took the test in a 90-minute
session, and the other test-takers of the contmipytook the same test the following 90-
minute session. Being told that they should notdeany of the test items unanswered, the
students were not allowed to look to each othersners to guarantee that the test would be
considered valid. Because of lack of availablestla@ms and constraints on time, we did not
pilot the test.
4.5.4. Results and Discussion

This section presents the analysis and interposetadf the subjects’ answers to the
collocational test. The analysis was basically Base judging whether the subjects provided
an acceptable collocation or not. Their answereweunted as correct or incorrect and were
transformed into percentage.

Exercise N° 1

The experimental group The control group
Answers
Number Percentage Number Percentage
Correct 78 39% 58 29%
Incorrect 122 61% 142 71%
Total 200 100% 200 100%

Table 51: Students’ Correct and Incorrect Answersn Matching Lexical Collocations
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The subjects were intended to match two partsaoilacation. Matching words from
column ‘A’ with their collocates from column ‘B’ tgdents would form eight (8) collocations.
Any words unknown to the students were explainethbyresearcher, with care taken that the
particular words were not giving away the answerarty of the test items, to not allow
misunderstanding led to wrong answers.

The results show that the numberiréorrect answers exceeds that of correct ones in
both groups with a percentage of 61% in the expamiadl group and 71% in the control
group. This means that the subjects did not sucdeedorrect matching of lexical
collocations. Thus, the results reveal that stusldatowledge of lexical collocations is very

limited.
Exercise N° :

The experimental group The control group
Answers
Number Percentage Number Percentage
Correct 51 25,5% 41 20,5%
Incorrect 149 74,5% 159 79,5%
Total 200 100% 200 100%

Table 52: Students’ Correct and Incorrect Answersm Using Proper Lexical
Collocations

In this exercise, students were asked to comgigfiet (8) sentences with a suitable
collocation from the previous exercise. Concerrgragmmatical errors, we did not count them
as incorrect when students gave a wrong tense beacae only did interest in collocational
errors. The analysis of the data for both grou@srageveals that most answers were wrong.
Around 74,5 % and 79,5% of the participants’ res@snwere incorrect, in the experimental
group and in the control one respectively. Thiansethat students were unable to guess the
meaning of lexical collocations through contextthdlugh the collocations of the exercise are

common and frequently used, students had greatgunshin choosing proper lexical
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collocations to complete the sentences. Theretbeestudents were unable to appropriately
use lexical collocations. This, in turn, refledteit limited knowledge of lexical collocations.
We can say that students will not use a word irrapgr context unless they know which
words co-occur with it. As a result, knowing a wa@hnot be limited to merely knowing its

meaning; what is crucial is to know its collocabrange as well.

Exercise N° 3

The experimental group The control group
Answers
Number Percentage Number Percentage
Correct 40 20% 61 30,5%
Incorrect 160 80% 139 69,5%
Total 200 100% 200 100%

Table 53: Students’ Correct and Incorrect Answersm Correcting Collocational Errors

This exercise consists of eight (8) sentences wwabpropriate verbs. Students were asked to
correct the underlined verbs to form acceptabléocations. Table (53) reveals that wrong
answers were numerous in both groups with a peagentof 80% and 69,5% in the
experimental group and in the control group respelgt Students, therefore, had a significant
problem in producing acceptable V+N collocation€Emglish. The obtained results show that
the participants collocational

essentially lacked owledge.

Exercise N° 4

The experimental group The control group
Answers
Number Percentage Number Percentage
Correct 64 42,67% 66 44%
Incorrect 86 57,33% 84 56%
Total 150 100% 150 100%

Table 54: Students’ correct and incorrect answersn choosing appropriate lexical

collocations
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This exercise contains six (6) sentences in whicbents were expected to choose an
appropriate word out of three choices to form aazrlexical collocation. Slightly more than
half of the answers were wrong in both groups (% %nd 56% ). While, 42,67% and 44%
represent participants’ correct answers countetthenexperimental group and in the control
group respectively. Data from this exercise show fesults in the participants’ ability to
produce acceptable Adj+N collocations. However, rdgult of wrong answers is lower than
the percentages revealed in the aforementionectisgsr This could be due to the fact that
these collocations are more frequent in everydagdp

Exercise N° 5

The experimental group The control group
Answers
Number Percentage Number Percentage
Correct 28 22,40% 30 24%
Incorrect 97 77,60% 95 76%
Total 125 100% 125 100%

Table 55: Students’ Correct and Incorrect Collocatons in Relation to Near-Synonyms

Similarly to exercise (4), this exercise considtéive (5) sentences in which students
were intended to choose an appropriate word otbhrele choices to form a correct lexical
collocation. The exercise focused on the apprapaad inappropriate collocational use of the
near-synonymous words.

Only 28 and 30correct answers out of 125 were @alimt the experimental group and
in the control group respectively. While incorracswers were 97 with a percentage of
77,60% and 95 with a percentage of 76% ,in the iexygatal group and in the control group
respectively. Concerning sentence ‘3’, most stuglapgatively translated from Arabic into
English, using $ayinstead otell respectively (We say in Arabic yagolu elhagiga ).
Answering to sentence 2, the students wrongly tisedrench equivalent chance ( chaque
etudiant a une seule chance ). Through their asstwed’ and ‘5’, the majority of students

wrongly combined the two parts of the collocatibhese results disconfirmed students’
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answers when responding to the questionnaire (DRi8)means that students were
unaware that there is no absolute synonymy becauesg word has a specific meaning that
slightly differs from its synonym. Significantlyheéy were unaware that synonyms do not
always combine in the same way. i. e synonyms dalmare the same set of collocates.
Students were not aware of the collocational megriat rather their attention was directed
to the core meaning of isolated words. Simply ptudents of both groups lacked
collocational knowledge.

Overall, results of correct versirscorrect answers drawn from the collocational test

are represented in table (56) :

The experimental group The control group
Answers
Number Percentage Number Percentage
Correct 261 29,83% 274 31,31%
Incorrect 614 70,17% 601 68,69%
Total 875 100% 875 100%

Table 56 : Students’ Correct and Incorrect Answersf the Collocattional Test

80,00%

70,77% 68,69%

70,00%

60,00%

50,00%

40,00%

29,83% 31,31%
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Figure 4: Students’ Correct and Incorrect Answers 6 the Collocattional Test
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From students’ answers of the whole collocatiorst,ttable (56) reveals that the
number of incorrect answers exceeds that of coamstvers in both groups. This indicates
that all students of the experimental group andctiv@rol group faced the same problem that
of inappropriately combining English words becatissy lacked collocational knowledge.
4.5.5. Summary of the Results

Results show that students of both groups testa@ wery poor in answering the
abovementioned exercises. Results obtained fronctiergs 3, 4 and 5 show that the control
group participants slightly did better than the expental group participants contrary to data
obtained from exercises 1 and 2, in which we naotieereverse. The exercise the students
found the easiest than the others, scoring lowgmgage of incorrect answers was exercise 4
which aimed at choosing the right collocate. Thestaifficult one turned out to be exercise 5
in which the students were asked to choose a wordng 3 synonymous words which
collocate with the central word included in thetsage. Most students hardly ever provided
the appropriate choice of synonymous words. Thiamadhat they found it easier to match
two words in a collocation if they were confrontetth a group of words to choose from
(exercise 4) than to choose from synonymous cdkscaeven as small as a 3-elements
choice. Additionally, even if a student knew thealic equivalent of the central word, s/he
frequently failed to know its collocates suchtlas wind howlsconcerning this collocation all
the participants ignored that wind collocates vhthwls. Maybe, these students were only
familiar with its collocate blows.

Concerning exercises 1, 2, and 3, the number ohgvranswers exceeds that of correct
answers. Although familiarity with the way wordsnaoine is a basic and a native-like aspect
of learning and using vocabulary, students’ attentvas not fully directed to it. Counting the

number of all the correct and wrong answers, waudedable (56) which clearly indicates
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high percentages of unacceptable collocationsrindef wrong answers provided by all the
participants of both groups.

Taken together, the data reveal that indeed EFldestis faced difficulties in
combining English words together, resulting in aglaage that did not sound native-like or
‘natural’. This phenomenon is mainly due in partadack of knowledge of native-like
English collocations and also to differences betwie collocational patterns of Arabic as a
native language and English as a foreign languBigeghermore, L1 influence is one of the
reasons for the unacceptable production of Engllocations, i.e. miscollocations. In some
cases, the students resorted to their native Arkmiguage, which resulted in producing
incorrect collocations. To illustrate, in senterigexercise 3), most students answered with
the incorrect collocatiorito give some suggestiangrobably because of Arabic expression
kaddama ba?d eligtirahat *To give a formal apologinstead oto make a formal apologg
another example of Arabic negative interferenceybmdecause students translated it from its
Arabic equivalent kaddama i?tidar and never thought that its collocate is to malkeciv
means in Arabic to fabricate(sana?a). L1 influewes evident in some other instances such
as *to do all the improvemen{an Arabic, we say gama bitahsinetstead oto make all the
improvementsin addition, exercise 4 answers were full of stud tendency to guess the
collocates from Arabic equivalents, for instancéfe#term relationships(?alagat mada
alomr) instead ofong-term relationships and *will pass the test of tim@ganjah fi ikhtibar
azaman)instead afill stand the test of tim&tudents tend to guess word partners by directly
translating from Arabic collocates because theiersion was not drawn towards English
collocations and their Arabic equivalents. Alse\tidid not know that lexical collocations are
different from language to language. This is inth@of EFL students’ general weakness in
producing acceptable collocations and of the neegrbvide students with a help for the

improvement of their collocational knowledge andigequently their oral proficiency. It can
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be concluded that most participants did not stai@ugh lexical collocations in their minds
because they were never made aware of these l@doddinations. We need, thus, to look at
the effect of collocational knowledge on studebntsil proficiency in the next sections.
4.6. Experimental Study

As mentioned earlier, the aim of this study isnweestigate the effect of collocation
awareness-raising on first year EFL students’ praficiency. The researcher designed a
guasi-experimental study with two groups: an experntal group and a control group. In this
study, experimental group used consciousness-gaidilexical collocations as treatment in
teaching vocabulary while control group did notefidfore, in the pre-experimental phase,
pre-oral test was administered to measure studabiigty to use lexical collocations in oral
achievements. In the experimental phase, all exygertial group participants received
awareness-raising of lexical collocations (seesapgpx IV). The subjects, then, took a post-
oral test immediately after the treatment to measie outcome effects, i.e. the relationship

between students’ use of lexical collocations il toral proficiency.

4.6.1. Pre-Experimental Phase
4.6.1.1. Aim of the Pre-Oral Test

The pre-oral test was given to both groups to nreasoth the subjects’ use of lexical
collocations in their speeches and their oral preficy. It aimed at defining the difficulties
that students encountered in expressing their ishei@sms of collocational errors.
4.6.1.2 Description of the Pre-Oral Test

To collect data about the participants’ oral preficy and their use of lexical
collocations in oral achievements, a pre-oral vest organized .In the pre-oral test, students
chose a topic out of three: friendship, family,liges and dislikes, asserting that they were
highly motivated to speak about a topic of theioich. Such topics that were purely

descriptive may have prompted the use of more adgamoun and verb+ noun collocations.
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Asked to speak around five minutes about one othhee proposed topics, they all agreed to
choose talking about likes and dislikes. Such éghseemed to be reasonable because it was
the beginning of the academic year, students wetdamiliar with the university context.
Hence, they wanted to express their feelings anatiens. Importantly, participants were not
aware of being under study to avoid bias. During-tpsting, participants’ speeches were
audio-recorded, using XtremeMac Micromemo. To pieva satisfactory atmosphere for both
groups, recordings were sometimes taken as a parioonal class procedure. Thus,
participants did not feel they were in risk becatlsg strategy gave the students a feeling of
security as they worked in an atmosphere which tkegw well. The length of these
recordings ranged from 66 seconds to 2 minutes.
4.6.1.3. Administration of the Pre-Oral Test

When attending the pre-oral test, the subjects werged to talk about likes and
dislikes. The subjects were encouraged to speakuh as possible as there was no time
limit. The test was taken before the treatment wad done in a quiet classroom. Later, the
subjects’ speeches were transcribed and the nuofbkxical collocations was manually
counted.
4.6.1.4. Results and Discussion

Students’ speeches were analysed and measurethf@roficiency by the researcher
and other two teachers, and collocation use walysathin transcriptions of the recordings.
In this respect, the goal intended was to explbesextent of students’ ability to orally use
English. Also, we purposely measured both collecati and grammatical errors, attempting
to prove that students had difficulty of orally eggsing themselves due to collocational
errors rather than grammatical ones which mosthtac through their answers to the
guestionnaire, interested in. Collocational errarel grammatical ones were counted and

compared to each other.
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The experimental group The control group
Number Percentage Number Percentage
Collocational errors 122 61,93% 117 61,26%
Grammatical errors 75 38,07% 74 38,74%
Total 197 100% 191 100%

Table 57: Students’ Collocational versus Grammatial Errors Obtained from the Pre-
Oral Test

Through the analysis of teachers’ questionnairaftdr three), we point out that most
teachers opted for teaching isolated words and mamstructures. Later on, their attention
was directed towards lexical collocations. Thus pwgosely measured collocational versus
grammatical errors in order to reinforce raisingcteers’ and students’ awareness towards the
importance of lexical collocations. Results frable (57) show that the number of
collocational errors exceeds that of grammaticalrerin both groups with a percentage of
61,93% in the experimental group and 61,26% irctiv@rol group. These two close
percentages confirm the homogeneity of both graungker study. Also, the high percentage
of collocational errors represents students’ ldo&atlocational knowledge and therefore
students’ lack of natural sounding and native-pkenunciation. Simply put, collocational
errors negatively affect students’ oral proficien§ynce the message was orally
communicated through lexis not through grammadestts were unable to communicate
adequately because they had limited knowledge lidaaiions, the core of vocabulary.

Nevertheless, we cannot neglect percentages repiregggrammatical errors. Students
in both groups did not know how to use tenses gpjately such as : | hate to *left my
friends (instead of: to leave ) and | dislike *tady in the university (instead of: studying ).
They used incorrect inflectional verb forms: | hateneone *lie (instead of lies ).This *make

me angry (instead of makes). | hate girls who ripolite (instead of are).There *is many
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things | hate * it in my life. One of them is wéinstead of there are many things | hate them
in my life). Through the analysis of students’ sgess, we notice that the verb to be is
omitted such as: *This ... me (instead of This is.mdhate homes work but sometimes I...
obliged to do (instead of | hate home works butatmes | am obliged to do). Additionally,
they produced sentences without subject : * Mknot good (instead of | know it is not
good).They used sentences full of grammatical srsach as: -
There...some bad *behaviour that | dislike *it (ireeleof There are some bad behaviours that
| dislike them). The following two examples showe timisuse of prepositions and relative
pronouns respectively:
*| hate all things influence on stability in Algariinstead of: | hate all things influence the
stability of Algeria).
*| hate dealing with people that | know (instead Idfate dealing with people whom | know).
Yet, the high number of errors is due to lack dfamational knowledge. Interestingly,
to further assess participants’ use of lexicalamations, we assess the number and percentage

of acceptable English collocations produced bysthidents as follows:

The experimental group The control group
Number Percentage Number Percentage
Acceptable lexical 22 15,28% 19 13,97%
collocations
Unacceptable lexical 122 84,72% 117 86,03%
collocations
Total 144 100% 136 100%

Table 58: Students’ Acceptable versus Unacceptableexical Collocations Obtained
from the Pre-Oral Test
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Figure 5: Students’ Acceptable versus Unacceptableexical Collocations Obtained
from the Pre-Oral Test

From Table (58) , we can say that the percentggesenting students’ use of lexical
collocations is very low in both groups. The averagmber of lexical collocations used in
the students’ speeches was less than one in botipgr Students’ mean of collocational use

is calculated, using the following equation:

XX
mean = —
ZN
2 X : Score of the acceptable lexical collocations
XN : Total number of the respondents of each group

Therefore, mean of the experimental grotp % =0, 88

and mean of the control group g =0,72

This further demonstrates that participants didstote adequate lexical collocations in their
minds because of insufficient collocational knovgedTherefore, participants in both groups

did not master lexical collocations. Comparing tieans of the use of lexical collocations
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and students’ oral proficiency, as shown in tab ), there is no significant difference
between the two groups in the pre-oral test neithese of collocations (0,88 -0,72 a
difference of 0,16) nor in oral proficiency (2,2dda2,32). One may conclude that the
participants in the experimental and the controugs showed equivalent levels in use of
collocations and oral proficiency before starting treatment. Therefore, any change occurs
following the treatment would be attributed to thieervention or the independent variable

(lexical collocation awareness-raising).

The experimental group The control group
The mean of lexical 0,88 0,72
collocations use
The mean of oral 2,24 2,32
proficiency

Table 59: Pretest Use of Collocations and Oral Prafiency Means of the Experimental
and Control Groups

Moreover, acceptable and unacceptable lexicédcations used by students are
illustrated in table (60) and table (61) respedyias follows:

The experimental group The control group

-lose contact -I hurt someone

-climbing mountain -Disobey their parents

-solve the problem -This make me angry

-she didn’t treat me good -I hate doing home works

-bad marks make me sad -I made mistake

-to wash the dirty dishes -Tell them the truth

-They widely spread in our society -That’s actually bad in my personality

Table 60 : Examples of Some Acceptable Lexical Coltations Used by Participants in

Pre- Oral Test
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Table (60) indicates that participants of both goaorrectly produced certain
common lexical collocations, despite their smakuaity, that are frequently used. Students,
maybe, subconsciously restore these lexical chum#eeir minds through their exposure to
English language. In some instances, they posytivahsferred from Arabic into English
such ago wash the dirty disheslowever, a lot of collocations which are easygiasp were
also not used in students’ speeches. Therefordeists relied heavily on joining single words
together, orally producing speeches that wereofuthiscollocations because their attention
was never directed towards lexical collocationseiiwe proceed to present in more detail

the unacceptable collocations students made ubeiof.

The experimental group The control group

-War makes a lot of loss. -I'll never pass my limits.

-Teacher attention me. -I had take my baccalaureate.

-To do war and violence against people. -I made the same routine.

-My appetite blocked. -l am facing a big pressure and stress.
-1 cannot find my comfortable. -I hate coming back from my decision.
-Makes great stress in my life. -1 dislike put blame on others.

-Try to do problems for the others. o _
-l want to finish my diplome early.

-Send my ideas or answers.
-To make peace.

-1 will search the solution.
-It causes a lot of problems.

-1 hate the person who doesn’t speak the truth. o o ) .
-1 dislike the system of studying in this univeysit

-1 dislikes having undesirable job with inactive
team.

-l am not the reason for its damage.

- | dislike havingcourses at morning.

Table 61: Examples of Some Unacceptable Lexical Qatations used by Participants in

Pre- Oral Test
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Table (61) illustrates some instances of incortegtcal collocations used by the
students of both groups to express their ideastdixas and dislikes. Although the topic was
frequently encountered by the students, they ditd have sufficient lexical collocations
related to such topic. Most students produced weHable collocations because they
translated these collocations word-for-word eitfiemn NSA such as I* had take my
baccalaureate(Dit Al bac) or from MSA as in it causes a lot of problem@ussabibu
Mashakilan Kathira) and| cannot find my comfortabldLam 7?ajid Rahati).Negatively
transferring from French is another instance of saollocations such as:The teacher
attention me(l'enseignant fait attention a moi).In #islike havingcourses at morningfor
instance, the students used courses as an equit@lEssons through rendering the French
noun ‘des cours’. These students neglected ths¢ fiaslends seem to be similar but they do
not share the same meaning. When the studentsl falsay what they wanted in English,
they borrowed French words as Iwant to finish my diplome early’

In addition, depending on their misconceptions &bsynonyms, students produced
unacceptable collocations because they combinesdngymous words with the same
collocates such ashate the person who doesn’t *speak the tritlstead of tell) andldislike
having undesirable *job with inactive teafimstead of task). Nevertheless, most of students’
collocational errors were due to students’ inapitd correctly combine English words. To
illustrate, the majority of students collocatedwlith problems and violence, and collocated
make with stress.

Thus, we can draw the conclusion that data obtainech pre-oral test are in
accordance with the collocational test resultsesimost students negatively transferred from
Arabic or French and were not aware that the meamiira collocation was different from the
meaning of its core word .i.e. there is no absobytgonymy. These miscollocations confirm

that students were unfamiliar with lexical collaoats and did not know how to get rid of the
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factors operating to hinder producing acceptabldocations. All these explain the high
percentage of unacceptable collocations in botluggoThis, in turn, indicates that lack of
collocational knowledge is a major source of stisierollocationalerrors.

4.6.1.5. Summary of the Results

Vocabulary and grammar are two basic elementslahguage, but traditionally most
EFL teachers often emphasize learning grammar 1thaie vocabulary in their teaching. In
order to teach collocations along with grammarulgfoan integrated approach, teachers need
to know that grammatical rules may be uselessudlestts do not possess patterns of lexical
co-occurrence for the rules to operate on effelstivEherefore, in order to improve their oral
proficiency, students need to be trained to gaith bgrammatical accuracy and lexical
accuracy.

The results revealed by our analysis of studemiseshes confirm that misuse of
grammatical rules was one of error sources but thet major one. Students’ lack of
collocational knowledge was the major setback tinadered students from orally expressing
their ideas in an appropriate way. Furthermore,trabthe lexical combinations produced by
the students were considered unacceptable collosatMaking false generalizations about
equivalence between Arabic and English, FrenchEarglish, students negatively transferred
from both Arabic and French. Additionally, studemisre unaware that each synonymous
word has its specific set of collocates. Hencey theught that tell, speak, and say could be
used interchangeably without paying attention & words with which they collocate. This
represents only an instance among many other icestanf miscollocations. Students wrongly
combined words because they were unaware of howlsmoaturally co-occurred. This, in
turn, explains the students’ failure to produceeatable collocations because they were
unfamiliar with this concept. Despite the importard lexical collocations, students were not

directed towards such unacceptable collocatiores/tod them in future performances. More
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interestingly, their attention was not drawn tovgatexical collocations encountered in the
texts they listened to or read.

To confirm the need for awareness-raising of ldxicdlocations, we proceed to next
phase.
4.6.2. In-Experimental Phase
4.6.2.1. Procedure and Design of the Experiment

For our experiment, we took a period of time odatbseven months(7) to include in
the subjects of the experimental group the ideathi®y should know how words are naturally
combined to know how they could express their iggaficiently. We taught fifty students in
two groups, the experimental group (receiving aatmn instruction) and the control group
(not receiving collocation instructionip a three-hour weekly class, we gave experimental
group students a series of lessons on collocatiomsng treatment, lessons and activities
elaborated to raise students’ awareness of legahdcations. The treatment sessions were
divided into two: class work sessions and lab wemksions. Treatment lessons were selected
from four main sources: English Collocations in (2@05), English Collocations in Use:
advanced (2008), Cambridge Complete CAE Studeptsk band web resources. The former
two sources provide whole sections with differerdreises intended to improve collocational
knowledge as a means of better communication. §poredingly, both books entitled English
Collocations in Use (Intermediate and Advancedy@né and practise collocations in typical
contexts. Each unit focuses on a topic. The thorgdee presents collocations through listening
to natural speech and practises them in severatisgs. The fourth source provides several

and varied collocation exercises.

4.6.2.2. Treatment
The instruction was two sessions per week. Eaclk @mused on a different set of

collocations. These collocates were about topies $hudents might encounter outside the
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classroom or during the class. Apart from the maiaterials, the control group and
experimental group each received different suppitearg materials. The control group
received additional examples of grammar and voeapulsage, while the experimental group
received additional examples of lexical collocasiofhe differences between the control and
experimental group will be explained next.

A. The Control Group

For the control group, the students received iositn based on the traditional
vocabulary / grammar split focusing on the isolatedabulary and grammar found in the
materials rather than on the lexical collocatioNew words were explained whenever
deemed necessary, or whenever the students askannt@tical points also were explained
and practised. In this traditional method, the aes@er neglected to direct students’ attention
towards vocabulary in general and lexical collawadiin particular.

The same texts and listening tapes were used i®mtbup as for the experimental
group, except that there was no collocation awaenaising. Moreover, while listening to
the tape the students would be given an activityding on isolated vocabulary. Researcher’'s
feedback would be on grammar points, vocabulamsteand mistakes made by the students.

Overall, the control group received the same amotilistening and speaking practice
as the experimental group, but instruction was $edwn isolated vocabulary.

B. The Experimental Group

From the beginning of the study, the researchebéshed a classroom environment
in which the experimental group students engagetvedy in collocation consciousness-
raising activities. We strongly invited the studet take risks, encouraged them to explore
different collocational ranges, providing them witipic-related or word-related collocations.
Therefore, the students would have much more coatrer the ideas with which they were

working. A primary goal had been to make studestalgonomous as possible. Such lessons
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included introducing major lexical collocation patts, and familiarizing students with the
process of awareness-raising. The description efpttocess put emphasis on the fact that
these activities were intended to prepare thenetmime proficient speakers. Specifically, the
researcher explained that noticing collocationa igarning strategy that focuses mostly on
guality of ideas, and she discussed the signifieamd importance of lexical collocations.
1) Class Work

The class sessions were devoted to doing activares presenting lessons to enhance
collocation awareness-raising. Lessons coverediodaty use discussion, noticing and
highlighting techniques, and recycling through cammation skills. Other lessons focused
on underlining verb-noun collocations, matching gamand identifying collocations in a
given text.

During the first sessions, the researcher utiliredst common collocations that
students could easily retrieve. We designed ass/iio help participants distinguish between
acceptable and unacceptable collocations. Accoldinlge researcher showed a variety of
authentic materials for the students to notice mubrd in their notebooks numerous and
varied types of lexical collocations. Then the sthd used them in context. This was
followed in another session by exercises in whidchers recycled the previously-learned
collocations to foster students’ understanding, ifstance, establishing mother tongue and
target language equivalence (i.e. collocations witbct L1 equivalents).

2) Lab Work

The first session each week focused on listeninfp¢caudio text and was essentially
the same for both control and experimental grotips. groups differed in how these listening
sessions were examined and expanded upon in tee @d#ss session each week. Students of
the control group would hear the text two or thtgees and answer some listening

comprehension questions. While the experimentalgsiudents, after listening, were asked
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to spot out theme-related collocations and loolotber collocates in a collocation dictionary.
This would be followed by a speaking task on thaestopic to allow students use the learned
collocations in meaningful contexts. The studentsild often read through the transcription
with the researcher and review collocations and ffgten to the text two more times while
looking at the transcript. Interestingly, studesti®wed interest in the consciousness-raising
activities which led to progress in communicatidils. They talked more and had more
chances to speak English particularly during comtipetactivities and collocation games.

3) Aims of the Lessons

This series of lessons aims, first of all, to héte students understand what a
collocation is and to be able to identify collooat and distinguish them from other kinds of
lexical combinations such as "idioms". Secondlye tlessons were intended to teach
experimental group students a number of lexicdbcations consisting of the most frequent
English nouns and the adjectives and/or verbs whatrally accompany them. We trained
students on how to record collocation in organimetebooks. Finally, we offer a number of
tools and Internet resources based on Corpus lstigsi So that learners acquire the
necessary skills to search for collocations autamasty.

4) Selection of collocations

Teachers should be selective about what collocatioteach since a great number of
collocations generally appear in every lesson.

With collocations organised by topic, students camduct a survey among their
classmates and follow it up with an oral report. the topic of household chores, for
examples, students survey the following:

In your house, who:

does the dishes?
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makes the beds?

takes the rubbish out? (etc)

With collocations organised by key-word, the studeran be given a set of cards with
the collocations written on them which they haveubinto some kind of chronological

order. They can then use the cards to verballyheseollocations themselves.

make thimake themake make make make an
bed cake dinner soup  desselattempt
take take a [takea take thetake take break
chance nap(afterbite rubbish bath

lunch) out

Table 62 : Collocations with the CommoNerbs Make and Take
The following are examples of such lessons adtered as both class work and lab
work:
Example 1:First week
Session 1
l. Warm-up
Students were given a list of very common collaragiand were expected to
substitute the parts of the collocations by thgirasmyms, discussing the reasons for not doing
so.
Discussion
We usually say strong tea but not powerful teanother familiar example of collocation,
we talk of high mountains and tall trees, but really of tall mountains and high trees. We

get sick but we fall ill.
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Il. Introducing Lexical Collocations

The researcher explained and exemplified differenicetween free combinations,
collocations, and idioms.
Free Combinations

Free lexical combinations are those in which the élements do not repeatedly co-
occur; the elements are not bound specificallyaicheother: they occur with other items
freely such abuy the housetake the bus
Collocations

Collocation means a natural combination of wortleefers to the way English words
are frequently used with each other. For exant@ayy rain, commit suicide pay
attention, andblond hair.
Idioms

An idiom is an expression whose meaning is diffefiemm the meaning of the
individual words. For examplé&y have your feet on the grounds an idiom meaning to be
sensible

Then, students were asked to give examples oficexdamon collocations to see if
they understood the concept and were able to exigntpl

Students’ answers:need a help, take a break, take a wrong turn, &aite dense
forest, etc.
lll. Practice

We thought that the effective way to better ratselents’ awareness of collocations is
through context because any English text, spokewritten, will contain many examples of
lexical collocations. We underlined collocationgldahose written in bold (to feel the need

and to improve the quality) were given more impac@& Students were intended to find what
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collocates with them in the text. The researchartiimther than the text and asked them to

find further possible collocations with certainnte in the text using a collocation dictionary.

Text
It was the entry of McDonald’s into Rome in 1986ttkparked ofthe “slow food
movement” — a tongue-in-cheek reaction againstftest by a journalist whdelt the needto
celebrate meals prepared with love and consumkeisate. Fifteen years on, the organisation
spans 50 countries and has more than 70,000 members
Now the idea is moving on to what is being calleg slow cities” movement, and towns in
many countries are being invited to join more tBArtalian communities who have taken up
the challenge of resisting the frenetic, ever-gerikg pace of living and trying improve
the quality of life.
Extracted from: The Guardian Weekly
Collocations
1. feelthe need to (do something)

« feel like: When | came back to England, | fekelia stranger.

« feel as if/as though: | felt as though someorejhat punched me in the stomach.

« feel sadness/happiness/anger/relief etc: Shedele sadness when the time came

to leave.

« feel guilty: Richard felt no guilty at all for vett he had done.

» feel the need to do something: Cara felt the rne¢dlk to someone.

« feel (a) pain: He felt a sudden pain in his chest

« feel the cold/heat: Children don’t seem to féxe told as much as adults do.

2.to improve the quality

*His work is improving over time.
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» He did a lot to improve conditidhas factory workers.

* He took vitamins to improve his health

* | thought the best way to improve my French vealéve in France.
V. Speaking practice:

The students were going to speak about their fgeldescribing an event happened to
them before. Students would prepare some notdbasthey were ready to finish the
sentences and gave reasons.
| feel sad when . . ..
| feel guilty when . . . .

... . makes me feel angry.
.. .. was when | felt the happiest.

After work / school | feel like . . ..

Session 2
I.Warm-up
The students were expected to brainstorm nouns#malbe collocated with feel and

improve.
Students’ answers:The examples were written on the blackboard. Esearcher and the
students discussed the examples given and elinditla¢eincorrect ones.

* She finally felt the joy of being mom.

*  When | walked out | felt cold

* Reading books improves my English

» After the earthquake, they lived in bad conditiansl they needed help to

improve their way of living
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ll. Introducing the Different Types of Lexical Collocations

In this session, great emphasis is placed on makumdents familiar with collocation
types. Here are some examples:
1.noun + noun

« Theceasefire agreementame into effect on 8July1962.
« lwould like to buy twdoars of soapplease.
2. adjective + noun

« The doctor ordered him to takegular exercise

- The Titanic sank on itsiaiden voyage
3.noun + verb

- Thelion startedo roar when it heard thdog barking.

- Snow was fallingas oumplane took off.
4.verb + noun

« | always try todo my homeworkin the morning, aftemaking my bed

« He has been askedgove a presentationabout his work.
5. adverb + adjective

- We entered achly decorated room.

- Are youfully aware of the implications of your action?
6. verb + adverb

« Sheplacedher keyggently on the table and sat down.
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« Marywhispered softlyin John's ear.

[1l.Practice

1-Which word from the box collocates with all thends given?

doubtful- idea- opinion- story- belief- criminal

1. strong, profound, popular, unshakable, shaspe, lose

2. conflicting, personal, second, express , gisk, a

3. dangerous, desperate, common, born, hardertetl, ca

4. extremely, very, slightly, look, become, remain

Answers: 1 = belief, 2 = opinion, 3 = criminal, 4 = doultfu
2-Students were asked to highlight and then notideaations discussing beliefs in this text.
The writer seems tmake assumptionsased on annshakeable beliefin the
superiority of his own value system. He seems tari@vare of the extent to which his own
set of beliefshascoloured his judgement. Hs researcheadshim to concludethat military
action was justified. However, hevidence is based oone single document amadtaches
too muchimportance to this. | do notrust his judgement Moreover, other documentast
doubt on his conclusiongOpinions on the issuare divided and my owrconsidered
opinion is that the writer is not to be trustedhave serious misgivings abouis research
and Ihave doubtsabout the accuracy of some of his facts.
IV.Speaking Practice
The researcher collaborated with the students eation collocations referring to
beliefs and opinions such as firmly believe, hdld view, etcStudents then were intended to

talk about their beliefs and opinions.
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Example 2: Second week

Session 1

Aim - To practise adjective-noun and verb-noun coliocat
Lesson plan

1.Warm-up activity( 10 min)

2.Main Activities

- Matching words(10min)

- Listening for collocations(15 min)

-activity (15 min)

- Listening comprehension (for the control groupydn

- Play a collocation game on verbs and nouns(2Qmin

- Role play (15 min)

-Audio-recording students (15min)

I.Warm-up Activity

We explained to students that they were goingdteii to opinions about languages
(CD 1 Track 5 from Complete CAE, 2010:17).
We put students into pairs or small groups anéaskem to recall the nouns and verbs that

collocate with language.
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II.Pre-listening — vocabulary

Dictating two lists of words, Students worked inrpanatching words to make

common collocation.

fashionable highlyiculate
achieve coamd
Mother acacy

an excellent lo@mds

a bit your aims
consider doe
becoming sust

Students were going to listen to opinions aboouglemges. They were informed that
they would listen and match any of the collocatitre they heard. Then, we played the
recording and checked students’ answers.

(Answers: an excellent command, fashionable loadsya bit rusty, mother tongue,
becoming highly articulate, consider accuracyjaahyour aims).
lll.Listening

Students were going to do some collocation aawwhile listening. Contrary to the
experimental group, students of the control grestehed and answered some comprehension
guestions. The meaning of any unknown words orggdsavas explained to the control group.
Activity
Students were asked to choose the correct colmatind use them in meaningful sentences.
For example, took my final exam last week butfailed. Hopefully, | will pass

next week.
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Pass

Lose

(an) exam

Fail

Take

Save

Spend

Money

set up

Waste

Cause

Run

(a) business

take over

deal with

(a) problem

Make

Solve

ask for

learn from

(a) mistake

Avoid

Give

Advice

give

Follow

Make

do

Homework

hand in

Keep

(a) promise

go to

Break

go on

escape from

Jail

get out of

get




Arrange (@) trip lose (a) job

Cancel apply for

return from find

Figure 6: Collocation Forks of Common Verbs

IV.Post-listening
1-Collocation Game

The researcher put students into teams. Each teaded a piece of paper and a pen.
Then, he dictated the following verbs: take, plagke, find, pay, and tell. He elicited one
example of a noun that collocates with each vadn{fthe previous exercise). Students had a
limited time (e.g. 5 minutes) to write as many mooens as possible for all of the verbs.
When the time was up, both teams counted how marty+ noun collocations they had got.
Finally, the researcher checked their answers aaalceed points for each correct collocation.
The team who got high points was the winner.
2- Speaking Practice

Students were divided into groups of 6 or feu@ve each student a job card.
Students had to justify which job they preferredéd when they graduated. Each student
should speak for a couple of minutes. When everyinimghed, the class voted for the most
convincing worker.
Session 2
Aim: recycling and noticing lexical collocations prevebylearned

Students could learn them topic (time, number, weather, money, family) or by a

particularword (take actiontake a chancdake an exan
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Activity 1

Students were given the tape script with some kdlgaations blanked out. They

listened again and completed the spaces.

Example 3 : the fifth week

Session one

Aim: to present and practise verb + noun collocatiorekg, do, get, take)

Lesson Plan

[ —

. warm-up (15 min)

N

. Presentation (20min)

w

. Multiple choice activity (20 min)
4. Dictionary activity (30 min)

5. Communicative drill (30 min)

[o2]

. Speaking practice (15 min)

\‘

. Revision (15 min)

1.Warm up

EB-EOE) @O

Figure 7: Collocation bubbles

220



The researcher drew bubbles on the board and askéents to do the same in their
notebooks. Then, he read sentences aloud twice. iwild listen and write each collocate
in the appropriate bubble. After checking thatlad students wrote the collocations of the
given sentences, students checked their classns&tiences and correct any mistakes.

2. Presentation

Students were asked whether they can use othels\vsach asmake a job, *take a
job; *make business, *take businesome students said that we cannot. We asked thigm w
they could not use any other words here (to findwhether or not students were aware of the
concept of collocation — words that often go togeth

We explained that in English there are many worbigklwoften go together in this
way. We elicit some basic verb + noun collocatitieg students may already know (for
example:do homework, make a mistadkand some ‘collocations’ in Arabic (students’

mother tongue). Furthermore, we tried to trangtag¢en literally into English, for instance,

1./daraba zaydun cumaran/
'Zayd hit Umar'
2./daraba |I-mudiiru biyadin mihadiid/

‘The headmaster ran the school firmly'

3. Multiple Choice Activity
Choose the appropriate verb to form a correct cation
1- If you can’t speak English, you cag#t agoodjob.
2 -You should nevedo businesswith your friends or family.
3 -If you want to become rich, you havetadie risks.
4 -Successful business peogtea lot ofovertime.
5 -Your work should alwaykake priority over your family.

6 -Big companies don’t care about their employ&égy only care abouhaking a profit.
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4. Dictionary Activity

Students were intended to put each noun into theeciocolumn in the table, being
informed to work together and/or use their dictioes (Oxford Advanced Learners of
English Dictionary). We asked them to think of somere words that could go in each
column or to find some in their dictionaries. Whha students finished filling in the table, we

checked the correct answers for each column.

Do Make Get Take
Business a complaint a bonus a break
overtime a fortune a job classes
training a profit an emalil priority
work an appointment qualifications risks

Table 63: Collocations with Common Verbs : Do, MakeGet, and Take

This activity shows students how a good dictioraay help them to learn
collocations. Students found all the answers t® dlativity by looking up entries in the
Oxford Collocations Dictionary.

Session 2
Warm-up

Students were intended to use make, do, get, ta#teceptable sentences. They were
not allowed to have look on their notebooks orlmirtcopybooks. But, they could discuss
their answers with their classmates.

5. Communicative Dirill
Preparation

Make one copy of the table for every 4 studentbénclass. Cut up the cards and put
them into piles. Put students into groups of f@hoose one student in each group to be a

referee. Give each referee one set of cards dndiri@her not to show them to the other
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students in his/her group. The referee should aat&d and say the noun written on it (e.g.
‘A job’) The other students in the group shouldshaut the verb which the noun collocates
with it (e.g. ‘Get a job!"). The player who say®therb first wins and gets to keep the card. If
both players shout out the verb at the same timigher gets the card. When the referee used
all the cards in the pile, the group with the nuestds won. It is a good idea to set a time limit
for this activity, or ask the students to time tisetaes.

Such activity was done as a class race: the grdughviinished the pile of cards first
(with correct answers) was the winner.
6. Speaking Practice

Ask one student from each group to come to the fobthe room and choose a card at
random. The student should take the card backstbdr group and asked his/her team-mates
the question, inserting the correct collocatione Btudents should discuss the question for a
short time and tried to practise the collocatiotheir answers. For example:
Question: what do you do when you get up early?
Answer : | make my bed and take my breakfast

When the group finished discussing the questi@tudent from another group should
return the card to the table at the front of tlesstoom and took a different card. He/she
should then discuss the question with his/her teaates in the same way. The students
should continue in this way, discussing differem¢stions and trying to practise the
collocations. The researcher set a time limit ffi@r &ctivity, the students thus did not have to
discuss every question.
7. Revision

At the end of the activity, the researcher elicgethe answers and corrected any
mistakes that students made. Also, students w&ezlds brainstorm what they had gained

from the session. Even the tongue-tied students iveosted to speak.
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TO sum up, this section described in detail thpsstendertaken to carry out the
experiment lessons and specific instructions inlémgnting collocation awareness-raising.
To illustrate this, we describe lessons presemtéldree weeks out of twenty-two weeks (22).
In the next section, data analyses and resultsegbdst-oral test will be reported.

4.6.3. Post-Experimental Phase
4.6.3.1. Aim of the Post-Oral Test

Post-oral test was expected to collect data abbat dubjects’ use of lexical
collocations and measure their oral proficiency.this respect, the goal intended is to
measure the degree of influence of making studmmgse of lexical collocations on their oral
proficiency. Thus, test results were examined faredations between the subjects’ use of
collocational knowledge and their oral proficiency.
4.6.3.2. Description of the Post-Oral Test

The post-oral test was identical to the pre-teat in terms of choice of a topic out of
three. It was administered in the same way, understime conditions. Similarly to pre-
testing, during post-testing, students were instiditco make a five-minute presentation on a
topic of their choices among three proposed tofibey agreed to talk about friendship.
4.6.3.3. Administration of Post-Oral Test

A post- oral test was administered after thettneat to measure the oral performance
of students in both groups. It was taken immedyaéer the last week of the intervention, at
the end of the second semester. It was administerbe same way, under the same

conditions.

4.6.3.4. Results and Discussion
The number of lexical collocations used in studesgseches was calculated. it was
helpful to investigate participants’ awarenesshngi®f using lexical collocations in their

speeches. Similarly to pre-oral test, to measurgcgzants’ use of lexical collocations, we
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assessed the number and percentage of acceptajiehEaollocations produced by the

students as follows:

The experimental group

The control group

Number (N°) Percentage (%) | Number (N°) Percentage (%)
Acceptable lexical 154 88% 17 20,73%
collocations
Unacceptable lexical 21 12% 65 79,27%
collocations
Total 175 100% 82 100%

Table 64: Students’ Acceptable versus Unacceptableexical Collocations Obtained

from the Post-Oral Test

100%

90% 88%
()

80% -

79,27%

70% -

60% -

50% -

40% -

30% -

20% -

10% -

0% -

Experimental
G

Control G

W Acceptable lexical collocations

Unacceptable lexical
collocations

Figure 8: Students’ Acceptable versus Unacceptableexical Collocations Obtained from

the Post-Oral Test
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The students’ speeches of the two groups were zadlgnd compared for the
percentages representing acceptable and unaceejsaiohal collocations. We can say that
the percentage representing students’ use of lecatlacations is very low in the control
group. But, the percentage representing studesgsbtilexical collocations is high in the
experimental group. This indicates that the corgroup students had insufficient
collocational knowledge. They still lacked collacatal knowledge. Therefore, they did not
master lexical collocations even the ones abouwils dncountered topic such as friendship
the topic they chose for post-oral test. Whilegkperimental group participants retained and
used the collocations they learned before. Thutharmpost-oral test, those students produced
a great number and variety of acceptable lexichbcations. Contrary to the experimental
group students, the control group students usedatiogations in their speeches more
frequently. To illustrate, instances of acceptalrid unacceptable collocations are presented

in table (66) and table (67) respectively.

The experimental group The control group

-The real friend is... -The real friend is...
-Making friends is very important -Everyone can make friends
-She loses her temper quickly -Keep silent

-1 take the jokes she plays -There is no real friendship

-To make sacrifice
-To form a lasting friendship

-Moufida and Imene consider me a mutual
friend

-They dream together how to cement this
relation

Table 65: Examples of Some Acceptable Lexical Cottations Used by Participants in

Post-Oral Test
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The experimental group The control group

-Innocent relationship comes at a young agekriendship required the helpful and faithful.
-Humans are social creatures. -Friendship is comfortable and relaxed.

-They need to create new relationship. -Friendship requires meeting the needs of

: : , _ both friends.
-Friendship must be filled with love.

_ _ -there are isolated people.
-They gave their teachers hard time.

, , -Friendship must be build.
-Her smile can hit her great sadness.

, , , | -Work for the continue of this good
-l immediately offer to them my friendship. relationship.

-People have changed. -Don't wait the back.

-It must be built on some rules. -Anyone has a friendship.

-A person won'’t give a huge importance to _He should be your second half.
his pride.
-You share the same character.

-No one can create problems between
friends.

-Without speaking any word.

Table 66: Examples of Some Unacceptable Lexical Qatations Used by Participants in
Post- Oral Test

We notice that the speeches produced by expetaingroup students are longer than
the ones produced by control group students (seenax V and VI). This indicates that the
experimental group students were capable to fregbyess their ideas. Also, the experimental
group participants used large amounts of acceptebieal collocations as shown in table
(65); while control group participants used veny fexical collocations which are frequently
used and daily encountered suctkesp silenandreal friend In addition to that, the students
who did not receive the treatment still faced thee problem that of miscollocations . The
collocations verb+ noun seemed to be more likelgatase L1 interference for the subjects in
this study. They were heavily influenced by theather tongue. Wait and backhgll i)

their combinations produced relatively miscolléaas. They were also influenced to a lesser

extent by French. Another difficulty facing studemtas the fact that they wrongly combined
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English words. To illustrate, a student saiNg one can create problems between friends
(instead of cause problems) because in Arabic anesayyakhliq elmashakilAnother one
used the French verb continuer to express theafleement a lasting friendshipvbrk for
the continue of this relationshiphe majority of control group students wronglylecated
friendshipwith requires By comparison, all the students who receivedrtb&tment avoided
making collocational errors because of French feares near-synonyms. Accordingly, they
still faced the obstacle of paraphrasing from Acalbhis indicates that the intervention made
students aware of how words are naturally combiiids, their way of thinking was
affected by consciousness-raising of lexical catmmns; They did not combine single words
in relation to only grammatical rules but also tipeyd attention to the way these words are
habitually used together. However, the studentédooot avoid mother tongue interference in
short period of time. They needed more practicetane. The fact that the subjects’ mother
tongue language is Arabic might explain this rebaltause it is easy for the subjects to render
Arabic words into English. It is their native larage which is widely used among them
outside the classroom.

In addition, in the posttest, we calculated themsezf collocations use and oral
proficiency of the control and experimental groafier the treatment period. We then
divided the sum of the scores obtained from stigleise of collocations and the scores

gained in oral proficiency by the number of thetiggrants in each group. The results are as

follows:
The experimental group The control group
The mean of lexical 6,16 0,68
collocation use
The mean of oral 3,12 2,36
proficiency

Table 67: Post-Test Use of Collocations and Oral Bficiency Means of the Experimental and
Control Groups
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The numbers of lexical collocations used by the twoups are strikingly different.
Through comparison, we can see that subjects irexperimental group used much more
lexical collocations in speaking than subjectsha tontrol group. The average number of
lexical collocations used by experimental grou,6 while the average number of lexical
collocations used by control group is only 0,68 other words, the average number of lexical
collocations used in the students’ speeches wastlhes one in the control group and less
than seven in the experimental group. This furtinelicates that there is an increase in
collocational use among the experimental groupesitsd The total score of the experimental
group participants for the acceptable collocatioae was 6 lexical collocations out of 154.
Unlike the experimental group, the control grouptipgrants’ use of lexical collocations was
less than 1 out of 17. This reflects a wide gapvbenh the two groups in the oral production
of lexical collocations.

Furthermore, the mean of students’ oral proficieiscy, 12 in the experimental group and 2,

36 in the control group.

Concerning oral proficiency, familiarity with theay words naturally combined is a
basic native-like aspect of learning and usingdalgnguage vocabulary. This knowledge
helps students express their ideas. A languagesticatioctionally rich is also more precise
because the meaning of a word is always deterniogede context and it is collocation that
provides this context. As a result, students cgmess more clearly and, at the same time,
more precisely the message they want to conveyeXxample, the experimental group
participants precisely used the expressvarlasting friendshipwhile the control group
participants saidtve should work for the continue of this good relashipor * build
friendship and want to be for a long period/ to the#\lso, she is a mutual frients another
example to illustrate how the participants who nese the treatment could precisely express

their ideas, whereas those who did not receivérdament used longer wordier expression
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to express the same idea, producing the awkwatésee*Friendship requires meeting the
needs of both friendsurthermore, experimental group students were tabimaster sufficient
lexical collocations and used them appropriatdigrefore, they achieved a considerable
degree of language fluency (only slight hesitatiand pauses in their speeches), thus
performing well in foreign language oral producti®y contrast, the control group students
hesitated and made frequent pauses to expressdbas. Those students who did not store
adequate lexical collocations in their minds, cateeé phrases and sentences piece by piece
according to grammatical rules. This means thay thtad to spend much more time in
selecting appropriate words. Therefore, the pracgspeed must be slowed down, and much
less time left to consider the content of the laaggu All these aspects affected the fluency

and therefore students’ levels of oral proficiency.

4.6.3.5. Comparison of Results and Means

After collecting the data of the pre and post tést,scores help us to provide a
statistical analysis. First, the comparison ofgiheand post test means of collocational use
and oral proficiency of the control and experimégtaups are presented in terms of figures.

Figures (9) and (10) show the pretest performamtieeocontrol and experimental
groups in collocational use and oral proficiency.dbserving these graphs, one can notice
that the achievement of both groups in the présespproximately the same. When we look at
the two groups’ means in the pre-test (table 5@)natice that there was no significant
difference between the two groups in use of lextcéibcations or in oral proficiency. This
means that the participants started the experimigntequal levels in use of collocations and

oral proficiency.
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= Experimental group scores

Control group scores
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Figure 9 : Pretest Lexical Collocation Use Scores

Experimental scores

Control group scores

FigurelO : Pre-Test Oral Proficiency Scores

At the end of the experiment, both control and expental groups were tested again.
After the analysis of the posttest results, weaso# significant difference between the control
and experimental groups in terms of their lexiadlorational use and oral proficiency

results. The experimental group participants peréat better than the control group
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participants. Such difference between the two gsasglearly shown in figure (11) and

figure (12).
16
14
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wll |
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2 V A — Experimental group scores
Control group scores
Participants

Figure 11: Post-Test Lexical Collocation Use Scores
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=== Control group scores
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Participants

Figurel2 : Post-Test Oral Proficiency Scores

Figure (12) shows that experimental group studdet®| of proficiency increased.

This means that the subjects’ exposure to largeuats of collocations influenced the
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production of these collocations in their speecrestherefore affected their oral proficiency.
That is, the more the subjects were exposed totegar collocation type, the more they
used it. Consequently, a wide range of meaningilibcations in the experimental group
students’ mental lexicon made it possible to quid¢kid the right word. It also facilitated and
accelerated the communication process. Furtherniateildents were able to use lexical
collocations appropriately, their communicativeliibs would be increased, which is
considered helpful to enhance their oral languagégency. As a result, students need to be
trained to record and retrieve collocations rathan just individual words to enhance their
proficiency and produce more natural-sounding laggu This improvement is a result of
training students to appropriately combine Enghsinds.

In contrast, since in control group students’ lakieservoir, there were no ready-
made chunks (,i.e. collocations) at their dispasaly had to generate them from scratch on
the basis of grammar rules. This led to numerollecaional errors. This, in turn, led to
inadequate oral use of English

Table (68) sums up the means of students’ usellmications and their oral

proficiency of the control and experimental groopsained in the pretest and posttest.

Pre-test Means Post-test Means
The The control group] The experimental| The control group
experimental group
group
The mean of 0,88 0,72 6,16 0,68
collocations use
The mean of 2,24 2,32 3,12 2,36
oral proficiency

Table 68 : Pre and Post Tests Means of Collocatiotdse and Oral Proficiency
By comparing the means of both groups in collocatise and oral proficiency in the posttest,

we notice the following:
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In terms of collocation use, we may easily dedbhee the experimental group
outperformed the control group. From table (69),netce a slight difference between the
means of the control and the experimental groupisarpretest. They had nearly the same
collocational knowledge, only 0, 16 difference beéw the two groups. However, a
difference of 5,48 was reached in the posttese. difference between the pre-oral test and
post-oral test in terms of collocation means is2&and -0,040f the experimental and of the
control group respectively. This explains thatéi®perimental group had shown a progress in
collocational use which was not the case of theérobgroup.

Concerning oral proficiency, we notice that thetoolrand experimental groups had
shown a similar performance in pretest. From t&®®3, we may remark a negligible
difference between the two groups in the pretedd&D. A remarkable difference 0,76 is
noticed between the two means of oral proficienastigest for the control and experimental
groups. Thus, the hypothesis is confirmed by thgssical results obtained from this
experimental study in which we notice an improvetedroral proficiency among the
experimental group students. This means that diy®selationship exists between students’
use of lexical collocations and their oral profrag.

To reinforce the conclusion drawn from this comgami and to give it more validity,
we proceed to the computation of correlation cogdfit.
4.6.3.6. Pearson Correlation Coefficient of the Exgrimental Group

To verify whether the relationship between stugiemde of collocations and their oral
proficiency has been affected by the treatmengsdtest correlation coefficient "r" is
calculated. The degree to which two sets of scoogary or vary together is estimated by
calculating a correlation coefficient (r). It ceange from a perfect positive relationship of +
1.0 to no systematic relationship at 0.0 to a @eriegative relationship of -1.0. If “r"is

approximate to “+1” or “-1” the correlation is high it is “+1” or “-1” the correlation is
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strong/perfect. But, if “r” is near 0 the corretatiis weak and if “r” is O there is no
correlation. If “r” is positive (marked by +) thmmeans that if the values for “X” increase the
values for “y” also increase. But if “r” is negagithis indicates that if the values for “x”
increase the values for “y” decrease.

However, there is always the possibility that thgults might show no relationship
between them. This leads to the need for a spgpalof hypothesis called the null
hypothesislt is a hypothesis of no association in a corretatl study (Brown,1988:110) .
It is either confirmed or disconfirmed.

On this basis, the null hypothesis in the aurstudy is:
HO: There is no systematic relationship betweerutieeof collocations of first-year LMD
students and their oral proficiency. That is to, $8§. r = 0.
H1: There is a positive relationship between theafscollocations of first-year LMD
students and their oral proficiency. In other wotd8: r > 0.

In order to calculate the correlation coefficient ve apply the following formula:

TE-T)%-7)
-5, -3

=

Y —the sum

(X -x) - the deviation of x scores from the means(the mean of X scores: the

sum of X scores divided by the number of cases N).

(Y - ¥ ) »the deviation of y scores from the me&nsthe mean of Y scores: the

Sum of Y scores divided by the number of cases N).

X - scores of independent variable
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Y - scores of dependent variable

Table (69) presents the scores of the experimgnbalp students of lexical collocations use

and oral proficiency as follows:

The experimental group | X :Scores concerning the use y: Oral proficiency
students of lexical collocations scores

11
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Table 69: the Experimental Group Scores of the Pogest
The calculation of ‘r’ is scientifically related the means of both variables, i.e.

dependant and independent.

. XX 154
X=—
n

=—=26,16
25
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Ly _78 _312
25

Y=
Students X X-X vy | (x-%)(y- (x-%)? (y-9)°
y)
1 11 5 5 2 10 25 4
2 5 4 -1 1 -1 1 1
3 7 4 1 1 1 1 1
4 2 1 -4 -2 8 16 4
5 8 2 2 -1 -2 4 1
6 14 5 8 2 16 64 4
7 6 3 0 0 0 0 0
8 2 1 -4 -2 8 16 4
9 6 2 0 -1 0 0 1
10 13 4 7 1 7 49 1
11 6 4 0 1 0 0 1
12 9 4 3 1 3 9 1
13 2 1 -4 -2 8 16 4
14 5 2 -1 -1 1 1 1
15 2 3 -4 0 0 16 0
16 3 1 -3 -2 6 9 4
17 5 4 -1 1 1 1 1
18 5 3 -1 0 0 1 0
19 8 4 2 1 2 4 1
20 4 2 -2 -1 2 4 1
21 7 4 1 1 1 1 1
22 9 5 3 2 6 9 4
23 5 3 -1 0 0 1 0
24 6 4 0 1 0 0 1
25 4 3 -2 0 0 4 0
Total 154 78 4 3 76 252 41

Table 70: Correlation between Collocations Use an@ral proficiency

r=

0.74 >0, so the null hypothesis that assumes atigakhip between students’ use of lexical

76
V252x41

=0,747

Since the value of the r obtained is 0.74 is wethe zero (as shown in table).

collocations and their oral proficiency (HO: r=8)rejected.
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Moreover, the coefficient correlation r is highéamn 0,5. This means that there is a strong
correlation between the two variables: student& ok lexical collocations and their oral
proficiency.

4.6.3.7. General Discussion

To determine the effect of awareness-raising dbcations on improving EFL
student’ oral proficiency, this study used a quagrerimental design. By setting up a control
and an experimental group, thus, a treatment wasnégtered to one group, and its
performance was compared with another equivalentgyrsimilar in abilities and attitudes,
which had received a different treatment type. Datdhis study consisted of pre- oral test,
performed before the experiment phase, and paaitiest, composed at the end of the
implementation phase. Two separate analyses wedticted on these data :(1) a collocation
use analysis, and (2) an oral proficiency analysis.

The findings of the study, based on the resultb®tests, show that awareness-raising
of lexical collocations had a positive effect or tiral proficiency of the subjects in that it
improved their collocational knowledge, and enteahtheir oral proficiency.

Firstly, experimental group students scored béhi@n control group students in terms of
acceptable lexical collocations use. As a redudt,mhean of collocations use of experimental
group students increases considerably. Also, thenro€oral proficiency of experimental
group students increases. To determine improvemestidents’ oral proficiency from
pretest to post-test, we compared the experimanthkcontrol groups for the overall quality
of the students’ oral proficiency and for the ugéerical collocations. The experimental
group outperformed by far the control group in bathocational knowledge and oral
proficiency. However, the difference between the groups on the basis of oral proficiency
scores is not highly significant as it is in terafdexical collocations use (figure 11and

figurel2). This confirms that students of the expental group were made aware of the
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necessity to retrieve and use lexical collocatiortbeir speeches. The statistical differences
are a clear indicator of the changes that occurimthe oral performances of the
experimental group participants. This finally allws to reject in this experiment the null
hypothesis (HO) which states that the differenaduis to chance, and to accept the alternate
hypothesis (H1) that the difference between thedvamps is caused by the independent
variable, i.e. awareness-raising of lexical coltanzs.

From the results discussion, we conclude that tisesiesignificant positive correlation
between students’ use of lexical collocations d&dl toral language proficiency. Thus, first
year LMD students’ use of lexical collocations pats had a positive relationship with their
oral proficiency. The aforementioned analysis @ #mpirical research results confirmed our
hypothesis revealing that awareness-raising o€&xiollocations improves students’ oral
proficiency. Therefore, more attention should beegito lexical collocations in EFL classes.

To sum up, the major findings of the study inclugleollocational knowledge was
associated with awareness-raising, and ii) theestbjpf the experimental group performed
better after receiving collocation instruction caargd with the control group that did not
receive the treatment.

Conclusion

The current study seeks to improve first year LMdsnts’ oral proficiency.

In this empirical study, the implementation of ccktion awareness-raising activities
provides good results in improving students’ oralfigiency. Consequently, our hypothesis
which speculates that collocation awareness-raisieffective for improving oral proficiency
of first year LMD students at Guelma Universitysignificantly corroborateddence, the
study hypothesis is confirmed.

Since the students’ exposure to collocations aladively their production of these

collocations may mirror their oral proficiency lésean interest towards awareness-raising of
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lexical collocations is recommended in next chaptevhich some pedagogical implications
of the results of the present study are givers ftdped that the data can also provide FL

teachers with an anchor point in the teaching @fli§h collocations.
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Introduction

In this study of lexical collocation consciousneaising and its impact on EFL
students’ oral proficiency, we have shown in reslediterature that lexical collocations are
very important to help students improve their guaificiency level. Then, depending on the
results discussed in the two previous chaptergraeide implications for EFL classrooms.
We also make conclusions for the use of lexicdbcation awareness-raising to foster the
development of oral proficiency. Accordingly, thghuthe analysis of the experiment which
we carried out, we find it useful to propose asgeecommendations that will help in the
improvement of oral proficiency through the usdexical collocations. The first
recommendation is related to the importance otlxaollocations which should be focused
on in order to help EFL students orally use Enginsln accurate, fluent and effective way.
The second recommendation concerns the teach&’sirmaking students aware of lexical
collocations and in helping them retrieve and wss dexical combinations. Finally, valuable

suggestions for future research studies are prdvide

5.1. Teaching Lexis Along With Grammar

Grammar has been the focus of language teachirggfduries, yet it is vocabulary, or
more specifically, lexis, which learners need tgot@te meaning because meaning is carried
not by grammar but by lexis. Since EFL studentsioaorally use structures correctly if they
do not have enough vocabulary knowledge, many esustress that the lexical component of
language is as important as the grammatical aspect.

A listener would be able to understand what thelkg@emeant because of words.
Speakers should not be grammatically correct tonsonicate effectively, but they need to be
correct with their use of lexis. Therefore, a leiapproach to teaching, which means the

primary focus is on helping students acquire votauis needed. This movement away
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from a grammar-based syllabus largely began in 1@88the publication of “The Lexical
Approach” by Michael Lewis. In reality, teachersagse any methodology with a lexical
approach from grammar translation to task-baseadileg What changes is just the linguistic
focus of the lesson. It focuses on structures nu@def lexical combinations. The actual
paradigm shift was away from individual words tasters of words, or lexical chunks as they
are commonly referred to.

Depending on his approach, Michael Lewis suggésiisteachers need to help
students become aware of the lexical chunks, spaltyf collocations, which commonly
occur in the language. The idea is that if studbatome aware of some of the many lexical
structures, they will have more information abooMvito combine individual words to build
coherent structures like phrases, expressions aontevsentences, which should ultimately
emulate those used by native speakers. Many rdwzar@Nattinger and DeCarrico, 1992;
Bahns, 1993; Nesselhauf, 2003) have noticed th&nidt the use of grammar which separates
higher level students from native speakers, butvéne words are combined into lexical
chunks. Therefore, teachers have to avoid focusmiggaching either grammar or lists of
vocabulary; rather they should emphasize teachmlg rammar and lexical collocations as
Lewis (2000:45) points out: “Practice should beadied towards helping students collocate
words and grammaticalize from words to sentencggrimary aim of teaching must be to
raise students’ awareness of collocations becéastetver collocations students are able to
use, the more they have to use longer expressitthgmach more grammaticalisation “to
communicate something which a native speaker wexjdess with a precise lexical phrase
and correspondingly little grammar” (16 ). Consedlye a greater focus needs to be placed

on developing student’s collocational competence.
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5.2. Vocabulary Teaching and Lexical Collocations

Vocabulary is an essential component for successfumunication in EFL
classroom. While grammar is important, a lack afalmulary may result in complete failure
to convey a message. Foreign Language teachersabdtien that their primary role is to teach
grammar, and that vocabulary will somehow be leiswdconsciously. If students have to
learn and recycle the vocabulary through simpleosype, it is better to be structured rather
than indirectly learned. Vocabulary learning stgéds are not taught as part of most curricula,
but certainly they should be.

Teachers have to convince their students that wdagbconstitute the core of any
lecture. In fact, vocabulary teaching should bevpled and included in EFL classrooms.
Therefore, students have to check and use theuir@chEnglish lexicon with the help of
awareness-raising and dictionary use strategigsortantly, teachers should check students’
progress in vocabulary use. Furthermore, nativalsgys have a large inventory of lexical
collocations, which are vital for proficient prodion and natural sounding.EFL students,
thus, should not depend on a set of grammar rnlésaeparate store of isolated words, but
on the ability to rapidly access to this inventofyexical chunks. However, teachers have not
paid much attention to how to build vocabulary &agte not taught the notion of collocation.
The language strategies consistent with the lexigppfoach must be directed towards
naturally occurring language and towards raisigriers’ awareness of the lexical nature of

language.

While students attempt to produce the target lagguaally, they may notice
that they do not know how to say precisely the nreathey wish to convey because
they do not know how words are normally combinedhliive speakers. Interestingly,
learners have to notice and subsequently learaindeixical collocations to enhance the

development of their oral proficiency. Simply pat increasing mastery of the most
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basic lexical collocations, which becomes posdittleugh strengthening the students’
collocational power, results in a higher level officiency. In an effort to help students
overcome vocabulary difficulties, lexical colloaats should be presented in
meaningful contexts to be easily retained. Vocatyukss revealed by research findings,
is a major problem encountering learners when #peak in terms of miscollocations.
Students cannot express their ideas and thougleteaty as they want because they
heavily rely on bilingual dictionaries when theyceanter unfamiliar words. Another
strategy used by students is that they renderediédveords into English, ignoring that
they have to translate whole chunks as single tmiget the same meaning and to
sound natural. Nevertheless, teachers should magate@very error a student makes, but
they have to set priorities according to their dessbjectives. Teachers have to design
their courses in relation to collocational knowledg
5.3. The Role of Lexical Collocations in EFL Classe

The mental lexicon does not consist solely of @mvgbrds, but also includes larger
chunks of language. Yet word-based lists beginddk inadequate as a guide to vocabulary
learning. In order to achieve native-like competeand proficiency, EFL students need to be
aware that an important part of language acquisisdhe ability to comprehend and produce
collocations. Collocations will help EFL studenpeak and write the target language in a
more natural and accurate way. They are fundamenthlent language production, as they
allow language production to occur while bypassiagtrolled processing and the constraints
of short-term memory capacity. Studies of speeashnity (Pawley and Syder, 1983; Boers et
al, 2006) show that lexical collocations are esaétd maintain smoothness and speed of
real-time speech, and they play an important mléeveloping students’ language

proficiency. Directing student’s attention towatesical collocations could open the door to
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improvements in how learners acquire second largyuBgachers have to train their students
how to be autonomous learners to build collocaticoenpetence by themselves.

5.4. Building Collocational Competence

Collocations are fundamental components in vocapldarning; and are a matter of
convention as Lyons (1977:265), and most reseaschgesses that it is “the native speakers’
ability to produce acceptable and novel collocatioimherefore, students who lack
collocational knowledge miscombine words becausg tlo not know the appropriate
collocations which precisely express their thoug@rrespondingly, analysis of pre-oral test
showed that students of both groups (experimenthkantrol) lacked collocational
competence. Teachers, thus, should encourage stysignattention to the way words are
normally combined as mentioned by John Firth (1997 “you know a word by the company

it keeps”.

In addition, teachers should urge students tombelved in extensive listening. This
will not only expose them to a massive amount aiapmlary, but will also help them
discover and acquire new collocations. Studeigs, Aave to read because reading includes
collocational patterns and their appropriate usis, therefore, through listening and reading
that students will develop their collocational catgnce which is acquired subconsciously.
Nevertheless, in order to consciously acquire calional knowledge and to foster the
mastery of this knowledge, teachers have to made skudents aware of lexical collocations
as Lewis (1997:207) says:

The Lexical Approach therefore implies greatly eased emphasis on

listening and spoken examples for learners aead#ls, and for literate

learners, increased emphasis on extensive reafley. should listen and

read extensively, consuming much larger quantdfesaterial, but in less
depth, than has been the norm.
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EFL teachers, thus, should help their studentsidpvet only communicative
competence, a desired teaching goal, but alsocagitmal competence. In other words,
EFL teachers should help students to use Englisguadely, aiming at communicating
effectively by using collocations. It is lexisgeneral, and collocational competence in
particular, which allows students to read more Widenderstand more quickly, and
speak more proficiently. Therefore, lexical collboas are important, from a
pedagogical point of view, for many reasons.
5.5. The collocational Proficiency in the target laguage

The emphasis is put on foreign language proficiengeneral and on oral proficiency in
particular, considering the learning/teaching ofjsh as a foreign language. Most EFL graduates
from Algerian universities will probably be recrest as EFL teachers at a variety of levels. It is,
therefore, necessary to keep EFL students upd#atemeresting ways to develop an acceptable
level of oral proficiency. To achieve this goakht¢lers need to introduce lexical collocations to
their students; and adopt adequate EFL classro@tegtes which constantly remind learners of the
importance of these multi-word items.

Since collocational knowledge is part of nativeaers’ proficiency, effective
performance of EFL students depends on their stbtxical collocations. Furthermore,
several researchers (Conzett, 2000; Lewis, 19900;20su, 2005) have argued that
collocational competence can serve as a majoriorit¢o distinguish students’ levels of
English proficiency. It can be concluded that codiitonal competence is of great significance
to EFL learners’ language proficiency.
5.5.1. Lexical Collocations Promote Fluency

Pawley and Syder (1983:191) refer to “rexlike fluency” as the ability to link units of

language with facility. Lewis (1997:15) also poiot# that “fluency is based on the

acquisition of a large store of fixed and semi-fix@efabricated items”. It implies that lexical
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collocations provide an easily retrievable framelémguage production, and thus enhance the
fluency of the language production. As a redekical collocations can be easily called up
and used without the need to compose them througt selection and grammatical rules,
that is to say, using such lexical chunks may simpie learners’ language processing

significantly. Along the same lines, Nattinger d»eCarrico (1992: 32) explain that:

It is our ability to use lexical phrases, in othards, that helps us speak with
fluency. This prefabricated speech has both thamtdge of more efficient
retrieval and of permitting speakers (and heaterd)rect their attention to the
larger structure of the discourse, rather than ikgeip focused narrowly on
individual words as they are produced.

Through stringing lexical chunks together, speakeesable to produce stretches of
fluent language. Because the use of lexical cdliona lessens the load of language
processing, it enables speakers to employ regaléenps of discourse without undue
hesitation and disfluency. At the same time, itd@s learners to concentrate more on the
content of the language. In other words, lexiclbcations enable EFL students to process
and produce language at a faster rate becaus@dveya vast repertoire of ready-made
language, immediately available from their mergaldons (Lewis,2000: 54-55). If a speaker
can pull these readily from memory as wholes, flyeis enhanced. This reduces the amount
of planning, processing, and encoding needed, sed the speaker time to pay attention to
the multitude of other tasks necessary while spgaldo, it can be concluded that lexical
collocations can promote language fluency to aglaxgent.

5.5.2. Lexical Collocations Enhance Language Accucy

To master a foreign language, students must kndwmly its individual words, but
also the ways to piece them together. Pawley adér3y1983:193) argue that one of the most
difficult tasks for even the most proficient nortina speaker is to select that subset of

utterances that are customarily used by nativekgpeaAnd they define the term “native-like
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selection” as “the ability of the native speakectomvey his meaning by an expression that is
not only grammatical but also native-like” (Pawkysyder 1983:193). Thus, to acquire the
ability of native-like selection, students shouttblw how to select accurate and collocational

patterns in order to convey their ideas as napeakers.

5.6. Foreign Language Teaching and Lexical Collociains

Traditionally, most EFL teachers often emphasiaenmg grammar more than
vocabulary in their teaching. Concerning vocabutagching, teachers put great emphasis on
identifying single words rather than collocatioR®wever, teaching/learning lexical
collocations should be given the same status & apects of foreign language. Lewis
(1993:95) stresses that lexical collocations plagmtral role in language learning/ teaching,
and he regards lexis as the basis of languager ithidwe grammar or vocabulary. As a novel
theory to language teaching, the lexical approashrbceived increasing attention in recent
years because of its potential contribution to legge pedagogy. Contrary to vocabulary
which is understood as a stock of single wordsslexcludes both single words and
frequently used lexical combinations that we storeur mental lexicon. The lexical approach
concentrates on developing language proficienayutlin lexical chunks. Lewis points out the
pedagogic necessity of deliberately selecting, fipa@ting, and recycling lexical collocations
into classroom materials and activities; he cleargntions “this point applies just as much to
collocations which students are less likely to emtinless guided towards the importance of
collocation by their teachers” (Lewis, 2000:75)m8arly, Nesselhauf(2003:240) asserts that
“an L1-based approach to the teaching of collocat®eems highly desirable”.

5.6.1. Chunking
The concept of how students process knowledgereigio language for retention and

retrieval in their brains as meaningful groupsssally referred to as chunking.
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According to Lewis, pedagogical chunking shouldadeequent classroom activity, as
students need to develop awareness of languagkith they are exposed and gradually
develop ways, “not of assembling parts into whobes,of identifying constituent bits within
the whole” (Lewis 1993:195). It means that the @niynpurpose of the teaching activities is to
raise students’ awareness of lexical chunks, rdttaer teaching different ways of
constructing sentences.

In EFL classroom, focusing on chunking is a usefay to look at language and to
extend students’ control of it. For instance, shide&an spend a little time at the end of a
reading comprehension exercise identifying lexamdlocations in the text and analyzing
them. EFL teachers should read texts aloud in dagbat students hear the text correctly
chunked. Students cannot store language featuresctlg in their mental lexicons if they
have not identified them correctly. Incorrectly okad, the input will either not be stored at
all or will be wrongly stored. So, it cannot be géafale for retrieval and use. Teachers have to
encourage their students:

» read different materials about the same subjediemtat discover lexical collocations
used to discuss that topic. Teachers have totiaim read for lexical patterns, not
simply for subject-verb agreement or other grammlkas.

* read newspapers or magazines to see everyday lEogllscations

» practise speaking/writing new sentences using tbelecations in different contexts.

» Pay attention to how words are used together wismning to or practising speaking
sentences in English; rather than emphasize onlgibg vocabulary and learn
grammatical rules.

Chunking is the key to understand how the Engbslgliage operates. Concerning spoken

language, EFL students have to be in close imitaiichow a native speaker performs.

Students are required to read aloud along withrastript while listening to speech on a tape
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or a disk. They are encouraged to perform the gooepeatedly until they are certain that
they have mastered the phrases and how they akerspath particular attention to lexical
collocations. Students even can repeat sayingrseggehey listened to. Teachers wishing to
foster their students’ collocation learning mayrdfore, wish to give special emphasis to
activities in which students have the opportunitghcounter the same language several
times, enabling them to focus on building up fluenath particular strings of language
without the ‘distractions’ of dealing with new cemnts and meanings. Following Lewis
language model: Observe-Hypothesize-Experimentiakidg notes of the way words
commonly appear together, will prevent EFL studémis) saying or writing sentences that
may be grammatically correct but sound unnatural.

According to Lewis (1997) the central idea to efifeez communication and efficient
acquisition is chunking. Lewis (1997:58) writes:rildss you chunk a text correctly, is almost
impossible to read with understanding, and unlessspeak in appropriate chunks, you place
a serious barrier to understanding between youaselfyour listeners”. Chunking, thus, is the
key to comprehensibility, more interestingly, tokimg speakers understood in speech, and
from a language teaching point of view, to sucadisfurning input into intake.

5.6.2. Converting Input into Intake

Because the lexicon is far too vast to “teach”,ltheical Approach puts the emphasis
on getting students to notice lexical chunks dutimgr exposure to English. This is called
“noticing” or “consciousness raising” and is coresel the key for language acquisition. It is
necessary for students to be able to notice tigeilstic wrapping in which the message is
delivered. Accordingly, students are trained ta tilne language they meet (input) into the
language they acquire and have access to spontanselintake). The teacher’s role is to
help students develop their “noticing” skill, orather words, to turmput (language

exposure) intantake (language acquisition). Hopefully, the developnmarthe students
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noticing ability will go beyond the classroom armctor whenever they encounter the
language. Students do not automatically put tlegiognition vocabulary and newly learned
vocabulary to productive use. Once students arbo#tptaught about the possible words
combinations, they should be given more opportesito use them. Teachers should provide
their students with the opportunity to utilize tb&ical collocations in productive tasks, such
as sentence-writing and essay writing (Woolard 0200r in oral activities (Frank Boers,
2006). First, ask your students to read or sthdycbllocations and examples of the target
words (READ); second, ask them to make one sentgitheeach word without looking at the
examples (DON'T READ); and third, have studentklabthe book again carefully, and
check each sentence against the collocations aardp®s to make necessary correction or
revision (REREAD and REUSE). Other output actigtt@an also be designed not only to

raise students’ awareness of collocations buttalsonsolidate their learning (recycling).

‘notlcmg ------------ ‘ ------- converting----------- ‘

Figure 13: Converting Input into Intake

Target Direct

Language Contact

CAR: refers to lexical collocations awareness-rgsi
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5.6.3. Working Memory

Most EFL teachers underestimate the role of working nrgrnmolanguage learning
and do not know how memory can be influenced. Tieemcreasing evidence that these
multiword lexical units are integral to first- asdcond-language acquisition, as they are
segmented from input and stored as wholes in leng-memory. Nevertheless, the most
crucial element in a learner’s acquisition of adaekitem and/or chunk is the number of times
it is heard or read in a context. Researches shatiihie word has to be seen or heard between
5 and16 times to be learned because new wordarhaiot met soon are lost (Nation,
1990:14). It is essential that the newly learndtbcations are repeated soon after the initial
learning, and repeated many times and in many xtmt€eachers have to ensure that there
are enough meetings with these lexical collocatioregder to be reinforced in students’
memory. To achieve this goal, teachers have to thair students to be exposed
independently to the target language out of EFEscta discover lexical collocations.
Since lexical collocations are retained in longrtenemory as single units, they must be
observed in use in real-time, spontaneous commitimicand practised extensively. Repeated
exposure to such input over time would encouragebr's to achieve a certain level of
comfort with natural expression in English. Studesuitomatically retain a memory of
collocational chunks from the language to whictythee exposed. This suggests that they
will learn the collocations they repeatedly meeatyAleficit in learners’ knowledge of
collocation may therefore be the result of insuéint exposure to the language than of a
fundamentally different approach to learning.
5.7. Teacher’'s Role

There are some pedagogical suggestions, basedwa (993) work, that need to be

taken into account when applying lexical collocatiostruction:

252



1. A Shift in Language Acquisition Understanding

Teaching single words and grammatical rulestaadijtionally, important to improve
students’ language proficiency. However, Lewis @:89) suggests that lexis is the core of
language. He implies that lexical collocations dtdigulay a more important role in language
proficiency than grammatical structure. Most of EAlgerian students spend much time in
learning grammatical structures and single wordsohyTherefore, the first step is to change
their traditional concept of English learning thogbly.
2. Developing Students’ Awareness of Lexical Collations

According to lexical approach, “students need teettgp awareness of language to
which they are exposed and gradually develop waytsof assembling parts into wholes, but
of identifying constituent bits within the whole’éwis 1993:195). Therefore, teachers should
not only introduce the importance of lexical colions to students, but also establish the
concept of lexical collocations in students’ min@lkus, giving them opportunities to identify,
organize and record lexical collocations. To iltast, spotting all the lexical collocations in a
given text, translating chunk-by-chunk, highliglgfilexical collocations in doing exercises,
reading and so on, may help students develop aélagreness of lexical collocations.
3. Teaching Basic Lexical Collocations First

Basic lexical collocations should be taught ficstdcilitate the acquisition of native-
like proficiency. Initial instruction should focas relatively fixed expressions that occur
frequently, rather than originally created sentendeachers generally prefer teaching rare
words over common ones, assuming that common vavedalready known. Based on the
findings of collocation test, teachers should comege on the practice of different lexical
collocation types. Teachers may begin by introdyeriew basic lexical collocation patterns,

and then teach increasingly variable collocatiqresy
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4. Teaching Lexical Collocations within a Topic Franework

Lewis (1997:92) proposes that teachers must renmaistantly aware of the different
types of lexical collocations, which may be orgaaizvithin a topic framework. It indicates
that it is important to help learners to masterdaxchunks which cover a particular topic or
situation together. Words may be more effectivebrit if they are presented systematically
in rich contexts rather than randomly. Since ERldshts are sometimes unable to express
themselves, they have to know how words are noynealinbined in order to enrich their
linguistic reservoir. Yet, teachers should not isg@topics on their students. Students will be
unable to speak if they are unfamiliar with certmipics. Therefore, teachers have to be
highly selective in choosing the list of collocatsoto be presented, depending on their
students’ interests and needs. This kind of styategy help students memorize lexical
collocations, and when they encounter similar t®jigain, it is much easier for them to recall
many relevant lexical chunks quickly.
5. Doing Chunk-Related Exercises and Games

By doing exercises and games, students can ge&t imformation about lexical
collocations in a relaxed atmosphere. Some fredpased lexical collocations should be
repeated and revised in the exercises and games) whi help students to internalise them
and use them skillfully. Relying on games in leagnis so beneficial for students to feel
satisfactory; this is reported by many researct@wen Boyle (2008: 127), accordingly,
states: “Games create experiences with languagelaad, and experience is the glue that
makes learning stick”. When students are engagederesting and meaningful use of
language, it is possible for them to master lexaodliocations more quickly.
6. Providing Lexical Collocations Sources

Teachers can provide EFL students with sourcesxis in general and of lexical

collocations in particular, such as collocationgidnaries and concordances, stressing that
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these students should have direct exposure todlexidlocations of English language; and
learn to extract and know how to use patterns»tée collocations effortlessly. It is valuable
to encourage students to use good dictionariednichllocational examples.
5.8. What EFL Teachers Need for Effective Developmof Collocational Competence

For the sake of better ongoing of consciousnessagias designed in the experiment
lessons, certain basic steps should be respected:

* Make sure students understand what collocationsaemnplifying such concept in
English as well as in Arabic.

* Introduce materials for teaching collocations:ces, collocations dictionaries, and
online concordances, if available. Show studemighe one hand, how to find
collocations in such materials; on the other h@aniay encourage students to
discover the usage of lexical chunks by themselves.

» Train students to notice, retrieve, and recalldakcollocations.

» Urge students to list them in a notebook.

» Give feedback on students’ oral work including bgtammatical rules and
collocational information.

It seems that these steps can be incorporatednaty different EFL learning situations,
whether the class is oral expression session ocamgnt module session .Any teacher can
take these steps into account to make student®a#éexical collocations and help them
retrieve these lexical combinations for later otitpge (either spoken or written).

Once they become aware of lexical collocationsaedequipped with basic resources to use
them, the students gain the power to develop taiocational competence independently.
They can, therefore, go through any oral task: presentation, discussion, participation,
answering teacher’s questions...By teaching studeawsto learn lexical collocations

effectively, and use their dictionaries, EFL teasheill make their students autonomous.
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5.9. How EFL Teachers can Help Students Avoid Coltational Errors

Students always feel pressure to produce moreth®gncan, and they may become
depressed when they are not able to express whatant to say. Correspondingly, they
produce longer wordier expressions full of collema&l errors as McCarthy (1990:13) points
out: “Even very advanced learners often make ingmpate or unacceptable collocation”.
Collocations, the way words naturally combine larsguage, are very important because
these chunks can be retrieved as wholes whenttraien calls for them. Therefore, attention
should be drawn to common collocations which walghstudents express their ideas
efficiently. EFL teachers should train their stutdeto make effective use of English
dictionaries which are based on naturally occurdata. Students, thus, have to be
extensively exposed to the target language. Sirast of collocational errors made by the
participants reveal that Arabic collocations orrfefe ones are often translated into English
word-for-word, EFL teachers should make comparidgmita/een English and Arabic
collocations and English and French ones. Through somparisons, EFL teachers can
provide students with similarities and differencéshe collocational patterns of English and
the mother tongue and English and the second lgegiEench) .

Lewis (1997:60-62) introduces some activities wrach used to develop learners'
knowledge and awareness of lexical collocationsitumize collocational errors:

1. Intensive and extensive listening and readingnéntarget language.

2. First and second language comparisons and traorslaarried out chunk-for-chunk rather

than word-for-word, aim at raising language awassne

3. Repetition and recycling of activities, such asmmarising a text orally one day and again

a few days later to keep words and expressionshthed been learned active.

4. Guessing the meaning of vocabulary items fromexint
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5. Noticing and recording language patterns and catlons.

6. Working with dictionaries and other reference ool

7. Working with language corpuses created by the &aicn use in the classroom or
accessible on the Internet.

Simply put, we notice that collocational errors vdue to the neglect of awareness-
raising of collocations in EFL classes. Most teaslpait emphasis on grammatical errors,
providing students with immediate feedback, andewtgd collocational ones. However, the
majority of students made more collocational ertbhesm grammatical ones, as reported in our
study. Therefore, more practice is needed to avostollocations. We suggest some ways
through which teachers can help their studentsmiza collocational errors.

5.10. A Need to Raise Students’ Awareness

For the teaching of collocations to be successfahers have the responsibility to
direct students’ attention to the most useful aatmns, those which hold high priority in the
context of the curriculum. By helping students teabout putting words together, EFL
teachers will save a lot of time. Yet, findingstefichers’ questionnaire show that most
teachers (76,19%) reported not making their stigdaware of how words are normally
combined at all and how to notice them for teaclhiocgbulary. They largely relied on
teaching single words and grammatical rules.

5.10.1. Consciousness-Raising

The results of the study mentioned that lexicalooation awareness-raising plays an
essential role in English teaching/ learning precesd improves EFL students’ oral
proficiency.Thus, from our research findings, we have coméeacbnclusion that the
teacher has a crucial role to draw students’ avem®towards lexical collocations. S/ he can
effectively make them aware that this is simplywssy we say things in English. Most lexical

items may not be new, but the fact of occurringetbgr is not observed. Therefore, teachers
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have to bring students’ attention towards the mhtccurring of English lexical
combinations.

Although this study was conducted on a small grofupO EFL students at Guelma
University, The results have implications for otE#L learning situations. Since most of
EFL students faced the greatest problem that ohglyocombined expressions to convey
their ideas. Generally speaking, implementing éxéchl approach in EFL classroom does not
lead to radical methodological changes. Rathanyidlves a change in the teacher’'s mindset
and brings some useful suggestions on English ileg.chhe most important point is that the
language activities should raise students’ awaeatthe lexical nature of the language.
5.10.2. Noticing

Students need to notice the lexical collocations lse aware of them. They may notice
these lexical chunks when they check a dictionarynay guess them from a context. Lexical
collocations may explicitly be explained to thend dmghlighted. A major factor to strengthen
their learning is the choice of lexical collocasoEFL teachers should take into consideration
how to attract students’ intention, interest, ardds towards what they teach.

The most important learning strategy we can giudestts is just to train them tmtice
lexical chunks during their exposure to languagest e have to raise their awareness of the
fact that language consists of lexical combinatitimsn we need to define the main types of
lexical collocations (verb-noun, noun-noun, noureative...) and finally we need to develop
some activities that help them notice the lexitalrks in spoken and written texts.

A good way to get students to notice lexical c@loans in a text is to tell them that
they will have to use those chunks later in a tad$le task should relate to the original text.
For example, if students were to read about sonieexperience on a holiday, their task
could be to describe a holiday that they had orldvbke to have and they would have to look

for lexical chunks that they could use for thaktahe source could also be a spoken text.
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Keeping with the holiday idea, an easy way to dgitha class is to tell students about a
holiday you had and ask them to write down any &kyor simply expressions) that they
think they could use when they describe their laglidNot only this is an effective classroom
activity but it teaches students a valuable stsafeglanguage acquisition, that being
listening or reading for useful language that yan ase later.
Of course, once the students have extracted tigeidaye, you should get variable chunks up
on the board and, where possible, elicit otherfdllets that could be used. This is to give
students some latitude with the chunks when thegllfi do their productive task. To sum up,
we quote what Lewis (1997:85) claims:

Effective implementation of the Lexical Approaclages great emphasis on

noticing the basic multi-word chunks of languagec#érate noticing means

teachers need a set of organizing principles dalies can encourage

learners to record selected language in carefelbyghed notebooks after

studying a text, or doing the exercises and aas/it
5.10.3. Retrieval

If EFL students can retain more of what they haaerit, their learning burden would
be reduced. Lexical collocations can be remembiredigh different processes. Retrieval,
the process of remembering language features Masdhree aspects. First, students must
understand a collocation in the context in whiabcturs, perhaps by guessing its meaning
from the context, looking it up in dictionaries,anstructing their own interpretation through
discussion with peers or teachers. Second, its imganmust be retrieved whenever it is met
during reading or listening. Third, it must be ugedircumstances that are appropriate.

There are two effective ways to help students rebsgra collocation: repetition and
use. Repetition can be achieved by exercises¢hbgthe collocations in different contexts.
Readings and important collocations are presentiedoy side, and follow-up activities use

the same material to gradually increase familiaiih its language features. Salient

collocations can be recycled in different typegxércise to expose learners to them
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repeatedly. For example, sentences containingeadllins of the commonly confused words
injury andwoundcan be used in a sentence completion exercisaskatstudents to fill in a
blank to form a valid collocation (i.e. reconstingtthe content), while the same data can be
used in a correcting common mistakagrcise. Repetition also occurs when students are
asked to record and organize collocations that thiek are useful for an oral presentation or
essay assignment. Recall of a collocation is stremgd when it is used. Activities that
require students to use a particular collocatiocotastruct sentences or conduct a
conversation can be designed to consolidate amthéxthat has been learned.

To conclude, lexical collocation awareness-raigngourage students to look for
useful expressions for the particular genre anchéhat hand. Moreover, collocations which
students noticed and recorded offer them more itgoaid them express their ideas and
thoughts. Thus, it is essential for both teachetssaudents to deal with collocations in a
well-defined academic environment where topicsaalequately chosen. In addition, the
previously-learned collocations need to be encoadteore to be retrieved easily.

5.10.4. RecyclingCollocations

Students are unlikely to remember collocations aéeing them just once, so it will
be necessary to recycle them in subsequent cla&sashers can exploit reading and listening
texts for collocations recycling activities. Thaldaving activities can be used after exploiting
a text for meaning, for example, after studentsv@ngomprehension questions or do a

matching exercise based on the text.

« After students have become familiar with the contdrihe text, ask them to silently
underline, for instance, adjective + noun collomatgi.

« After answering an activity, teachers write thd@wations learned on the board and be
sure students copy them into their notebooks. Thkglowly get used to this

recording format.
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Give students the tape script with some key cotlona blanked out. They listen again
and fill in the blanks.

Prepare a table which includes half or part of sofrtee multi-word items in a text.
Students then scan the text to complete the taitttetiae other half of the collocations.
Teachers calls out one half of the collocation tedstudents work in teams to write
the other half on the board. This activity can keeded by asking students to suggest
other possible collocates.

After answering comprehension questions, studertasked to orally repeat the text.
Working in pairs, they have to reconstruct theaxdkions, before checking with the
original.

Prepare a list of collocations recently seen iscI®ivide the class into teams of four
(4) students, and give each team a piece of psydte a collocation from the list on
the board. The first team to write a correct sectgancluding that collocation gets a
point. Continue until you've exhausted the listuotil one team reaches a specified
number of points.

A few minutes before the end of a class, ask stisdearking individually to write
down all the new collocations they have seen ihdless. This could also be done at
the beginning of a class to recycle collocationsrfithe previous class.

False friends can cause difficulty for studentsrew a foreign language because
students are likely to combine the words wronglg tulinguistic interference. For this
reason, teachers sometimes compile lists of failseds as an aid for their students.
Teachers should try to take account of previoustyried collocations to be included in
this list rather than using exhaustive lists of @gin isolation.

An effective way to repeat and recycle previousbhmned collocations is to translate

them into Arabic (students’ native language). Hogreteachers have to make sure that
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students translate the whole collocation and rsittjue core word. This will make
them aware that words do not correspond on woravfind basis. As you can see
below, ‘right’ could be rendered into Arabic in ¢lerdifferent ways depending on its

collocations.

to draw a right angle 464,55

to draw it right b grae JS0

to treat him right  Jam alilay

to right e

As you can see from the order of the activitiesvabthey move from receptive where
students merely guess or recognize lexical collonat(chunks of language), to more

productive where they are encouraged to actuatigyore the language.

5.11. Consciousness-Raising Activity Model

Textual analysis, of value for either spoken ortten language, is an important
consciousness-raising activity in which studergteh to a short text twice, read aloud by the
teacher or played on a tape at normal speed withgzaof several seconds between sentences
or phrases. Students are encouraged to jot dowermowords and whatever other parts of the
text they can retain. They then work in teams tonstruct the entire text by drawing on their
grammatical and lexical knowledge as well as logith teacher assistance. Then, they are
shown the entire original text and given a chaonocampare where they were inaccurate in
their reconstruction of it. This type of activitgrc provide a chance for students to be aware
of lexical collocations in a text and to be awar@@w speech is chunked around them. It can
also help students retain the sequences by hawtepafocus on the constituent parts of

these sequences and see how these sequenceas thidritow of discourse.
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5.12.Teaching Collocations Through Other Modules
5.12.1. A Proposed Consciousness-Raising Strategy

Based on the nature of the sample under studyteinéeds, a proposed teaching
strategy is adopted to enhance developing collmaticompetence. This strategy would
provide enough opportunities for EFL students tpriove their language proficiency in
general and oral proficiency in particular anditetm become active participants. Thus,
consciousness-raising helps students enrich theguage vocabulary repertoire and
strengthen their communicative abilities. More iagingly, it provides a various range of
activities and tasks the students will perform lignhselves, helping them feel self-confident
and independent. Thus, students will be autonorearsers, seeking to acquire as much
collocations as possible in order to be able tdyexpress their ideas in an accurate and
fluent way. Simply speaking, the implementatiodexical collocation awareness-raising in
EFL classes as an integrated module will make stsdmvare of its importance and
significance to use the previously-learned collmret when needed. Therefore, the retrieval
of these lexical combinations help students sowtdral and native-like in their future oral
achievements. All the aforementioned techniqued ts€éraw students’ attention to
collocations and how to retrieve them are easipliagble, and can be made a part of any
lecture. We select some of them as examples totbathers know how to apply them in their
lecture context or classroom activities.
5.12.2. Lesson Models

When working with text, it takes very little time point collocations out to students,
or with classes experienced in noticing to ask tb@find collocations for themselves.
However, teachers should be careful to choose wdotthcations they focus on in terms of

frequency, suitability, and level of their students
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5.12.2.1. Oral Expression

Songs are a useful lexical resource. Before listgrgive students the words of a song
with some collocations blanked out. Ask them tokniarpairs to predict how many words
have been blanked out from each space. They tbiem lior the exact words. If there are any
patterns in the song (for example, a number ofrs#conditional sentences), students can be
asked to identify these sentences, and write mewgeaces using the same structure which fit

the theme of the song.

Diamonds and Rust (Joan Baez, 1975)

I'll be damned

Here comes your ghost again
But that's not unusual

It's just that the moon is full
And you happened to call
And here | sit

Hand on the telephone
Hearing a voice I'd known

A couple oflight years ago

Heading straight for a fall

As | remember your eyes

Were bluer than robin's eggs
My poetry was lousyyou said
Where are you calling from?

A booth in the midwest
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Ten years ago

| bought you somecufflinks

You brought me something

We both know what memories can bring

They bring diamonds and rust ...

Now | see you standing

With brownleaves fallingaround
And snow in your hair

Now you'resmiling out the window
Of that crummy hotel

Over Washington Square

Our breath comes out white clouds
Mingles and hangs in the air
Speaking strictly for me

We both could have died then and there

5.12.2.2. Written Expression

Teachers of written Expression were used to lasik students to summarize a long
story or repeat a short story, using their own eggions. Concerning the former task,
students were explicitly taught the techniquesaf o summarize; while in the case of short
stories they never learned how to do it. Henas, of great importance to orally retell a story

or write it as a written assignment. A proposeccpdure to do so is as follows:
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1. Show the students, for instance,rilte story”on the board. This can be done by using a
projector or simply by writing the story on a wihitard.
2. Read the story to the class and have the swidesduss the strengths and limitations of the
story.
3. As a whole-group activity, students should beoeinaged to replace the wangtewith
other appropriate adjectives. As students suggisttaves, introduce them to (or remind
them of) the idea of collocation. For examg@dyright ideais an acceptable collocation but
not *a bright walk and we sawg strong coffe@ot *a powerful coffee
4. Read the new and improved story aloud to thagend have the students compare and
contrast it to the original. Hopefully studentsivak able to appreciate how easily a simple
story can be transformed into something more stipated just by their using a range of
vocabulary rather than relying on the wonilse or good
5. Following this activity, students should be sdwvith the A bad day’worksheet.
6. In pairs or small groups, the students replaeemordbadwith other synonyms. Monitor
to check they’re using suitable collocations.
7. Students read their stories aloud and comparedhoice of adjectives.

Students could be encouraged to write their owdjor ‘bad’ story for homework
or continue the story for homework. Interestingiyydents may be trained to summarise a
long story or repeat a short story by simply drayptimeir attention towards the common
collocations that constitute such a story.

A nice story

It was anice day so Mary decided to go fom&e walk in the nice park near her house. She
thought it was aiceidea to phone her friend Jenny so that after thegwalk they could go

for a nice coffee in one of théce cafés which were near the edge of the town.
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A bad day
John had &®ad day at work. He had woken up wittbad headache and because he was in a
bad mood he had had argument with his wife. The weather wasbhsal that he decided not
to walk to work. He took his car butad accident made him late for work ...

Taken from the Lesson Share section in www.onestopglish.com

5.12.2.3. Literary Texts

The teachers are accustomed to once read th&tet,.they ask some students to
read it. They explain the difficult terms if thease any unfamiliar words. Teachers
significantly discuss the plot: the main actiond aments, analysing the characters of the
passage. They discuss the different themes addrastee text. The last point will be figures
of speech such as symbolism, simile, and metaphets. So, it will be easier for them to
make students notice some major lexical collocatimecause it is a difficult task, at the part
of students, to mention all the collocations foumd text filled with these lexical collocations
such as Old Man at the Bridge. Simply put, teachesshave to draw students’ attention

towards frequent and useful collocations.

Old Man At The Bridge By Ernest Hemingway

An old man with stealimmed spectaclesand verydusty clothessat by the side of
the road. There was a pontoon bridge across tke aivd carts, trucks, and men, women and
children were crossing it. The mule-drawn cattgygered up the steepank from the bridge
with soldiers helping push against the spokes @ftheels. Thérucks ground up and away
heading out of it all and thgeasants ploddedalong in theankle deep dustBut the old man
sat there without moving. He was too tired to gg famther. It was my business ¢ooss the
bridge, explore the bridgeheadbeyond and find out to what point taeemy had

advanced | did this and returned over the bridge. Thereewet so many carts now and very
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few people on foot, but the old man was still there

"Where do you come from?" | asked him.

"From San Carlos," he said, and smiled.

That was his native town and s@é#vehim pleasureto mention it and he smiled.

"I was taking care of animals,” he explained. "Alsaid, not quite understanding.

"Yes," he said, "l stayed, you see, taking cararoals. | was the last one to leave the town
of San Carlos."

He did not look like a shepherd nor a herdsmanl émaked at his blackiusty clothesand

his greydusty faceand his steeimmed spectaclesand said, "What animals were they?"
"Various animals," he said, astiook hishead "I had to leave them."

| was watching the bridge and the African lookimgiatry of the Ebro Delta and wondering
how long now it would be before we would see thenay, and listening all the while for the
first noisesthat wouldsignal that ever mysterious event called contact, analthenan still

sat there. "What animals were they?" | asked

"There were three animals altogether,"” he explailiEdere were two goats and a cat and then
there were foupairs of pigeons”

"And you had to leave them?" | asked.

5.12.2.4. American Civilization

Teachers have to draw students’ attention to catlons by highlighting them, and
underline the key words of the lecture. Studentsheifamiliar with such technique and

subconsciously grasp these lexical collocations.
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The 13 American Colonies

The first permanent settlement in North America whe English colony at
Jamestownin 1607, in what is now Virginia. John Smahd company had come to stay. The
Pilgrims followed, in 1620, andet up a colonyat Plymouthin what is now Massachusetts.
Other Englishcolonies sprang upall along the Atlantic coast, from Maine in therthoto
Georgia in the south. Swedish and Dutch coloniek sthape in and around what is now New
York. As more and more people arrived in the NewrM/amore and morelisputes arose
over territory. Manywars were foughtin the 1600s and 1700s. Soon, the two countriés wi
the largest presence were England and France.widhadtions fought for control of North

America in what Americans call the French and Indiar (1754-1763). England/on the

war andgot control of Canada, as well dseeping control of all the English colonies. The
peoplewho settledin the New England Colonies wantedkieep their family unit together
and practise their own religion. They were used to doing many things themselvesnan
depending on other people for much. The people fehoded the Middle Colonies were
looking to practise their ownreligion (Pennsylvania mainly) or to make money. Many of
these people didn't bring their families with théom England. The founders of the Southern
Colonies were, for the most part, out itake money They brought their families. The
Pilgrimsin Massachusetts and the QuakarBennsylvania were examples of people who had
left England topractise the religionthey chose. Maryland and Rhode Islgra$sed lawsof
religious toleration (meaning thpeoplecould notbe harmedjust because their religion was
different from other people's). These American o@ts also believed that they had a right to
govern themselves. More and more, they believetlthiey should not havi® pay so much
taxesto England, especially since they could not semthe English government amdve a
say on how high or low thosetaxes were. As more and more Americamsiced their

concernsover higher and higher taxesbidter conflict begarno arise. The English response
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was to isolate the colonies from each other, hoghiag the Americapeoplewould notpull

together as a whole.

5.12.2.5. General Linguistics

Introduction to European Structuralism

Course in General Linguistics (Cours de linguistiggénérale) is amfluential book

compiled by Charles Ballyand Albert Sechehaybat is based on notes taken from Ferdinand

de Saussutglectures at the University of Gendwatween the years 1906 and 1911. It was

published posthumouslyin 1916 and is generally regarded as the stapimgt of structural
linguistics anapproach to linguistics thatlourished in Europeand the United Statess the
first half of the 20th century. This typically twigth-century view of language has
profoundly influenced developments throughout the whole range of huroemees. It is

particularly marked in linguistics philosophy psychology sociologyand_anthropologyDe

Saussure focuses on what he dallguage that's "a system of sigtisatexpress ideas and
suggests that it may be divided into two compondatgiue referring to the abstract system
of language that imternalized by a giverspeech community andparole, the individual

acts of speechnd the putting into practice of language".

Languageis necessarilgynamic. It changes over time sccommodate the needs
of its users. Historical linguistics soughtaccount for changesn language overtime. This is
the diachronic dimension. In opposition to ttaally historical view of language, De
Saussuremphasized the importancef investigating language from another point @&wi
which is the synchronic dimension. So in his seadisiotomy, De Saussure distinguished
synchronic linguistics (studying a language sys#mm given moment or one particular point

of time) from diachronic linguistics (studying halanguage changes over a period of time).
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5.12.2.6. Grammar

Teachers can introduce awareness-raising of coibrsawhatever the grammar
exercise intended to be answered such as tenszioon, sentence completion, passive
form, reported speech, etc. Moreover, we noticerniast grammar teachers provided a series
of varied exercises, but they preferred to lastly students to write meaningful sentences
making use of the learned grammar structures. Megropose the following exercises to
show to grammar teachers that it is an easy tasichode lexical collocations in their
exercises. Concerning the first exercise, the arsare given to highlight lexical

collocations.

Exercise 1

Fill in the correct form of the present perfect glenas in the examples.
Example: The boyshave nevereatensushi. (eat)

1. Daniel has seen that video clip at least twéngs. (see)

2. The workerdave not had a breakin 4 hours. (not have)

3. We have visited them regularly over the last y@ars. (visit)
4.Has Ellapassedherdriving test yet? (pass)

5. Roger has been to Mexiseveral timessince 2002.(be)

6.They have not spoken to each other in ages, thay@ (not speak)
7. Whyhas Mathewquit his job? (quit)

8. Have the nursegone on strikeagain? (go)

9. Have nottheydelivered thepost yet? (not deliver)

10.1 have alreadytold you theanswer. (tell)
11.1havealreadymade severakalls .

12. Jimhas not workedon Fridays since heined the company
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Exercise 2

Write meaningful sentences using the present peaifeet including the expressions
(or collocations if students are familiar with tlcisncept) :
find forgiveness, to be promoted to, completelyédy lifelong endeavor, take advice,

repeatedly threaten

Suggested answers:

-Victims of violence have ndobund forgivenessin their hearts yet.

-By stroke of good fortune, Adam hasen promotedto assistant directorsince 2007.
-1 havecompletely forgottenyou are coming today.

-Learning a foreign language well has bedifeéong endeavot

-Since you have suffered for ten years, | think yead tadake legal advice

-She hasepeatedly threatenedto commit suicide

5.12.3 Suggested Collocational Resources for EFLa&3ksroom Use

There are i) excellent dictionaries which can depedtudents’ collocational
competence, ii) books that present and practideaailons in typical context, and iii) web
sites that inform the students on the collocatidr@ddaviours and provide them with several
exercises and activities. These resources helgstsidnaster English collocations and

therefore they speak and write natural-soundindi&mg

1.The Macmillan English Dictionary for Advanceddreers
2.The BBI Dictionary of English Word Combinations
3. The Oxford Collocations Dictionary for Studeonf€English

4. The Longman Language Activator
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5. Bilingual Dictionary such as Ghazala (2007) kstgArabic Collocations
Dictionary.

6.Two books entitled The Words You Need and Mor® You Need which are
full of semantic maices of words, especially collocational grids

7.English Collocations in Use (Intermediate and &ubed)

8. Web Sites

A\

http://www.natcorp.ox.ac.uk/

http://www.greenstone.org

http://www.winfieldcollege.com/tes| collocationlntit

http://www.fis. edu/ eslweb/ esl/ patents/easyfmhtm
http://www.disal.com.br/ nroutes/nr6/pgnr6_03.htm

http://www.eli. ubc.ca/teachers/resources/

http://depts. washington. ettidrweb/ITAPAWfluency4.html#collocation

www.answers. com/topic/collocation

vV VvV VYV Vv VvV V VYV V¥V

www.englishclub.com

5. 13.Recommendations for Future Research

This study focused on students’ lexical collocaticcompetence, further studies may
explore the students’ ability with grammatical octitions. Thus, we can have a clearer and
complete picture of EFL students’ collocational Whedge. Future studies could also
investigate the relationship between EFL studesdBdcational competence and their overall
language proficiency. It would be of great valueitalerstand whether or not collocational
knowledge helps students to increase their langpegfeciency. It is also suggested to look

into the relationship between collocational compegeand students’ autonomy.
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Conclusion

Learningcollocations is considered as an important pagcgiiring English.
However, teachers and students have not paid nitestian to the notion of English
collocations in Algerian classrooms. Thus, theifigg of this study have implications for
both teachers and students. EFL students frequeathot notice the precise way an idea is
expressed by a collocation, unless their attensi@xplicitly drawn to it. Therefore, students’
attention should be turned to the way words combiteecollocations. It is not possible for
teachers to present every example of collocatioisnglish, but they can raise students’
awareness of collocations. Teachers need to retemtsieir language teaching practices,
incorporating collocations into their EFL classeésom a pedagogical point of view, this study
provides a plethora of how English collocationabwtedge is developed in EFL students. In
addition, for EFL students to achieve an accepti@vie of oral language proficiency, the
significance of lexical collocations should receinereased attention from EFL teachers who
should in turn promote making students aware gfealanguage collocations. Knowing how
collocations are acquired is fundamental for degisvays of teaching them and strategies for
learning them. A model for awareness-raising ofdaixcollocations has been suggested, and
the possible factors affecting the developmentotibcational knowledge have been
examined. Hopefully, the study of lexical collocais will continue in the future. Further
studies should reveal a more detailed picture etitvelopment of collocational knowledge

in EFL learners, with important implications for t2eory and instruction.
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General Conclusion

This research investigates the impact of colloceéiwareness-raising on EFL first year students’
oral proficiency .It was undertaken to answer thliting problem: Does collocation awareness-rgsin
aid first year students to improve their oral pe@hcy? Thus, the aim of this study is to see wdreth

making students aware of lexical collocations inweotheir oral proficiency levels or not.

To reach this aim, we relied on a mixed methoddoamy choosing a sample of 50Algerian first year
students of English. The sample consists of twagso25students in the control group and 25studerite
experimental group. At the beginning of the expenimtwo questionnaires were administered; one was
addressed to the first year students of Engligherdepartment of English at the University of Guel the
other was designed for their teachers, for theaoaxlyear 2010-2011. Then, a collocation test veasi Wo
explore students’ collocational knowledge. The sarspt for a pre-oral test and a post-oral tese. fohmer
intended to determine students’ use of lexicalomations, whereas the latter aimed at finding cugtiver the
collocation awareness-raising implemented duriegtinent was effective in enhancing the subjecifityatn

speak proficiently .The test was interposed byrees®f consciousness —raising lessons.

The results obtained gave a clear view about tdesits’ lack of collocational knowledge, and
about the teacher’s ignorance of lexical colloaagionportance. In addition to that , the resulksvedd
us to check how students of English seemed to ¢igszh word separately , and failed to identify it
collocates .Translation , either from Arabic as@hmer tongue or French as a second language , was
confirmed by the results obtained from student®ggionnaire, collocational test, and from the pre
oral test , because students had the tendendyintoib Arabic or French . This will be a hindrartoe
foreign language learning because of the differdmeteveen Arabic and English lexical collocations,

and between French and English ones.

The experiment showed the need of students forcomumsness -raisinng of lexical collocations

which can be useful to them. The implementatiolexical collocation awareness-raising in FL
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learning/ teaching is a helpful tool, not only ®velop the language proficiency, but also to btwest
students’ capacities to develop their collocatiamahpetence .Thus, lexical collocations should be
taken into consideration and introduced in theadylk. This will help EFL students overcome the
different problems they encounter when combiningdsdogether in particular and using English
proficiently in general. As previously stated thed for collocation awareness-raising is necegsary
help students develop their oral proficiency. Temshtherefore, have a crucial role to play in mgki

their students aware of lexical collocations.

Simply put, changes in the outcome of the expertalgroup are presumed to be the result of the
intervention (i, e. consciousness- raising). Argbathey are in the direction of our research hygsis
which states that if students were trained to pegraful attention on how words are normally coreldin
they would speak English proficiently. The ultimateapose of this study is to improve the studeriditees
to store input and to retrieve a correct outputesented in the knowledge of lexical collocatiatsempting
to improve their oral proficiency. In addition toett, teachers themselves are more concerned tdenss
with the consciousness- raising of collocationsl bhave to consider the significance and usefuloéss
lexical collocations which lead to autonomous uséianguage. Consequently, it would be advisable t
encourage teachers to help their students devetoficcational competence which could be an impdrta

positive factor in the assessment of oral proficyen

To sum up, consciousness- raising of lexical calliens is an aim that has a lot of benefits to
get rid of routine teaching classrooms and tradélavays of dealing with vocabulary. Therefore,
focusing on the importance of lexical collocati@mong EFL students, all the members of teaching
setting have to collaborate in order to design aenappropriate syllabus of lexical collocation cayr
or at least to integrate it into other syllabi tlgb highlighting and noticing the basic lexical

collocations.
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Appendix |
Students’ Questionnaire

Dear Student,

This questionnaire is part of a research work edraut in the department of English
at the university of Guelma. This research isrid&sl to shed light on the role of lexical
collocations in developing English oral proficien¢gur answers will only provide
information for the fulfillment of the researcheMsagister dissertation.

Please answer the following questions as honestlyfrankly as possible.

Will you please tick the corresponding answer birfiwith information where necessary.

Section one: The Students’ Profile

1-Age: years old

2-Sex :
a-Male

b-Female

Section two: Background knowledge

3- How long have you been studying English?

4- 1s it your choice to study English?

a-Yes
b-No

5- Do you use a Dictionary?

a-Yes
b-No

6-If yes,which dictionary do you use?



a-English-English dictionary

b- English-Arabic dictionary

c-English-French dictionary

d-All

7-How often do you use it?

e- Always

f- Sometimes

g- Rarely

h- Never

Section three: Students’ Oral Proficiency

8-How is your level in speaking?

a-Good

b- Medium

c- Bad

9-In which case,you cannot express yourself freely?
a-When you cannot get the correct words.

b-When you know the words, but you combine therongty.

10-Do you think that miscollocation affects youalgproficiency?

a-Yes

b-No

c-Don’t know




11-Does Arabic affect your oral proficiency?

a-Yes

b-No

12- Does French affect your oral skills?

a-Yes

b-No

13-Do you think the use of lexical collocationgtme occurring of two words together is

more difficult in speaking than in writing? Explain

Section four: The Role of Lexical Collocations

14-In your opinion, which of the following is theast difficult?

a-Grammar

b- Vocabulary

c- Both

15-Whatever your answer, please explain.



16-Do you think new words can be better learneduitin

b- Lists of isolated words

b- combination of words?

17-Concerning word combinations, do you know windlbcations are?

a-Yes

b-No

18-If yes, from where you know?

a-Classroom

b-Outside

-For b,please specify the source

19-Do you think that you have problems in combinivayds that normally go together

because:

a-You miscombine them and you do not know?

b-You know,but you cannot correct the miscomborainiscollocation)?

c-You do not bother if words are miscombined?

d-Others,please specify

20-Do you put English words together the way yourdarabic?

a-Yes




b-No

21-Do you put English words together using falsenfils?

a-Yes

b-No

22-When two words are synonymous, do you combiemtvith the same set of words?

a-Yes

b-No

23-Do you agree that teachers should make studersie of lexical collocations to help

them speak English proficiently?

a-Strongly disagree

b-Somehow disagree

c-Strongly agree

d- Somehow agree

e-Neither disagree nor agree(neut

f- Don’'t know

24-1s it necessary to teach collocations as a agparodule?

a-Yes

b-No

c- Don’t know

25-1f you want to make suggestions or commentggaevrite in the space below.



.................................... Thank you a lot for your cooperation and help



Appendix Il
Teacher’s Questionnaire

Dear colleagues,

This questionnaire is part of a research work edraut in the department of English
at the university of Guelma. Your answers will Ised to explore the role of lexical
collocations in developing students * English guadficiency, and will be treated

anonymously.

Please put a tick in front of the option of yotioice and write down your comments

when required.You can choose more than one optl@nwecessary.

Miss Biskri Yamina
Magister student

Doctoral School
Department of English

University of Badji Mokhtar,Annaba

Section one: Teachers’ Background

1-Specify your qualification, please?

a-Licence / B.A
b-Magister / M.A
c-Doctorat / Ph.[

2-You work at the English Department as:

a-Part-time teacheg

b-permanent teach

3-How long have you been teaching English at theersity? (Please specify the number of

years)



Section Two: Teachers’ Attitudes towards StudentsOral Proficiency

4-As a teacher, the student who speaks English peofly is:

a-the one who uses well-pronounced words isgl

b- the one who uses words together

c-both

d- Don't know

e-Others,please specify

5-Students listen interestingly when:

a-the speech is correctly chunked

b- the speech is natural and fast,without payitenéibn to chunking

c- Others,please specify

6-Do you think your students cannot express theesdeecause :

a-they cannot get the correct words

b-they have the words, but they combine them wnongl|

7-How do you deal with students who miscombine wavllen they speak?

a-You supply them with the correct collocat

b-Ask them to pay attention

c-Do not bother

d- Others,please specify



8-Which of the students’ errors must be correctelaelp them speak proficiently?

a-Grammatical errors

b-collocational errors (miscombination

of English words)

c-both

9-Do you think that students ‘oral proficiency candeveloped through:

a-Teaching Grammar

b- Teaching Vocabular

c- both ?

d- Others,please specify

Section Three: Teachers’ Attitudes towards the Rolef Lexical Collocations

10- Do you think that Vocabulary has to be taught

a-through other modules

b-as a separate module

11-Do you teach new words

a-alone ?

b-in collocation( or words that [ggether) 7

c-in complete contexts ?

12-Why do you follow the procedure you do?

13-Which of the following do you regularly draw taalmer’s attention:

a-new words




b-traditional idoms

c-fixed expression

d-collocations

e-grammar structures
f- Others,please specify

14-Do you encourage students combine lexical itemsogpiately?

a-Yes
b-No

15-Do you think that the reason behind the studemtstrgin keeping words together is
because of:

a-inability to stop using Arabic

b- inability to stop using French

c- lack of language knowledge

d-lack of collocational knowledge

e-inappropriate use of grammaticall rule

f- Others,please specify

16-Do you think lexical collocations are helpful tour students?

a-Yes
b-No
174f yes,say why please.

18-Do you make the students notice lexical collocatidaring your lectures.

a-Yes
b-No

194f yes, from what sources do you search your calions?

a-Dictionaries




b-On-line concordance

c-Texts and passages with relevant the

d- Others,please specify

204f your response is no,what is the main reasorydor not to do so?

a- | have no time
b- | do not know how to
c- | do not think it is usefy

d- Others,please specify

214n your opinion, what is the best way to make stusleasily retrieve lexical collocations?

a-Extensive listening or reading

b-Context

c-Examples

d-Translation

e-Noticing them

f-Consciousness-raising activit

g- Others,please specify

22-Are you interested in using collocations to helprystudents speak English
proficiently?(a brief explanation is appreciated)

a-Yes
b-No

c- Don't know

23- In your opinion,is it necessary to teach collomagi separately from the other modules?

a-Yes




b-No

24-Please justify your answer

25-Could you please add your comments about lexideaaiions and its impact on English

oral proficiency.

Thank you for your time and collaboration.



Appendix 1l

Collocational Test

1-Match a word from each box to from collocations.

A/ 1- disease B/1- arises
2- evidence 2- chatter
3- opportunity 3- howls
4- smoke 4- pressure
5- standards 5- rises
6- teeth 6- slip
7- wind 7- spreads
8- withstand 8- suggests
(3.1p:11)
2- Complete each sentence using a collocation frdnin3the appropriate from.
1- The scientifiC..........ccoviiiiiiiiiiiiii e human beings first emerged in africa .
2- The ..o W@S.e e ee e en e oocall night and it was rainingp |
couldn ‘t sleep.
3- The machine has to be made of materials that can................a lot of
4- Oh, no! There's a fire .Look atthe ... from those
buildings.
5- Itwas so cold | couldn'tstopmy .................... from ...
6- Our survey shows that parents believe...................... have................. at the

school.



7- You must accompany Bob on one of his business tinigsia, if the
B = 1Y/ =] A
8- Analarmingnew ....................... IS ciiiii i i e i eeeee e .@MoONQ catilethe
south of the country.

(3.2p:11)

3- Correct the underlined verbs to from correct a@dlmons in these sentences.

1- 1 would like to dosome suggestions.

2- | think that | could givea contribution to the project .

3- | expect you to givea formal apology .

4- There is still some way to go and lots of improvetsdo do

5-Thank you very much for doirthese arrangements.

6-We're going to maka party on Saturday.

7-Lana madsome interesting research into her family roots.

8-The manager had to giwenumber of changes to office procedures in cxaldp all

the improvements he had planned for the company.

(9.A,9.1 p :22-23)

4- choose the correct collocation.

1- 1 was contacted by a childish / childhood/childlfkend | hadn’t seen for years.
2- | am sure that my friendship with Louisa will pdsst / stand the test of time.
3- Foraging / Forcing / Forging good relationshipgbkals live longer .

4- Mason was a long —life / lifelong / lifelike frieraf my father’s.

5

She has quite a wide circle / circulation / cydiefeends.



6- It's hard to from life-term / long-time / long-termelationships when you're in a job
that involves a lot of travelling. (40-18b%)
O’Dell and McCartknglish Collocations in

Use(Advanced),2008.

5-Choose the correct answer ( mine )

1-when | feel tired | always take deep/thick/helwgath to relax.

2-Schools try to ensure that every student hagjaal @pportunity/possibility/chance to

succeed .

3-Many people believe that mass media do not alsaysspeak/ tell the truth.

4-When asked about the latest rumours, the minisfased/rejected/denied to comment.

5-The news of her failure was not completely/thgtdy/entirely unexpected considering

howill she had been.



Appendix 1v : ABC

Appendix -A-

Contents
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Using this book
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Introducing collocations
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7 Meraphor
8 Intensibving and softeming adverbs
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1 Collocations with phrasal verbs
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New employment
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Business reports
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19

20
21
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Advertisements and fashion
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29 Film and book reviews
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Using vour dictionary and other resources
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fit for purpose, kick np a fuss, grounds for complaint
gifted child, mature smdent, thirst for knotwledge
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1O pressure
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date back (o, movable [east, propose-atoast
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[ocabulary -
hance, occasion, opportunity and |

) Read these definitions and circle: the correct

alternative in italics in the sentences below.

Onporiunity

;mwmnyé@ o],

1 Schools try to ensure that every student has an

equal / possibility ta succeed.

2 On several occasions / opportunities recently.

the university has made changes to the syllabus
without consulting students.

3 If you study abroad, you should take every

occasion / opportunity to learn the language.
4 There's a strong opportunity / posstbility that you
will win one of the three available scholarships.

-5 Our graduation ceremony next week will be a very

special opportunity / occasion.
6 According to the weather forecast, there’s a
distinct possibility / occasion of rain tomorrow.

Now read the extract on the right and complete
the sentences below it with chance, occasion,
opportunity or possibility. Sometimes two answers
are possible.

~ Chance can mean possibility or opportunity, but is

generally used less formally than these words.

& Complete these sentences wit

1f you don’t do well in your exams, you'll have the
.. to retake them again next

summer.

Our educanon system is based on the principle of

equal ...

Have yau ever consldered Ihe

of training to be a teacher?

If you go on working hard, you stand a good
el .. of getting to Harvard.

Your exams stan ‘on Monday, so this weekend 1 6

the last ... W .yow’ll have to revise.

I think there's a real . .that L1l

get the grades I need.

We're having a party to celebrate the end ofour

exams - it'll be a great

Is there any .. A

help me w1th my homework?

,t:hat .you cau]d-

your own words, .

then compare ideas with a partner. :

N

2
3
4

1 hope one day I'll have the op riunity of ..
Next year there’ s.a possibility that Fll ..
Unfortunately, [ ‘have very little chance of ever .
1 hope the occasion never arises, when i

Listening Part 2
; ﬁf:Wd_rk in pairs to discuss these questions.
lﬁ,

Would you like to study abroad? Why (not)?
-Which country/countries would you choose? Why?
What difficulties might you experience?

What dlfﬁculues might a foreign student

study abroad would

change yoﬁ? i

A lifelong process



Appendix V
Pre-oral Test Students’ Speeches
Experimental Group

Student 1

In my life, | hate many things. | dislike sufferimgmy study. | dislike impolite
students and coming to the university by bus, lesside road as climbing mountain. | dislike
doing homework, especially quizzes and French esuwsliso, | hate living in poor family

and reading books at free time.
Student 2

There are many things in my life | hate doing. @héhem is waiting the bus of
university when it comes late. | dislike going be tclassroom and my teacher attention me or
blame me .Any way because | doesn't live in Guedxactly, but | try always to comes early
as much as in my education. | hate waiting therbage than 30 minutes and of course | have

not enough time.
Student 3

Everyone dislikes things in his life and it is stiat they are the most things that
disturb him. According to me | am positive girl ahdon’t have a lot things to hate except of
the inhuman behaviour like the lie, unloyalty ,leiece, unrespect, unjustice and the war. But

| can see that they widely spread in our societyiarour age in general.



Control Group

Student 1

There are many things | dislike doing, first | hget up early especially at seven
o’clock in the morning and | don’t like having acbaarks in the exams because | want to
finish my diploma rapidly. | dislike doing the ditilt things at home such as preparing foods

and at the end | hate the person who lies.

Student 2

| hate many things in my life and especially asualent for example | dislike to have a
bad marks even if | don't revise | like always /B a good marks, this is the human being
nature, also, | hate people who talk too much e li#ficult challenges, | hate any program
that ties me, in general, | hate a large numbg@eople who haven't the same thinking of me,

and | can't stop if I want to talk about my hate.

Student 3

In my life | hate a lot of things to do like layitgecause it causes a lot of problems |
like to make my decisions and | hate someone tsotleething to change my decision, and |
hate to left my friends, family and | hate when Iittye cat feels sick, | hate the war in the
world especially in the Arabic world and | dislipeverty because it is the main cause of

death and | hate all things influence on stabifitAlgeria.



Appendix VI

Post-oral Test Students’ Speeches

Experimental Group

Student 1

I have many friends who are by nature, very nattwepassionate and open minded.
They ‘r also very fun, loving, and humorous. Bdtlk guys and the girls pay no attention to
school what so ever , but they are kind-heartedrasigectable. Unlike my high school friends
who used to be very mean-spirited and gave thaahiers a hard time just for kiks. Three of
them I call best friends, two girls and a boy, sgyely enough, they all look like siblings. All
dark-haired, tall and black eyed, they ‘re reathyast and serious when it comes to work, also
very fashionable. They all are well-dressed ang petished, not to mention the fact that
they're all very graceful and articulate in a whgittputs me to shame. Their friendship is the

best thing that has ever happened to me , anduialysgrateful fur them.

Student 2

The friendship between me and my friend Mounira god company. | consider my
friend as a sister . We strick up uor relationghyon four years ago. We study together in the
same university, in the same class. We help edwdr ot everything. My friend has a sense of
humour, but sometimes she loses her temper quiSkig.always play jokes on me | take the
jokes. She has a vast experience of using compateshe spends a large amount of time

studying. She found it easy to study because ofeiidle noise coming from her television.



She was friendly loyal to me and her friends. Biltwhat | can say is my friend has ongoing

personality and I love her so much.

Student 3

The feeling of there’s one really loves you andagtsvasking about you, when you are
happy he is happy too and when you are sad havésyalin front of you is so amazing. That
is because | had been always dreaming to makeyachase friendship with some body really
cares of me. And that what happened to me thiswhan | met a person | had been always
dreaming to meet very loyal, very honest and lanesrom all his heart, so we developed a
lasting friendship and we decided that our relatidhbe always growing and no one will
spoil this special friendship. The only problemvisen us is that he is away from me and we
are in different countries, but we don't believehe saying of “Away from eye is away from
heart”. Although there is a distance and spacesdest us we’ll be always real friends having

very close relationship.

Control Group

Student 1

A friend is one who | supported and | like and ptoverb said “Friend in need is

friend indeed. This is the real friend

Student 2

Our society is build of many relations betweenphbeple and this relation are
different from one to each other ,for example, whvensay this two girls are friends we

means that there are many things which shares betthem and this friendship looks like a



brother and more than it because they characteby¢lde elements of friendship like the

helpful with them.

Student 3

For me, friendship is considered as our relatioitls the others and to make friends
can be in everywhere and with everyone. Howeven&al friends more than any time
because to stay alone is very difficult. For exaampt university in which mixed of students
come from everywhere and from different towns, trey have different traditions and
behaviours. Therefore, you must deal with goochfieeand who can help you for study and
for anything. Finally, the true friend is the onbBawknows that friends indeed is friends in

nead.



Résumé

La présente recherche vise a étudier la relatioexjste entre I'utilisation des
collocations lexicales Anglaises et la compétenmateales étudiants de premiere année.
Puisque la compétence collocationale est une ese&essentielle pour la maitrise totale
d’anglais, les étudiants doivent étre entrainéndarquer quels mots coexistent ensemble
pour parler une langue étrangeére la facon donlbseseurs natifs. Ainsi, nous émettons
I’hypothese que la sensibilisation de collocatiexidale permet aux étudiants d’améliorer
leur compétence orale. Les données pour I'étudéténtollectées a partir de 50 étudiants de
premiere année de département d’Anglais, 'unitéide Guelma. Cette étude empirique était
réalisées pendant I année universitaire 2010-2011

L'échantillon d'étude a été composé de deux groupegroupe experimental qui a
été mis conscient de collocations lexicales etronge témoin qui n'a pas été formé du tout .
Premierement, deux questionnaires ont été adnmeésistfa fois aux étudiants et aux
professeurs. Les résultats obtenus révélent golepart des étudiants aussi bien que la
plupart des professeurs ne connaissaient pas tepbde collocations.

De plus, les étudiants sont allés mal ensemble d@genots anglais et leur miscollocations a
été causé par des facteurs différents, principaleleeananque de connaissance collocationale
et l'interférence de langue maternelle . Pour cowgi que les étudiants avaient une
connaissance de collocations lexicales trés limiéis avons compté sur un test de
collocation. Alors, nous avons administré un teétqral et un test post-oral. Le premier a
prévu a déterminer l'utilisation des collocatiomsi¢ales par les étudiants, tandis que le
dernier a visé a découvrir limpact de sensibilisaties collocations implémentaient pendant

le traitement sur la capacité des sujets de psaleamment.



Pour déterminer la nature de la relation existantee les deux variables de I'étude —
I'utilisation des collocations lexicales et la cofignce orale, le coefficient de corrélation (r) a
été calculé. Ce dernier a révélé une corrélaticuitive significative entre ces deux variables.
De plus, les résultats obtenus dans les deux(fastsest et post test) ont été analysés et
comparés. Le test indique donc une amélioratiors ttanompétence orale et la connaissance
des collocations lexicales en faveur du groupe mxy@ital. Les conclusions tirées de ce
travail ont mené a émettre des propositions palerdes enseignants d'Anglais langue
étrangere a renforcer la connaissance des colbosadi leurs étudiants, notamment diverses
activités et stratégies de sensibilisation descations lexicales pour améliorer la

compétence orale.
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