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Preference word equivalents. However, single-word units were preferred over
Thai learners figurative phrasal verbs and idioms by the learners. Based on the t-test

results, overall, there were no statistically significant differences in the
learners’ selection of single-word and multi-word units. Nevertheless,
the learners’ responses to the avoidance and preference questionnaire
reflected their preference for selecting both word types (single-word and
multi-word units) more than their avoidance. This implies that preference
may have a significant influence on their selection of word types, at least
more so than avoidance. This may imply that preference have a higher
effect on their selection of both word types than avoidance.

INTRODUCTION

A lot of research has long emphasized learners’ vocabulary mastery since it is a crucial
component of every language and has been accepted among language researchers as a strong
indicator of learners’ language proficiency (Nation, 2001; Qian & Lin, 2020). Learners who
possess a high level of vocabulary knowledge are therefore considered masters of those
languages. In recent vocabulary studies, researchers have dedicated attention to studying
vocabulary separately based on word categories such as single-word and multi-word units
(Siyanova & Schmitt, 2007; Tomczak & Lew, 2019). Unlike single-word unites, multi-word units
are groups of words frequently used by native speakers in a given language. They are
pre-packed and used as a whole. Thus, using multi-word units in a language can significantly
enhance the naturalness of learners’ language production. Therefore, it is undeniable that
multi-word units are crucial for effective communication, especially in informal spoken and
written discourse (Masini, 2019; Phongphio & Schmitt 2006). However, learners often encounter
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difficulties in applying multi-word units in their production of English language and tend to
avoid using multi-word units and substitute them with single-word equivalents instead. To
gain a deeper understanding of this problematic situation, this study aimed to explore learners’
selections of single-word and multi-word units in their English language production and their
reasons behind such selections..

LITERATURE REVIEW
Single-word and multi-word units

Multi-word units are often referred to as multi-word expressions, multi-word chunks, fixed
expressions, and extended lexical units (Hiining & Schliicker, 2015). They have been defined
differently by different researchers. According to Sprenger (2003), multi-word units are “fixed
expressions referring to the specific combination of two or more words that are typically used
to express a specific concept” (p. 4). Odijk (2013), on the other hand, defined multi-word units
as sets of words that frequently occur in language and explains that their meanings cannot be
discerned from the combined meanings of their individual constituents. For Masini (2019),
multi-word units were defined as “linguistic objects formed by two or more words that behave
like ‘@ unit’ or ‘chunk’ in that they display some formal functional idiosyncratic properties with
respect to free word combinations” (p. 1). Overall, the definitions of multi-word units
presented by past researchers seem to have similar concepts. Multi-word units are generally
defined as two or more words combined together, but cannot be translated literally from their
combined meanings.

Some researchers propose that the properties of multi-word units can be used to distinguish
them from other types of words. For example, Huning and Schlucker (2015) assert that there
are four properties for identifying multi-word units. Firstly, a multi-word unit behaves like a
single unit. Even though it consists of two or more words, we recognize it as a group. Secondly,
a multi-word unit has a non-compositional meaning. The meanings of multi-word units cannot
be interpreted by their elements, e.g., break a leg (meaning = good luck), and hang up
(meaning = end a phone call). Thirdly, a multi-word unit is traditionally a syntactically fixed
expression. They tend to have invariant forms, e.g., thick skin, and in a minute. Fourthly, a
multi-word unit is a combination of a minimum of two words that frequently co-occur more
than it happens by chance, e.g., take place, and in other words. According to Constant et al.
(2017), multi-word units can be categorized by their co-occurrence and non-compositionality.
Multi-word units are groups of words that are intently and frequently put together. For example,
in the case of the multi-word unit “soft drink”, “soft” is always used with “drink” to convey the
meaning “alcohol-free drink”. Synonyms such as fluffy, spongy, or mushy cannot be used
instead. Moreover, the meaning of each multi-word unit cannot be inferred directly from its
individual words combined. When those words are used together, they create their own
meanings e.g., keep in mind (meaning = remember something). Similar to Constant et al.
(2017) and Huning and Schlucker (2015), Masini’s (2019) definition also implies that multi-word
units have figurative meanings. These meanings are often opaque (e.g., show up, and helping
hand) or impossible to discern (e.g., play out, and on the other hand) from their combined
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constituents. Another key property of multi-word units is invariability where individual
words of each multi-word unit are attached to one another rigidly (e.g., at the moment, and
up in the air).

In order to distinguish between the single-word and multi-word units used in this study, the
definition of single-word units will be provided based on the definitions of the multi-word
units presented above. Hence, single-word units are words consisting of one free morpheme
(e.g., bore, blanket, and appropriate) or words that have one free morpheme and other bound
morphemes, e.g., boring (bore = free morpheme, -ing = bound morpheme), blankets (blanket
= free morpheme, -s = bound morpheme), and inappropriately (in- = bound morpheme,
appropriate = free morpheme, -ly = bound morpheme). When two or more words of this type
are combined together, their meanings can be translated literally from their components.

Compared to multi-word units, learners are often more familiar with single-word units as they
are often taught in class. Nation and Meara (2002) stated that learners with a high level of
single-word vocabulary were able to produce languages fluently. Thus, the importance of
single-word vocabulary is undeniable. With that said, multi-word units are vital parts of
language learning as well. Learners are required to remember and use them as a whole chunk
(Wray & Perkins, 2000). According to Pawley and Syder’s (1983) study, native language
speakers are able to produce language appropriately and fluently because of their high-level
command of multi-word units. This is in line with Ushigusa’s (2008) study which showed that
learners who had advanced knowledge of multi-word units tended to reach near-native
proficiency level. Moreover, in certain situations, multi-word units sound more natural than
single-word units in informal speech (Masini, 2019; Phongphio & Schmitt, 2006). For example,
consider these two sentences: “I have been throwing up all day.” and “I have been vomiting
all day”. Both convey the same meaning. However, the use of the multi-word unit “throw up”
sounds more native-like than the single-word unit “vomit”. Thus, multi-word knowledge is
crucial in improving learners’ productive language skills.

In order to improve vocabulary teaching methods and expand learners’ use of multi-word
units, understanding the decisions behind their selections was vital. According to human
decision-making processes, Dietrich (2010) and Hick et al. (2021) found that it is influenced
by many factors. These factors included human cognition, past experiences, emotional
differences, and individual differences. Among the factors mentioned above, emotions were
found to have a strong effect on human decision-making processes (Linuma & Kogiso, 2021)
and learners’ emotions also play a critical role in developing their language learning (Shao et
al., 2019). There are two types of emotions: positive emotions (e.g., enjoyment, good surprise,
happiness, and hope) and negative emotions (e.g., anger, anxiety, fear, and nervousness).
According to O'Toole et al’s (2021) research, it was found that negative emotions caused
people’s avoidance of a choice, while positive emotions resulted in people’s preference of
a choice. This present study, therefore, aims to shed light on learners’ avoidance of and
preference for specific vocabulary, in this case, single-word and multi-word units.
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Avoidance of and preference for using single-word and multi-word units in English language
production

Studying learners’ avoidance of and preference for using single-word and multi-word
vocabulary did not provide us with only information behind their decisions, but also their
learning styles. According to Anderson (2016), learning style refers to “the overall patterns
that provide directions to learning and teaching” (p. 5). Many researchers believe that different
individuals learn differently. Having information of an individual’s learning style helps
educational planners and teachers create effective lessons (Montgomery & Grout, 1998)
because they give us clues about how a learner’s mind operates. Based on learning styles, the
word “preference” used in this study is defined as a condition related to learning which
encourages a learner to use single-word and multi-word units in their English language
production. On the other hand, the word “avoidance” used in this study is defined as a
condition related to learning which inhibits a learner to use single-word and multi-word
vocabulary in their English language production. Thus, knowledge of learners’ avoidance of
and preference for using single-word and multi-word units provides useful information for
designing effective vocabulary instructions.

In terms of language learning preferences, many linguistic researchers have different
definitions and schools of thought, but they all fall under the same umbrella concept, that is
the learners’ preferred language-learning modes when attaining new information or skills.
Based on several studies, learners’ preferences are believed to be one of the key factors to
learning and teaching achievement (Lau & Gardner, 2019). Certainly, learners can be different
in terms of their learning styles, but each individual is believed to have their own learning
preferences (Rumana, 2017). Even though learners recognize a variety of learning styles, they
tend to lean towards one or more learning styles based on their preferences (Nosisana, 2015).

Furthermore, previous studies pointed out that teachers without awareness of learners’
learning preferences often struggled with learners’ learning behaviors and unsuccessful
learning outcomes. Peacock (2001) indicated that the mismatch between learners’ learning
preferences and teachers’ teaching styles caused negative consequences for learners (for
example, denying learning circumstances, having below-expected standards, or failing subjects).
As a result, many studies have been conducted on learners’ preferences in various fields of
language learning. These include, for example, studies on learners’ preference for learning
general language skills, grammar, and reading. Thus, true acknowledgement of learners’
individual differences in terms of learning preferences can effectively improve their language
learning.

Avoidance is a behavior in which learners avoid target features when they find them too
difficult (Schachter, 1974). The concept of avoidance was first founded by Schachter (1974).
She pointed out that native speakers of Chinese and Japanese language made fewer errors in
using the relative clauses than the native speakers of Persian and Arabic because the Chinese
and Japanese learners avoided producing relative clauses they were not confident in using.
Since then, many studies have paid more attention to the phenomenon of avoidance. However,
some researchers also criticized Schachter’s (1974) study (Kleinmann, 1977; Lao & Fukuya,
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2004). They argued that the Chinese and Japanese learners might have not produced the
relative clauses due to their lack of knowledge. Moreover, they stated that learners’ non-use
of linguistic features caused by a lack of knowledge could not be interpreted as avoidance; it
was ignorance. This was in line with Laufer and Eliasson’s (1993) study as well, where they said
that “avoidance is not to be equated with ignorance” (p. 36). Therefore, ignorance is defined
as a state of mind and is related to scales by which people can memorize information. However,
avoidance refers to a strategy that people use to handle the information they memorize. Thus,
avoidance is the absence of usage among learners who already recognize the linguistic features.

As mentioned earlier, multi-word units are more commonly used in informal spoken discourse
(Masini, 2019; Phongphio & Schmitt, 2006) as they do not seem to appear much in formal
language use. Being able to use multi-word units tends to allude to fluency and natural
production. However, learners are likely to under-utilize them in English language production.
According to past vocabulary research, numerous studies have pointed out that avoidance is
the key obstacle learners face in using multi-word units in their language use. Based on
Kosolsombat and Pongpairoj’s (2017) study which examined Thai university students’ avoidance
of English phrasal verbs, the results revealed that the students used single-word verbs more
than multi-word verbs. It was then concluded that Thai students avoided applying multi-word
verbs in their language use and the main cause of their avoidance was the semantic complexity
of English phrasal verbs. This was also in line with Liao and Fukuya (2004) who aimed to study
Chinese learners’ avoidance of phrasal verbs. Their findings indicated that their intermediate
learners avoided using phrasal verbs. On the other hand, their advanced learners and native
speakers did not show much avoidance in comparison. Furthermore, it was found that the
advanced learners also used phrasal verbs less so than the native speakers. This was likely due
to interference from the learners’ L1 (Chinese) which led to the Chinese learners’ avoidance
of phrasal verbs. Moreover, according to Barekat and Baniasady (2014) who carried out a study
on the avoidance of phrasal verbs in intermediate Persian learners’ writing, they also found
that the learners avoided using phrasal verbs and preferred single-word verbs. This was again
due to the L1-L2 structural differences between Persian and English. He explained that “the
phrasal verb structure is a peculiarity of the Germanic languages which has no parallel in
Persian” (p. 347). Moreover, idiomatic meanings of phrasal verbs were another cause of the
learners’ avoidance as their meanings cannot be translated literally from their individual parts.

Despite all that, however, some research findings showed that not all learners avoid using
multi-word units. For instance, in Laufer’s (2000) study on L2 learners’ avoidance of four types
of idioms (i.e., exact translation, partial translation, L1 different idioms, and L1 non-idioms),
she found that there was no significant difference between learners’ responses to idioms and
non-idioms. Partial translation and L1 non-idioms were also found to be least used by the
learners. She then concluded that the learners as a whole did not tend to avoid using idioms,
and the degree of the learners’ avoidance correlated with the degree of L1-L2 similarity. Besides
that, there was also a relationship between the learners’ idiom avoidance and language
proficiency level. Similarly, Boontong (2015) studied Thai learners’ preference for phrasal verbs.
The subjects were grouped into three English proficiency levels: beginner, intermediate, and
upper intermediate. The findings revealed that the beginner learners preferred the phrasal
verbs over the single-word verbs, the intermediate learners preferred the single-word verbs
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over the multi-word verbs, and the upper intermediate learners equally favored the phrasal
verbs and the single-word verbs. It was concluded that learners generally preferred the phrasal
verbs more so than the single-word verbs. In other words, the learners did not avoid using the
phrasal verbs. These findings were also not in line with those of the previous studies which
mainly believed that learners with higher language proficiency will apply less avoidance
strategies. He explained that the results of the beginner learners’ high-level use of the phrasal
verbs might be caused by their familiarity with the target phrasal verbs; they might have
frequent and extensive exposure to phrasal verbs. For the upper-intermediate learners though,
they equally preferred both verb types. This might be because learners with higher language
proficiency were able to use phrasal verbs and single-word verbs freely as they wish. He finally
pointed out that “while proficiency level may not play a role in the recognition of phrasal verbs,
it facilitates a switch between phrasal verbs and single-word verbs” (p. 27).

Based on the aforementioned research related to learners’ selection of single-word and
multi-word units in their language production, there is no agreement on whether learners
avoid using multi-word units or prefer to use them. Therefore, the objective of this present
study was to clarify learners’ selection of the two word types (single-word and multi-word
units) in their language production. In addition, this study also aimed to determine the effects
of avoidance and preference on their selection of single-word and multi-word units.

Research questions

1. Of the two types of word units (single-word and multi-word units), which type did learners
choose to use in their language production?

2. Are there any significant differences between the learners’ single-word and multi-word unit
selection?

3. What are the reasons for the learners’ selection of such word units?

METHODOLOGY
Participants

A total of 202 Thai undergraduate students enrolled in English major programs participated
in this study. Of the total, 79 were first-year undergraduate students, 61 were second-year
undergraduate students, and 62 were third-year undergraduate students. Their level of English
proficiency was estimated to be between intermediate level (B1) and upper-intermediate
level (B2), based on the CEFR standard (Common European Framework of Reference for
Languages).

Research instruments
The instruments used in this study consisted of: 1) a comprehension test, 2) a word selection

test, and 3) an avoidance & preference questionnaire. The formats of the first two instruments
were modified based on previous studies aiming to investigate learners’ avoidance of phrasal
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verbs (Kosolsombat & Pongpairoj, 2017; Liao & Fukuya, 2004). However, the multi-word units
used in this present study were different from theirs. For the third instrument, it was newly
developed. All three research instruments were approved by three committee members and
had been pilot-tested by the researcher. The brief details of each research instrument are as
follows:

Research instruments Objectives
Comprehension test To reveal learners’ knowledge of multi-word units and their
single-word equivalents.

The researcher needs this information because words not
chosen by learners who do not know both word types
(multi-word units and their single-word equivalents)
cannot be considered as avoidance (Kleinmann, 1977; Lao
& Fukuya, 2004). Thus, only the data of learners who know
the meanings of both word types were continuously
calculated.

Word selection test To reveal learners’ selection of single-word and multi-word
units in their language production. In other words, this test
shows whether learners want to use single-word or multi-
word units in the sentences provided.

Avoidance & preference questionnaire To reveal learners’ reasons for selecting single-word and
multi-word units.

Some reasons presented in the questionnaire reflect
learners’ preferences and avoidances for choosing a
particular word type.

Comprehension test

The objective of the comprehension test was to expose the participants’ knowledge of
multi-word units and their single-word equivalents. The test consisted of forty items divided
across four multi-word types: literal phrasal verbs (10 items), figurative phrasal verbs (10 items),
idioms (10 items), and compound words (10 items). Phrasal verbs are a combination of verbs
with a preposition or adverb, resulting in a new meaning. They can be categorized into two
main types based on their idiomatic meanings: literal phrasal verbs and figurative phrasal
verbs. Literal phrasal verbs have meanings that can be deduced from the meanings of their
individual components (e.g., show up, and pick out). Figurative phrasal verbs have meanings
that are not directly derived from the individual components and their meanings are highly
idiomatic (e.g., carry on, and stand out). Idioms are phrases or expressions that are used in
a fixed order and their meanings are different from the meanings of the words combined (e.g.,
keep in touch, and up in the air). Compound words are two or more words that are grouped
together to create new words and their meanings are not related to the meanings of each
word combined (e.g., heart attack, and helping hand). These four types of multi-word units
were chosen to use in this study because of their significant influence in language learning. As
we can see, many studies have shown interest in studying phrasal verbs (Garnier & Schmitt,
2015; Liao & Fukuya, 2004), idioms (Elkilic, 2008; Laufer, 2000), and compound words (Alzi'abi,
2022; Sun et al., 2021).
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The forty multi-word units used in this study were selected from different sources. The literal
and figurative phrasal verbs in the test were chosen from Gardnier and Schmitt’s (2015) study
that investigated the most frequently used phrasal verbs in English and their most frequent
meaning senses. Among the 150 phrasal verbs that appeared in their paper, this present study
selected only the phrasal verbs that have the highest frequent meaning senses of over
50 percent. This ensures that the meanings of the phrasal verbs used in the research instruments
are commonly used. Some examples from Gardnier and Schmitt’s (2015) study are as follows:

FIND OUT

1. Discover STH; obtain knowledge of STH (100%)
We need to find out who did this to her.

SET UP

1. Establish or create STH; arrange for STH to happen or exist (64.5%)
An advisory committee is being set up.

2. Place STH in a particular spot or position (16.5%)
We need to set up a few more chairs so everyone can sit down.

Moreover, the idioms were chosen from Liu’s (2003) study. His study aimed to discover
frequently used idioms in English. For the compound words, they were chosen from a variety
of studies from past researchers such as Durrant (2008), Fernandez and Schmitt (2015), Gyllstad
(2007), Macis and Schmitt (2016), Nguyen and Webb (2016), Simpson and Mendis (2003), and
Siyanova and Schmitt (2008); their research objectives were to examine collocations frequently
used in English.

Each test item had one target multi-word unit and one sentence. The sentence presented in
each item would help learners answer the only expected meaning since some multi-word units
are polysemous. In this test, the participants were asked to find the single-word equivalent of
each multi-word unit. An example is shown below.

Example hold on: You have to hold on until | arrive.
a. stop @wait c. hold d. stay

Word selection test

This test aimed to reveal information about learners’ decisions on the use of the two word
types (single-word and multi-word units) in their English language production. There were
forty items in the word selection test and all the target words used in this test were the same
as the ones used in the comprehension test. Each item contained one sentence and two word
options: a multi-word unit and a single-word equivalent. In the test, the learners were asked
to read the sentence and select only one of the two word options to fill in the blanks. An
example of the test is presented below.
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Example | can another minute, then I'll have to go to the train station.
a. wait b. hold on

Avoidance & preference questionnaire

This questionnaire was used to explore learners’ reasons for choosing single-word and
multi-word units. Again, the target words used in the questionnaire were the same as the ones
used in the two previous tests. Each item comprised eight reasons: three reasons reflecting
avoidance in learners’ word selection (i.e., “inconfident to use a word with difficult structure”,
“unsure of the meaning of other words”, and “inconfident to use a long word”) and five reasons
reflecting preference in learners’ word selection (i.e., “familiar”, “sound natural”, “short word”,
“demonstrate language ability”, and “easy to understand”).

The two reasons “inconfident to use a word with difficult structure” and “unsure of the meaning
of other words” were adapted from previous studies researching reasons for learners’ avoidance
of multi-word units (Dagut & Laufer, 1985; Laufer, 2000; Liao & Fukuya, 2004). For reasons
reflecting the preference of multi-word units, the reason “familiar’ was also selected from
previous studies investigating reasons for learners’ preference of multi-word units (Boontong,
2015; Dagut & Laufer, 1985). The reasons “short word”, and “inconfident to use a long word”,
on the other hand, were selected based on the nature of single-word and multi-word units.
Single-word units (e.g., wait, represent, and remember) typically carry a simple and short
structure; however, multi-word units typically contain two or more words working together
in tandem (e.g., hold on, stand for, and bear in mind). As for the reasons “sound natural”,
“demonstrate language ability”, and “easy to understand”, they were derived from the
additional reasons given by the participants in the pilot study.

In this questionnaire, the participants were asked to provide the reasons behind their selection
of words in the word selection test. They were required to choose three reasons and designate
them with numbers from 1 to 3 based on the degree of each reason’s influence on their
selection (with 1 being most influential and 3 being least influential). An example from the
questionnaire is provided as follows:

Example lcan ___ wact | #old o another minute, then I'll have to go to the train
station.
L] familiar [] easy to understand
[ sound natural [ inconfident to use a word with difficult structure
[ short word [J unsure the meaning of other words
[] demonstrate language ability L] inconfident to use a long word
L1 others .,

Data collection
All 202 undergraduate students were asked to complete all three research instruments

(comprehension test, word selection test, and avoidance & preference questionnaire).
There were two stages as follows:
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Stage 1: At this stage, the learners were asked to finish the two research instruments (the word
selection test, and the avoidance and preference questionnaire). Firstly, the word selection
test was administered to the learners. They were asked to read each sentence and select only
one word (single-word option or multi-word option) to fill in the blank. They were given
20 minutes to complete this test. After about 30 minutes, they were given the avoidance &
preference questionnaire. They were then asked to write the word they selected in the
earlier test (the word selection test). After that, they were asked to provide three reasons for
selecting those words by writing the numbers 1 to 3; each reason in the questionnaire was
also carefully explained. They had 20 minutes to complete the questionnaire.

Stage 2: A week later, the comprehension test was delivered to the learners. They were given
20 minutes to choose single-word units which had the closest meanings to the underlined
multi-word units. The comprehension test was administered after the two research instruments
because the sentences and the target words used in the comprehension test might give the
learners some hints in discovering the meaning of the multi-word vocabulary and could affect
their selection of single-word and multi-word units.

Data analysis

Firstly, each item of the comprehension test was analyzed individually to reveal whether the
learners knew the meanings of both multi-word units and their single-word equivalents. This
was because, as mentioned by Kleinmann (1977) and Lao and Fukuya (2004), the nonuse of
linguistic features by those who lack their knowledge cannot be deemed to be avoidance.
Since there were four options in the test, the only learners who chose the correct single-word
equivalents of each multi-word unit on the comprehension test were considered to be
knowledgeable of both word types. Thus, only the data of those knowledgeable learners were
continuously used in the stages of data analysis. In other words, the participants were
analyzed based on each item. Therefore, only the responses of learners who have knowledge
of multi-word units and their single-word equivalents in the word selection test and the
avoidance & preference questionnaire were used to answer the three research questions.

To answer the first research question “Of the two types of word units (single-word and multi-word
units), which type did learners choose to use in their language production?”, data collected
from the word selection test were analyzed. Descriptive statistics were also used to compute
the summary and percentage of the learners’ selection of both word types.

To answer the second research question “Are there any significant differences between the
learners’ single-word and multi-word unit selection?”, data collected from the word selection
test were analyzed again. A paired t-test was also performed to compare the learners’ selection
of single-word and multi-word units.

To answer the third research question “What are the reasons for the learners’ selection of
such word units?”, the data obtained from both the word selection test and the avoidance &
preference questionnaire were analyzed. Descriptive statistics were used to calculate the
percentage of frequently given reasons for their selection of single-word and multi-word units.
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Research Question 1: Of the two types of word units (single-word and multi-word units),
which type did learners choose to use in their language production?

The percentages of single-word and multi-word units selected by the learners are shown in
Table 1 below.

Table 1

Percentages of the learners’ selection of the single-word and multi-word units

Possibilities for Word selection
selecting word Multi-word units Single-word equivalents
units
(number of
Types of participants
. who
Items multi-word recognized the No. of No. of
units . Words | % Words | %
meanings of selections selections
each multi-
word unit and
its single-word
equivalent)
1 literal 191 find out 71 37.17 discover 120 62.83
phrasal verb
2 literal 194 set up 145 74.74 establish 49 25.26
phrasal verb
3 literal 179 show up 97 54.19 appear 82 45.81
phrasal verb
4 literal 185 check out 143 77.30 examine 42 22.70
phrasal verb
5 literal 173 close 144 83.24 shut 29 16.76
phrasal verb down
6 literal 179 put on 61 34.08 wear 118 65.92
phrasal verb
7 literal 156 come 36 23.08 visit 120 76.92
phrasal verb over
8 literal 160 call out 107 66.88 shout 53 33.12
phrasal verb
9 literal 135 pick out 29 21.48 choose 106 78.52
phrasal verb
10 literal 147 build up 57 38.78 increase 90 61.22
phrasal verb
11 figurative 179 go on 38 21.23 happen 141 78.77
phrasal verb
12 figurative 187 give up 139 74.33 stop 48 25.67
phrasal verb
13 figurative 99 figure out 23 23.23 | understand 76 76.77
phrasal verb
14 figurative 149 go ahead 33 22.15 begin 116 77.85
phrasal verb
15 figurative 126 hang up 105 83.33 end a call 21 16.67
phrasal verb
16 figurative 181 break up 126 69.61 end 55 30.39
phrasal verb
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Possibilities for Word selection
selecting word Multi-word units Single-word equivalents
units
Types of {rAluAmber of
. participants who
ltems | multi-word recognized the No. of No. of
units ; Words L % Words L %
meanings of each selections selections
multi-word unit
and its single-
word equivalent)
17 figurative 177 hang out 91 51.41 | spendtime 86 48.59
phrasal verb
18 figurative 97 fill out 36 37.11 write 61 62.89
phrasal verb information
19 figurative 147 carry on 59 40.14 continue 88 59.86
phrasal verb
20 figurative 149 stand out 78 52.35 be more 71 47.65
phrasal verb impressive
21 idiom 94 keep in 26 27.66 remember 68 72.34
mind
22 idiom 139 keep in 36 25.90 contact 103 74.10
touch
23 idiom 141 give 111 78.72 stop put 30 21.28
someone pressure on
a break someone
24 idiom 114 put on 36 31.58 stop 78 68.42
hold
25 idiom 56 up in the 13 23.21 unsure 43 76.79
air
26 idiom 160 keep an 65 40.62 watch 95 59.38
eye on
27 idiom 58 draw the 10 17.24 refuse 48 82.76
line
28 idiom 68 off the 11 16.18 inmy 57 83.82
top of my memory
head
29 idiom 50 make up 13 26.00 decide 37 74.00
one’s
mind
30 idiom 60 down the 8 13.33 | in the future 52 86.67
road
31 compound 56 bottom 8 14.29 important 48 85.71
word line thing
32 compound 177 eye 160 90.40 meet 17 9.60
word contact people’s
eyes
33 compound 154 heart 141 91.56 | heartfailure 13 8.44
word attack
34 compound 183 soft drink 162 88.52 | alcohol-free 21 11.48
word drink
35 compound 168 black 120 71.43 shameful 48 28.57
word sheep person
36 compound 81 helping 15 18.52 support 66 81.48
word hand
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Possibilities for Word selection
selecting word Multi-word units Single-word equivalents
units
(number of
Types of participants who
Items multi-word recognized the
units meanings of Words NO'_Of % Words No. _Of %
. selections selections
each multi-word
unit and its
single-word
equivalent)
37 compound 191 high 181 94.76 school for 10 5.24
word school grade 10t-
121h
38 compound 166 dark 136 81.93 | unexpected 30 18.07
word horse winner
39 compound 109 real 61 55.96 land and 48 44.04
word estate building
40 compound 194 living 173 89.18 | sitting room 21 10.82
word room
Total 5609 3104 55.34 2505 44.66

The data in the table above presented that out of 5,609 possibilities of selecting word units,
the learners chose the multi-word units more so than the single-word units. The multi-word
units were selected for a total of 3,104 times (55.34%), while the single-word units were
selected 2,505 times (44.66%). There were nineteen items in which the learners selected the
multi-word options over their single-word equivalents. They are all listed below:

e Item 2 “set up” (74.74% chose multi-word options);

e Item 3 “show up” (54.19% chose multi-word options);

e [tem 4 “check out” (77.30% chose multi-word options);

e [tem 5 “close down” (83.24% chose multi-word options);

e [tem 8 “call out” (66.88% chose multi-word options);

e [tem 12 “give up” (74.33% chose multi-word options);

e [tem 15 “hang up” (83.33% chose multi-word options);

e [tem 16 “break up” (69.61% chose multi-word options);

e Item 17 “hang out” (51.41% chose multi-word options);

e [tem 20 “stand out” (52.35% chose multi-word options);

e [tem 23 “give someone a break” (78.72% chose multi-word options);
e [tem 32 “eye contact” (90.40% chose multi-word options);

e Item 33 “heart attack” (91.56% chose multi-word options);

e [tem 34 “soft drink” (88.52% chose multi-word options);

e [tem 35 “black sheep” (71.43% chose multi-word options);

e [tem 37 “high school” (94.76% chose multi-word options);

e Item 38 “dark horse” (81.93% chose multi-word options);

e [tem 39 “real estate” (55.96% chose multi-word options); and
e [tem 40 “living room” (89.18% chose multi-word options)
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However, there were twenty-one items in which the learners selected the single-word options
over their multi-word equivalents. They are composed as below:

e [tem 1 “discovery” (62.83% chose single-word options);

e [tem 6 “wear” (65.92% chose single-word options);

e [tem 7 “visit” (76.92% chose single-word options);

e [tem 9 “choose” (78.52% chose single-word options);

e [tem 10 “increase” (61.22% chose single-word options);

e [tem 11 “happen” (78.77% chose single-word options);

e [tem 13 “understand” (76.77% chose single-word options);

e [tem 14 “begin” (78.85% chose single-word options);

e [tem 18 “write information” (62.89% chose single-word options);
e [tem 19 “continue” (59.86% chose single-word options);

e [tem 21 “remember” (72.34% chose single-word options);

e [tem 22 “contact” (74.10 % chose single-word options);

e [tem 24 “stop” (68.42% chose single-word options);

e [tem 25 “unsure” (76.79% chose single-word options);

e [tem 26 “watch” (59.38% chose single-word options);

e Item 27 “refuse” (82.76% chose single-word options);

e [tem 28 “in my memory” (83.82% chose single-word options);
e [tem 29 “decide” (74.00% chose single-word options);

e [tem 30 “in the future” (86.67% chose single-word options);

e Item 31 “important thing” (85.71% chose single-word options); and
e [tem 36 “support” (81.48% chose single-word options)

Table 2
Percentages of the learners’ selection of single-word and multi-word units across each category
of multi-word units

Possibilities for Number of selection
selecting word Multi-word units Single-word equivalents
units (number of
participants who
Types of multi-word units recognlzed the No. of No. of
meanings of the . Percentage . Percentage
. R selections selections
multi-word units
and their single-
word equivalents)
Literal phrasal verbs 1699 890 52.38 809 47.62
Figurative phrasal verbs 1491 728 48.83 763 51.17
Idioms 940 329 35.00 611 65.00
Compound words 1479 1157 78.23 322 21.77

When the multi-word units were grouped into four different types: literal phrasal verbs,
figurative phrasal verbs, idioms, and compound words, the results indicated that “literal
phrasal verbs” (52.38%) and “compound words” (78.23%) were selected the most over their
single-word equivalents. However, “figurative phrasal verbs” (48.83%) and “idioms” (35.00%)
were selected less so compared to their single-word equivalents.
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Research Question 2: Are there any significant differences between the learners’ single-word
and multi-word unit selection?

In order to explore the differences between the learners’ selection of single-word and
multi-word units as iterated in RQ2, a paired t-test was applied. The results are shown in
Table 3 below.

Table 3
Comparison of the learners’ selections of single-word and multi-word units
Word types n X SD t Sig.
multi-word units 40 77.60 54.66
1.205 .236
single-word units 40 62.63 33.91

The data indicated that there was no significant difference between the learners’ selection of
multi-word units (x = 77.60, SD = 54.66) and single-word units (X = 62.63, SD = 33.91);
t(39) = 1.205 and p = .236.

Table 4
Comparison of the learners’ selections of single-word and multi-word units across
each category of multi-word units

word types n % SD : Sie.
e I 10 59,00 1473
pverbs ingl q .328 .750
SIng e.wor 10 80.90 35.20
units
et | unite 10 72.80 4140
pverbs single-word -.162 .875
& e‘wor 10 76.30 34.27
units
idioms mulI‘It:;i\:;ord 10 3290 2268
single-word -2.222 .053
g . 10 61.10 24.46
units
Crern | ™o 10 570 | east
ingle-word 3.231 .010*
single-wor 10 32.20 18.97
units

* Significant at the .05 level

Among four types of multi-word units, there was a significant difference between the
learners’ selection of compound nouns (x = 115.70, SD = 64.51) and single-word units
(x =32.20, SD = 18.97); t(39) = 3.231 and p = .01. Apart from that, however, there were
no significant differences between their selections of the other three multi-word types
and their single word equivalents, i.e.:

1) literal phrasal verbs (x = 89.00, SD = 44.73) and single-word units (X = 80.90, SD = 35.20);
t(9) =.328 and p = .750,
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2) figurative phrasal verbs (x = 72.80, SD = 41.40) and single-word units (x = 76.30, SD = 34.27);
t(9) =-.162 and p = .875, and

3) idioms (x = 32.90, SD = 32.68) and single-word units (x = 61.10, SD = 24.46); t(9) = -2.222
and p =.053.

Research Question 3: What are the reasons for the learners’ selection of such word units?

In order to address RQ3 above, the learners’ responses to the avoidance and preference
questionnaire were tabulated and exhibited in Table 5 below.

Table 5
The learners’ reasons for selecting multi-word units

Number of Frequency of given reasons by the learners (%)
students Avoidance Preference
ltems M:I\ir \\Nho d M:comz:(;m Unsure of Inconfident
wor unils selecte| u meani neonfiden O un o \emonstrate asy to
the multi- | wordwith mf,r c!herng tousealong [ Total Familar :alur:\ jvhor: \at:\guagetabi[\i!v ur\Ede:s!tar\d Total
. difficult word
word units structure words
1 2’1‘: 71 000 | 000 | 000 | 000 |62.16 1622 | 270 | 0.00 18.92 | 100.00
2 | setup | 145 526 | 132 | 000 | 658 | 47.37 | 11.84 | 658 | 0.00 2763 | 93.42
3 S'L‘;W 97 000 | 000 | 000 | 000 |60.78 | 980 | 588 | 0.00 2353 | 100,00
check
4 e 143 533 | 400 | 000 | 933 |57.33|1200| 000 | 267 1867 | 90.67
close
S| g | 144 132 132 | 000 | 263 | 5000|1842 | 263 | o0.00 2632 | 97.37
6 | puton | 61 000 | 313 | 000 | 3.3 | 65.63 | 15.63 | 0.00 | 9.38 625 | 96.88
7 c;\:zre 36 000 | 000 | 000 | 000 | 4737 |21.05 | 000 | 1053 | 21.05 | 100.00
8 | callout | 107 000 | 536 | 000 | 536 | 67.86 | 7.14 | 179 1.79 16.07 | 9464
9 Z':: 29 1333 | 667 | 0.00 |2000|3333(3333| 000 | 0.00 1333 | 80.00
10 bl‘j;d 57 1667 | 667 | 000 |23.33 3667|2667 | 333 | 3.33 667 | 76.67
11 | goon 38 000 | 1000 | 000 | 10.00 | 50.00 | 500 | 10.00 | 5.00 2000 | 90.00
12 | giveup | 139 000 | 274 | 000 | 2.74 | 71.23 | 959 | 137 | 274 1233 | 97.26
13 f'f')ﬁtre 23 8.33 000 | 000 | 833 |5833|1667 | 0.00 | 0.00 1667 | 91.67
14 ahg;a § 33 0.00 0.00 000 | 0.00 | 5294|1765 | 588 | 11.76 11.76 | 100.00
15 hi:g 105 000 | 18 | 000 | 182 | 6545|1818 | 545 | 0.00 9.09 | 98.18
break
16 up 126 0.00 0.00 0.00 0.00 72.73 9.09 3.03 1.52 13.64 100.00
hang
7| 91 417 | 000 | 000 | 417 | 6875|1042 | 0.00 | 2.08 1458 | 95.83
18 | filout | 36 526 | 000 | 000 | 526 | 31.58 | 31.58 | 0.00 | 0.00 3158 | 94.74
19 Cao:" 59 3.23 0.00 000 | 3.23 | 7097 | 968 | 3.23 0.00 1290 | 96.77
stand
20 out 78 9.76 0.00 2.44 12.20 | 53.66 | 12.20 9.76 2.44 9.76 87.80
keep in
2 | 2 000 | 000 | 000 | 0.00 | 5000|3462 | 000 | 7.69 769 | 100.00
keep in
2 | o 36 526 | 000 | 000 | 526 |6842| 526 | 000 | 1053 | 1053 | 94.74
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Number of Frequency of given reasons by the learners (%)
students Avoidance Preference
hems wuh:‘::lr-lils se‘\;’ti’ed Inf::’;:";"t t}:’chr:’:ﬁ:n?fr\g Inconfident . Sound Short Demonstrate Easy to
the multi- “’d"l’;lc‘:;:h of ather to ”:f;d“’”g Total Familiar natural word language ability | understand Total
word units structure words
give
someo
23 | o 111 8.62 5.17 0.00 | 13.79 | 4138 | 2069 | 3.45 3.45 17.24 | 86.21
break
put on
24 | N 36 5.26 0.00 0.00 | 5.26 | 52.63 | 26.32 | 0.00 5.26 10.53 | 94.74
25 t:‘e";ir 13 000 | 000 | 000 | 0.00 | 3846|1538 | 0.00 | 1538 | 30.77 | 100.00
keep
26 | aneye 65 0.00 0.00 0.00 | 0.00 | 41.18 | 23.53 | 294 | 2059 11.76 | 100.00
on
draw
27 | e 10 2000 | 10.00 | 0.0 | 30.00 | 50.00 | 10.00 | 0.00 | 10.00 0.00 | 70.00
off the
top of
28 oy 11 0.00 0.00 0.00 | 0.00 | 27.27 | 45.45 | 0.00 | 18.18 9.09 | 100.00
head
make
29 O:S,S 13 7.69 0.00 000 | 7.69 | 30.77 | 30.77 | 0.00 7.69 23.08 | 92.31
mind
down
30 the 8 0.00 0.00 0.00 | 0.00 | 62.50 | 37.50 | 0.00 0.00 0.00 | 100.00
road
31 bcl’i:zm 8 0.00 0.00 0.00 | 0.00 | 87.50 | 12.50 | 0.00 0.00 0.00 | 100.00
32 w?;zct 160 2.38 0.00 119 | 357 | 8095 | 476 | 0.00 0.00 1071 | 96.43
heart
3B | o | 4 2.70 2.70 135 | 6.76 | 51.35 | 17.57 | 0.00 4.05 2027 | 93.24
34 dsr(i):k 162 0.00 1.18 000 | 1.18 | 7529 | 824 | 471 0.00 10.59 | 98.82
black
35 | heep 120 1.59 6.35 159 | 952 | 4762 | 952 | 317 4.76 25.40 | 90.48
helping
36 | g 15 0.00 0.00 0.00 | 0.00 | 46.67 | 20.00 | 0.00 0.00 33.33 | 100.00
37 s:l:illl 181 1.05 0.00 000 | 1.05 | 6526 | 632 | 421 2.1 21.05 | 98.95
38 hd;;'; 136 423 4.23 0.00 | 845 |57.75 | 11.27 | 141 4.23 16.90 | 91.55
39 e;te:tle 61 0.00 6.25 000 | 6.25 | 65.63 | 625 | 0.00 9.38 1250 | 93.76
40 'r'(‘)’;”rs 173 0.00 0.00 000 | 0.00 | 7692 | 440 | 220 0.00 16.48 | 100.00
total 3.29 1.97 0.16 | 5.42 | 56.04 | 16.56 | 2.09 4.41 1547 | 94.58

The learners’ responses to the avoidance and preference questionnaire showed that 94.58%
of all learners selected the multi-word units due to their own preference, and only 5.42% of
them was due to avoidance. Upon a closer look at the reasons given by the learners, it was
found that the highest percentage of learners chose the reason “familiar” (56.04%), followed
by the following reasons (in descending order): “sound natural” (16.56%), “easy to understand”
(15.47%), “demonstrate language ability” (4.41%), “inconfident to use a word with difficult
structure” (3.29%), “short word” (2.09%), “unsure of the meaning of other words” (1.97%),
and “inconfident to use a long word” (0.16%).
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Upon consideration of the learners’ responses to each word items, the results showed that all
of their reasons tended to reflect their preference more than their avoidance. Furthermore,
they chose the reason “familiar” was chosen for a majority of the items, with thirty-six of them
being the following: Item 1 “find out”, Item 2 “set up”, Iltem 3 “show up”, Item 4 “check out”,
Iltem 5 “close down”, Item 6 “put on”, ltem 7 “come over”, Iltem 8 “call out”, Item 10 “build up”,
Iltem 11 “go on”, Item 12 “give up”, Item 13 “find out”, ltem 14 “go ahead”, Item 15 “hang up”,
Iltem 16 “break up”, ltem 17 “hang out”, ltem 19 “carry on”, Iltem 20 “stand out”, ltem 21 “keep
in mind”, Item 22 “keep in touch”, Iltem 23 “give someone a break”, Iltem 24 “put on hold”, Item
25 “up in the air”, Item 26 “keep an eye on”, Item 27 “draw the line”, ltem 30 “down the road”,
Iltem 31 “bottom line”, Item 32 “eye contact”, Iltem 33 “heart attack”, ltem 34 “soft drink”, ltem
35 “black sheep”, Item 36 “helping hand”, Item 37 “high school”, ltem 38 “dark horse”, ltem
39 “real estate”, and Item 40 “living room”. For Iltem 9 “pick out”, and Item 29 “make up one’s
mind”, the reasons “familiar” and “sound natural” were chosen equally. For Item 18 “fill out”,
the reasons “familiar”, “sound natural”, and “easy to understand” were chosen equally. Lastly,
for Iltem 28 “off the top of my head”, the reason “sound natural” had the most responses.

For the learners’ selections of single-word units, their responses to the avoidance and
preference questionnaire are presented in Table 6 below.

Table 6
The learners’ reasons for selecting single-word units
Number of Frequency of given reasons by the learners (%)
students Avoidance Preference
Items Sing.IE-wurd who Inconfident Unsure of
equivalents selelcted to :,e:h the llntnnfld;ﬂl - o sound Short Dernonstrate Fasy to Total
“::r;':ﬁ'i; it :f;”h‘:f “”\jfofd e ota amiliar natural word language ability | understand ota
structure words

1 discover 120 0.00 0.00 0.00 0.00 66.67 17.46 0.00 7.94 7.94 100.01
2 establish 49 3.85 3.85 0.00 7.70 57.69 11.54 0.00 15.38 7.69 92.30
3 appear 82 0.00 0.00 0.00 0.00 74.42 9.30 2.33 6.98 6.98 100.00
4 examine 42 0.00 0.00 0.00 0.00 59.09 18.18 0.00 9.09 13.64 100.00
5 shut 29 6.67 0.00 0.00 b6.67 46.67 b6.67 26.67 0.00 13.33 93.33
6 wear 118 0.00 0.00 0.00 0.00 72.58 6.45 8.06 0.00 12.90 100.00
7 visit 120 0.00 0.00 0.00 0.00 68.25 7.94 4.76 1.59 17.46 100.00
8 shout 53 3.57 0.00 0.00 25y 53.57 14.29 10.71 0.00 17.86 96.43
9 choose 106 0.00 0.00 0.00 0.00 62.50 10.71 5.36 5.36 16.07 100.00
10 increase 90 6.38 4.26 0.00 10.64 55.32 14.89 2.13 6.38 10.64 89.36
11 happen 141 0.00 1.35 0.00 1.35 77.03 4.05 1.35 0.00 16.22 98.65
12 stop 48 0.00 0.00 0.00 0.00 64.00 8.00 4.00 0.00 24.00 100.00
13 understand 76 2.50 0.00 0.00 2.50 65.00 2.50 0.00 2.50 27.50 97.50
14 begin 116 0.00 0.00 0.00 0.00 73.77 3.28 4.92 1.64 16.39 100.00
15 end acall 21 0.00 0.00 0.00 0.00 54.55 18.18 9.09 0.00 18.18 100.00
16 end 55 3.45 0.00 0.00 3.45 58.62 17.24 13.79 3.45 3.45 96.55
17 spend time 86 0.00 2.22 0.00 2.22 57.78 11.11 0.00 2.22 26.67 97.78
18 write 61 6.25 0.00 0.00 6.25 62.50 12.50 3.13 0.00 15.63 93.75

information
19 continue 88 2.17 0.00 0.00 217 73.91 8.70 4.35 2.17 8.70 97.83
20 be more 71 8.11 5.41 5.41 18.92 13.51 35.14 2.70 8.11 21.62 81.08

impressive
21 remember 68 0.00 0.00 0.00 0.00 83.82 7.35 1.47 1.47 5.88 100.00
22 contact 103 0.00 0.00 0.00 0.00 77.78 741 3.70 0.00 11.11 100.00
23 stop put 30 6.25 12.50 0.00 1875 | 25.00 | 3125 0.00 25.00 0.00 81.25

pressure on

someone

24 stop 78 2.44 0.00 0.00 2.44 73.17 2.44 0.00 0.00 21.95 97.56
25 unsure 43 0.00 0.00 0.00 0.00 51.16 6.98 6.98 2.33 32.56 100.01
26 watch 95 0.00 0.00 2.00 2.00 82.00 | 2.00 4.00 0.00 10.00 98.00
27 refuse 48 8.33 2.08 0.00 10.42 54.17 2.08 8.33 0.00 25.00 89.58
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Number of Frequency of given reasons by the learners (%)
students Avoidance Preference
ftems il:il\:";:: SE‘;‘;::Ed m:.?z‘;’:?‘ U"‘:\:":Df Inconfident
e | o | et | St | ot | e |23 I | | T
Structure words
28 in my 57 1.75 1.75 1.75 5.26 77.19 5.26 0.00 3.51 8.77 94.74
memaory
29 decide 37 0.00 0.00 0.00 0.00 70.27 2.70 8.11 0.00 18.92 100.00
30 in the future 52 1.92 0.00 0.00 1.92 59.62 9.62 0.00 0.00 28.85 98.08
31 | important 48 0.00 4.17 2.08 6.25 | 6875 | 14.58 | 0.00 2.08 8.33 93.75
thing
32 meet 17 0.00 11.11 0.00 1111 33.33 55.56 0.00 0.00 0.00 88.89
people’s
eyes
33 heart failure 13 14.29 0.00 0.00 14.29 28.57 28.57 0.00 14.29 14.29 85.71
34 alcohol-free 21 0.00 0.00 0.00 0.00 81.82 0.00 0.00 9.09 9.09 100.00
drink
35 shameful 48 12.00 4.00 0.00 16.00 24.00 32.00 4.00 16.00 8.00 84.00
person
36 support 66 1.52 0.00 0.00 1.52 74.24 6.06 1.52 0.00 16.67 98.48
37 school for 10 0.00 0.00 0.00 0.00 0.00 40.00 0.00 0.00 60.00 100.00
grade 10th-
12lh
38 unexpected 30 0.00 6.67 0.00 6.67 3333 26.67 6.67 20.00 6.67 93.33
winner
39 land and 48 8.00 4.00 0.00 12.00 44.00 24.00 4.00 8.00 8.00 88.00
building
40 sitting room 21 0.00 0.00 0.00 0.00 63.64 18.18 0.00 9.09 9.09 100.00
total [ 249 1.58 028 | 435 [ 5808 [ 1402 [ 3.80 4.59 15.15 95.65

The learners’ responses to the avoidance and preference questionnaire revealed that 95.65%
of their responses for selecting the single-word units was due to their own preference, and
only 4.35% was due to their avoidance. When each reason given by the learners was considered,
it was shown that their most frequently given reason was “familiar” (58.08%), followed by
“easy to understand” (15.15%), “sound natural” (14.02%), “demonstrate language ability”
(4.59%), “short word” (3.80%), “inconfident to use a word with difficult structure” (2.49%),
“unsure of the meaning of other words” (1.58%), and “inconfident to use a long word” (0.28%).

When the learners’ responses to each word item were analyzed, they indicated a tendency to
choose reasons which reflected their preference more than their avoidance for all items (Items
1-40). The reason “familiar” was, again, the most frequently given reason among the learners
for thirty-four items, i.e., ltem 1 “discover”, tem 2 “establish”, Item 3 “appear”, Iltem 4 “examine”,
Iltem 5 “shut”, Item 6 “wear”, ltem 7 “visit”, Item 8 “shout”, Item 9 “choose”, Iltem 10 “increase”,
Iltem 11 “happen”, Item 12 “stop”, Item 13 “understand”, ltem 14 “begin”, Item 15 “end a call”,
Iltem 16 “end”, Item 17 “spend time”, ltem 18 “write information”, ltem 19 “continue”, ltem 21
“remember”, Item 22 “contact”, ltem 24 “stop”, Item 25 “unsure”, ltem 26 “watch”, Item 27
“refuse”, ltem 28 “in my memory”, ltem 29 “decide”, ltem 30 “in the future”, ltem 31 “important
thing”, Item 34 “alcohol-free drink”, ltem 36 “support”, Item 38 “unexpected winner”, ltem 39
“land and building”, and Item 40 “sitting room”. For Item 20 “be more impressive”, ltem 23
“stop put pressure on someone”, Iltem 32 “meet people’s eyes”, and Item 35 “shameful person”,
their most frequently given reason was “sound natural”. For ltem 37 “school for grade
10th—-12th”, their most frequently given reason was “easy to understand”. Finally, for ltem 33
“heart failure”, the reasons “familiar” and “sound natural” were chosen equally.
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DISCUSSION
The learners’ word choice: Single-word and multi-word units

The findings revealed that in total, the learners selected the multi-word units more than the
single-word units in their English language production. This is surprising as it is not in line with
the previous studies (Barekat & Baniasady, 2014; El-Dakhs, 2016; Kosolsombat & Pongpairoj,
2017). Their results showed that learners tended to use the single-word units more so than
multi-word units. Particularly, Barekat and Baniasady (2014) explained that the learners’
underuse of phrasal verbs (a type of multi-word units) was derived from the structural
differences between Persian and English, and the semantic complexity of English phrasal verbs.
Based on El-Dakhs’s (2016) research, there were three factors affecting their use of phrasal
verbs: L1-L2 structural differences, passive learning for comprehension, and limited language
exposure. Pongpairoj and Kosolsombat (2017) also pointed out that their low level of use of
phrasal verbs was caused by the semantic complexity of English phrasal verbs. According to
the findings of this study, the cause of the learners’ high selection of multi-word units might
be due to their high exposure to the English language. Since the learners are studying in Phuket,
a popular tourist destination in Thailand, they have plenty of opportunities to connect with a
large number of foreigners, which may have helped them familiarize themselves with natural
uses and forms of the language. In other words, they would also regularly have chances to
encounter multi-word units in a natural setting. Hence, they did not have as many problems
with the use of the multi-word units in their language production compared to the learners
in previous studies.

However, based on the results of the t-test, there was no significant difference between the
learners’ selection of the multi-word units and their single-word equivalents. It implies that even
though the learners tended to choose the multi-word units more than the single-word units,
there was not a big gap between their selections of those two word types. It is possible that the
level of their language exposure may not be effective enough yet to be translated to active uses
of multi-word units in their language production.

In terms of language proficiency levels, it seems that their selection of single-word and multi-word
units did not depend on learners’ proficiency levels. The participants in this study who had
achieved proficiency levels between intermediate (B1) and upper-intermediate (B2) preferred
selecting the multi-word units more than their single-word equivalents. This is in contrast to
Barekat and Baniasady’s (2014) study which revealed that intermediate learners were likely
to choose single-word units more than the multi-word units anyway. According to Boontong’s
(2015) study, intermediate learners also tended to choose single-word units more so than
multi-word units; however, upper-intermediate learners would choose single-word and
multi-word units equally. Therefore, it can be concluded that their language proficiency levels
were not related or had no effect on the learners’ word selection.

When we considered each category of the multi-word units, the results showed that there

was no consistency in use. There were two categories: “literal phrasal verbs” and “compound
words” that were selected by over half of the learners in their language production. This was
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starkly different from the categories, “figurative phrasal verbs” and “idioms”, where most
learners were not likely to choose them; even though they knew their meanings. Thus, the
findings about learners’ low level of use of “figurative phrasal verbs” and “idioms” were
consistent with Becker’s (2014), Laufer’s (2000), and Pongpairoj and Kosolsombat’s (2017)
studies. Becker’s (2014) and Pongpairoj and Kosolsombat’s (2017) studies particularly found
that the language learners used the multi-word units “figurative phrasal verbs” less so than
the single-word verbs. According to Laufer’s (2000) study, among the four idiom types, “partial
translation” and “L1 non idioms” were used the least in their language production. Based on
these previously mentioned studies, the reason for the learners’ low-level use of multi-word
units was due to a high degree of L1-L2 differences. Thus, the cause of the learners’ low level
of use of “figurative phrasal verbs”, and “idioms” found in the present study might be the same
as in the prior research.

The effect of avoidance and preference on the learners’ selection of single-word and
multi-word units

In Tables 5 and 6, the results revealed that the learners chose the multi-word and single-word
units because of their preference. However, several studies showed that learners tended to
avoid using multi-word units (Barekat & Baniasady, 2014; Liao & Fukuya, 2004; Okuwaki, 2021;
Pongpairoj & Kosolsombat, 2017). According to the present study’s findings, the learners were
not likely to apply the avoidance strategy when selecting the two word types (single-word and
multi-word units). Instead, they showed their preference in selecting them. As mentioned in
Boontong’s (2015) study, learners with higher proficiency would be able to use single-word
and multi-word units in language production freely; their high level of language knowledge
would facilitate them in switching between their use of single-word and multi-word units.
After all, a “higher proficiency allows for an alternation between the two verb types”
(Boontong, 2015, p. 27). Hence, avoidance might not always be the cause of their selection of
single-word and multi-word units, but preference could be the cause as well.

When each item of the avoidance and preference questionnaire was analyzed, the learners
primarily selected multi-word units because the words were “familiar” to them, followed by
the reasons “sound natural”, and “easy to understand”. Very similarly, they also primarily selected
single-word units because they were “familiar” to them, followed again by the same reasons,
“easy to understand” and “sound natural”. It is implied that their preference primarily affected
the learners’ selection of the two word types. As a result, teachers must be aware of learners’
preferences for word choices in their language production and more attention should be paid
to the three most common reasons that would determine learners’ selections of single-word
and multi-word units, i.e., “familiar”, “sound natural”, and “easy to understand”. Additionally,
teachers should also find a way to minimize learners’ avoidance of word choices as it would
help learners gain courage to use a wider variety of words in their language production.

CONCLUSION

This study aimed to examine the learners’ selection of single-word and multi-word units in
their English language production and their reasons for selecting single-word and multi-word
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units. Surprisingly, the results showed that the learners as a whole chose multi-word units
more so than the single-word units. When we consider the individual categories of the
multi-word units, the learners chose the literal phrasal verbs and compound words more than
their single-word equivalents. However, the figurative phrasal verbs and idioms were chosen
less in comparison. According to the t-test results, overall, there was no significant difference
between the learners’ selection of the single-word and multi-word units. The learners’
responses to avoidance & preference questionnaires also reflected their preference for the
use of both word types (single-word and multi-word units) more so than their avoidance. When
each reason for selecting words was considered, it was found that the most frequently given
reason for the learners’ selection of single-word and multi-word units was “familiar”, which
again reflected their preference.

According to these findings, they revealed the learners’ learning styles in terms of their
preference for and avoidance of using single-word and multi-word units in their language
production. This information will help teachers understand what fosters learners to use both
types of words (single-word and multi-word units) in language and what inhibits them to use
such word units in language. Based on the findings found in this study, teachers will be able
to find the effective teaching methods for developing learners’ use of both single word and
multi-word units in their English language production.

Recommendations for further studies

Since the English proficiency of the participants in this study was about the same level (between
intermediate and upper-intermediate level), we do not know whether participants with different
language levels will select the types of words differently or similarly. Moreover, based on their
language levels, their reasons for selecting the word types may not be the same. According to
the format of the comprehension test, there were four possible answers for each question.
The extra option “/ do not know” should be added to reduce hedged responses. In addition,
the avoidance and preference questionnaire has a limited number of preference and avoidance
reasons on selecting word types (single-word and multi-word units). Adding more reasons
such as “lack knowledge of how to collocate it”, and “hard to say” could further confirm the
accuracy of this present study’s findings and contribute to new research findings.

Therefore, future research may explore the effects of avoidance and preference on selecting
single-word and multi-word units for learners with different language levels. To improve the
quality of the research instruments used in this study, the option “/ do not know” should be
made available in the comprehension test and more reasons for selecting word types should
be added in the avoidance and preference questionnaire.

ACKNOWLEDGEMENTS

This research received no specific grant from any funding agencies in the public, commercial,
or not-for-profit sectors.

878



/) rEFLections
L Vol 32, No 2, May - August 2025

THE AUTHOR

Supika Nirattisai is an English lecturer at Phuket Rajabhat University, Thailand. Her research interests include
vocabulary, second language acquisition, and testing and assessment. She has published articles in Journal of English
Studies, Suranaree Journal of Social Science, Manutsat Paritat: Journal of Humanities, Journal of Humanities and
Social Sciences, and Journal of Liberal Arts, Maejo University.

supika.n@pkru.ac.th

REFERENCES

Alz'iabi, S. E. (2022). Arab EFL learners’ stress of compound words. Research in Language, 20(1), 85-108. https://
www.ceeol.com/search/article-detail?id=1119814

Anderson, T. (2016). Theories for learning with emerging technologies. Athabasca University Press.

Barekat, B., & Baniasady, B. (2014). The impact of phrasal verb avoidance on the writing ability of the university
EFL learners. Procedia-Social and Behaviral Sciences, 98, 343-352. https://pdf.sciencedirectassets.
com/277811/1-s2.0-51877042814X00248/1-52.0-51877042814025166/main.pdf

Becker, A. (2014). Avoidance of English phrasal verbs: Investigating the effect of proficiency, learning context, task
type, and verb type. Asian Journal of English Language Teaching, 24, 1-33. https://www.researchgate.
net/publication/326558270_Avoidance_of _English_Phrasal_Verbs_Investigating_the_Effect_of _
Proficiency_Learning_Context_Task_Type_and_Verb_Type

Boontong, T. (2015). A study of phrasal verbs preference by Thai EFL learners [Master's thesis, Thammasart
University]. Thammasart University Database. http://ethesisarchive.library.tu.ac.th/thesis/2015/
TU_2015_5721042272_4790_2925.pdf

Constant, M., Eryigit, G., Monti, J., van der Plas, L., Ramisch, C., Rosner, M., & Todirascu, A. (2017). Multiword ex
pression processing: A survey. Computational Linguistics, 43(4), 837—892. https://www.semanticscholar.
org/paper/Survey%3A-Multiword-Expression-Processing%3A-A-Survey-Constant-Eryi%C4%9Fit/e5bb
97f5a2024d26b9da84cb6611b50a64509b00

Dagut, M., & Laufer, B. (1985). Avoidance of phrasal verbs: A case for contrastive analysis. Studies in Second
Language Acquisition, 7(1), 73-79. https://www.jstor.org/stable/44488547

Dietrich, C. (2010). Decision making: Factors that influence decision making, heuristics used, and decision outcomes.
Inquiries Journal, 2(2), 1-3. http://www.inquiriesjournal.com/articles/180/decision-making-factors-that-
influence-decision-making-heuristics-used-and-decision-outcomes

Durrant, P. (2008). High frequency collocations and second language learning [Doctoral dissertation, University of
Nottingham]. University of Nottingham Database. https://eprints.nottingham.ac.uk/10622/1/final_
thesis.pdf

El-Dakhs, D. A. S. (2016). The lexical knowledge and avoidance of phrasal verbs: The case of Egyptian learners of
English. International Journal of Applied Linguistics English Literature, 5(1), 132—144.

Elkilic, G. (2008). Turkish students” understanding of transparent and opaque idioms in English in reading as well
as speaking. Journal of Language and Linguistic Studies, 4(2), 27-41. https://www.jlls.org/index.php/jlls/
article/view/63

Fernandez, G. B., & Schmitt, N. (2015). How much collocation knowledge do L2 learners have? The effects of
frequency and amount of exposure. International Journal of Applied Linguistics, 166(1), 94—126. https://
benjamins.com/catalog/itl.166.1.03fer

879



ﬁ rEFLections
Vol 32, No 2, May - August 2025

Garnier, M., & Schmitt, N. (2015). The PHaVE List: A pedagogical list of phrasal verbs and their most frequent
meaning senses. Language Teaching Research, 19(6), 645-666. https://nottingham-repository.worktribe.
com/index.php/output/762398/the-phave-list-a-pedagogical-list-of-phrasal-verbs-and-their-most-
frequent-meaning-senses

Gyllstad, H. (2007). Testing English collocations: Developing receptive tests for use with advanced Swedish learners
[Doctoral dissertation, Lund University]. Lund University Database. https://lup.lub.lu.se/search/
files/5893676/2172422.pdf

Hick, H., Angel, H. F,, Philipp, K., & Jolana, W. S. (2021). Decision-making and the influence of the human factor.
In H. Hick, K. Kipper, & H. Sorger (Eds.), Systems engineering for automotive powertrain development
(pp. 355-380). Springer Nature.

Huning, M., & Schlucker, B. (2015). Multi-word expressions. In O. Muller, I. Ohnheiser, S. Olsen, & F. Rainer (Eds),
Word formation. An international handbook of the language of Europe (pp. 450-467). De Gruyter. https://
www.researchgate.net/publication/291339243_Multi-word_expressions

Kleinmann, H. H. (1977). Avoidance behavior in adult second language acquisition. Language Learning, 27,93-107.
https://onlinelibrary.wiley.com/doi/10.1111/j.1467-1770.1977.tb00294.x

Kosolsombat, P., & Pongpairoj, N. (2017). Avoidance of L2 English phrasal verbs by L1 Thai learners. Journal of
Letters, 46(2), 171-216. https://digital.car.chula.ac.th/jletters/vol46/iss2/4/

Lau, K., & Gardner, D. (2019). Disciplinary variations in learning styles and preferences: Implications for the provision
of academic English. System, 80, 257-268. https://www.sciencedirect.com/science/article/abs/pii/
S0346251X18300198

Laufer, B. (2000). Avoidance of idioms in a second language: The effect of L1-L2 degree of similarity. Studia Linguistica,
54(2), 186-196. https://www.researchgate.net/publication/227719613_Avoidance_of_idioms_in_a_
second_language_The_effect_of L1-L2_degree_of similarity

Laufer, B., & Eliasson, S. (1993). What causes avoidance in L2 learning. Studies in Second Language Acquisition,
15(1), 35-48. https://www.jstor.org/stable/44487587

Liao, Y., & Fukuya, Y. J. (2004). Avoidance of phrasal verbs: The case of Chinese learners of English. Language Learning,
54(2), 193-226. https://doi.org/10.1111/j.1467-9922.2004.00254.x

Linuma, K., & Kogiso, K. (2021). Emotion-involved human decision-making model. Mathematical and Computer
Modelling of Dynamical Systems, 27(1), 543-561. https://www.tandfonline.com/doi/full/10.1080/1387
3954.2021.1986846

Liu, D. (2003). The most frequently used spoken American English idioms: A corpus analysis and its implications.
TESOL Quarterly, 37(4), 671-700. https://www.jstor.org/stable/3588217

Macis, M., & Schmitt, N. (2016). Not just small potatoes: Knowledge of the idiomatic meanings of collocations.
Language Teaching Research, 21(3),321-340. https://journals.sagepub.com/doi/10.1177/1362168816645957

Masini, F. (2019). Multi-word expressions and morphology. Oxford Research Encyclopedia of Linguistics, 1(32), 1-30.
https://oxfordre.com/linguistics/display/10.1093/acrefore/9780199384655.001.0001/acrefore-
9780199384655-e-611

Montgomery, S., & Grout, L. (1998). Student learning styles and their implications for teaching [CRLT Occasional
Paper No. 10]. Centre for Research on Learning and Teaching, University of Michigan.

Nation, P. (2001). Learning vocabulary in another language. Cambridge University Press.

Nation, P., & Meara, P. (2002). Vocabulary. In N. Schmitt (Ed.), An introduction to applied linguistics (pp. 35-54).
Arnold.

Nguyen, T., & Webb, S. (2016). Examining second language receptive knowledge of collocation and factors that affect
learning. Language Teaching Research, 21(3), 298-320. https://journals.sagepub.com/doi/
abs/10.1177/1362168816639619

880



/) rEFLections
L Vol 32, No 2, May - August 2025

Nosisana, M. (2015). Students’ learning preferences. Journal of Studies in Education, 5(3), 212-232. https://www.
scribd.com/document/500420866/Studentslearningpreferences

O'Toole, M. S., Elkjeer, E., & Mikkelsen, M. B. (2021). Is negative emotion differentiation associated with emotion
regulation choice? Investigations at the person and day Level. Frontiers in Psychology, 12, 1-11. https://
www.frontiersin.org/articles/10.3389/fpsyg.2021.684377/full

Okuwaki, N. (2021). Avoidance of phrasal verbs by Japanese learners of English. Journal of the Chubu English
Language Education Society, 50, 145—152. https://www.jstage. jst.go.jp/article/celes/50/0/50_145/ pdf

Pawley, A., & Syder, F. H. (1983). Two puzzles for linguistic theory: Nativelike selection and nativelike fluency. In
J. C. Richards & R. W. Schmidt (Eds.), Language and Communication (pp. 191-225). Routledge.

Peacock, M. (2001). Match or mismatch? Learning styles and teaching styles in EFL. International Journal of Applied
Linguistics, 11(1), 1-20. https://doi.org/10.1111/1473-4192.00001

Phongphio, T., & Schmitt, N. (2006). Learning English multi-word verbs in Thailand. ThaiTESOL, 19(2), 122-136.
https://www.norbertschmitt.co.uk/_files/ugd/5f2482_37dbe5dae3dc4ce095c84771b5ae5b4a.pdf

Qian, D. D., & Lin, L. H. F. (2020). The relationship between vocabulary knowledge and language proficiency. In
S. Webb (Ed), The Routledge handbook of vocabulary studies (pp. 66—80). Routledge.

Rumana, R. (2017). Exploring language learning style preferences of the ELT graduate students. Asian Journal of
Humanity, Art and Literature, 4(1), 45-58. https://www.semanticscholar.org/paper/Exploring-
Language-Learning-Style-Preferences-of-Rafique/e83d67085e3d848cc16a61e9c314eda09ef9e987

Schachter, J. (1974). An error in error analysis. Language Learning, 24, 205-214. https://onlinelibrary.wiley.com/
doi/abs/10.1111/j.1467-1770.1974.tb00502.x

Shao, K. Q., Pekrun, R., & Nicholson, L. J. (2019). Emotions in classroom language learning: What can we learn from
achievement emotion research? System, 86, 1-46. https://www.sciencedirect.com/science/article/abs/
pii/S0346251X19301150

Simpson, R., & Mendis, D. (2003). A corpus-based study of idioms in academic speech. TESOL Quarterly, 37(3),
419-441. https://www.jstor.org/stable/3588398

Siyanova, A., & Schmitt, N. (2007). Native and nonnative use of multi-word vs. one-word verbs. IRAL-International
Review of Applied Linguistics in Language Teaching, 45(2), 119-139. https://www.degruyter.com/
document/doi/10.1515/IRAL.2007.005/htmI?lang=en

Siyanova, A., & Schmitt, N. (2008). L2 learner production and processing of collocation: A multi-study perspective.
Canadian Modern Language Review, 64, 429-458. https://www.semanticscholar.org/paper/L2-Learner-
Production-and-Processing-of-A-Siyanova-Schmitt/175535ab0ff480517dde7a90fe257fe387675c8f

Sprenger, S. (2003) Fixed expressions and the production of idioms [Doctoral dissertation, Max Planck Institute for
Psycholinguistics]. Max Planck Institute for Psycholinguistics System. https://pure.mpg.de/rest/items/
item_57562_8/component/file_2603712/content

Sun, J., Pae, H., & Ai, H. (2021). The recognition of coordinative compound words by learners of Chinese as a foreign
language: A mixed methods study. Foreign Language Annals, 54(4), 923-951. https://onlinelibrary.wiley.
com/doi/abs/10.1111/flan.12586

Tomczak, E., & Lew, R. (2019). “The song of words” Teaching multi-word units with songs. 3L: The Southeast Asian
Journal of English Language Studies, 25(4), 16-33. https://www.semanticscholar.org/paper/%E2%80%9C
The-Song-of-Words%E2%80%9D%3A-Teaching-Multi-Word-Units-with-Tomczak-Lew/b91b829c756f57b699b
fe35cc938aacbleb4dfaa

Ushigusa, S. (2008). The relationships between oral fluency, multiword units, and proficiency scores [Doctoral dissertation,
Purdue University]. Purdue University System. https://docs.lib.purdue.edu/dissertations/AAI3344157/

Wray, A., & Perkins, M. (2000). The functions of formulaic language: An integrated model. Language and Communication,
20(1),1-28. https://www.sciencedirect.com/science/article/abs/pii/50271530999000154

881



