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PREFACE

The second issue of volume 9 of Studies in Linguistics, Culture, and FLT titled 
“Discourses of Change: Linguistics and FLT” features four authors analysing 
different aspects of lexicology, corpus linguistics, and FLT. 

The issue starts with a paper on the translation of the nonce words (occasion-
alisms) used by John Harding in his novel Florence & Giles into Bulgarian 
by vladimir Molev. The study uses contrastive analysis in order to outline the 
similarities and differences in the way nonce words are formed and rendered 
into the target language. The conclusion reached by Svetlana Nedelcheva is that 
due to the differences of the two languages it is generally difficult to translate 
occasionalisms and actually only 15% of the analysed corpus in English has 
been rendered into Bulgarian in the form of occasionalisms.  

The issue continues with a corpus-based analysis of the complementation pat-
terns of the adjective “ashamed”. The usage-based and corpus-driven approach 
implemented by Sylvia Dimitrova and Temenuzhka Seizova-Nankova demon-
strates its advantages in obtaining data which can complement dictionary infor-
mation and can be used by educators for both teaching and developing language 
learning materials.    

The article by Irina Ivanova discusses some changes in planning and conduct-
ing EFL lessons which resulted from the transition to online teaching due to the 
Covid-19 pandemic. The analysis focused on the processes of adjustment the 
trainees went through, and the way this transition affected the nature of their 
teaching. Some of the most symptomatic changes involved increased teacher-
centredness in both planning and teaching, and preference for deductive ap-
proaches in presenting grammar and vocabulary, which result in fewer opportu-
nities for students’ active involvement in the lesson. The findings could be used 
to redesign and improve online teaching for the purposes of a future hybrid 
form of education that is more flexible and more student-centred.

The last article in this second issue focuses on another aspect of FLT. Olivia 
Chirobocea-Tudor explores “various techniques for the teaching of specialized 
horticultural vocabulary, in particular the terminological aspects of viticulture 
and viniculture” to Romanian students. She concludes that “the use of authentic 
materials, multimodality and multimedia adapted to the specificities of this type 
of vocabulary can lead to the successful acquisition of terminology through 
various activities that also encourage the development of the four skills as well 
as critical thinking and skills for ongoing learning outside the ESP classroom”.   
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CoInIng nonCE WoRDs:  
ConTRAsTIVE REsEARCh BAsED  

on A noVEL
svetlana nedelcheva
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Abstract: Nonce words or occasionalisms are coined for a particular occasion and 
usually they are used just once. It is especially difficult when such newly created words 
have to be translated to another language. This article studies John Harding’s novel 
Florence & Giles and its Bulgarian translation (by Vladimir Molev). It is a sinister 
Gothic story told by the 12-year-old Florence living in an isolated New England man-
sion in 1891. She distorts words by transforming them into other parts of speech, e.g. 
nouns and adjectives are turned into verbs, nouns into adjectives, adverbs and prepo-
sitions into verbs, etc. At first, it could be annoying to the reader, however, once you 
get used to her narration, it is both fanciful and charming. This research studies the 
intensely concentrated nonce words in the text and their equivalents in Bulgarian from 
the point of view of their grammatical, word-formative and semantic characteristics. 
The contrastive method when applied to the parallel corpus shows some similarities 
and a lot of differences in the particular characteristics of nonce words due to the spe-
cifics of the two languages under discussion.
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Introduction
Florence & Giles is an ominous Gothic tale set in a distant and dilapidated 
New England mansion. Two orphaned half-siblings (Florence and Giles share 
only a father) live there ignored by their guardian uncle but under the daily 
care of domestic staff.  The staff is all newly employed and there is very little 
information about the family history. At the beginning, the children live in iso-
lated existence and although their uncle never visits them, he provides for their 
needs. Under his instruction the 12-year-old Florence is not to be educated but 
in spite of his will she has educated herself by secretly devouring the books 
that remain untouched on the dusty and neglected shelves hidden away in the 
library. She has taught herself languages she had never heard spoken.  Inspired 
by the works of Dickens, Trollope and her true love, Shakespeare, Florence has 
developed a unique language of her own. She narrates her own story in a fairly 
unusual style.  At first the reader could be a little vexed and distracted because 
of Florence’s unique style of communicating, however, as she is persistent in the 
use of her nonce words, the reader also gets used to her narration.  

The two children enjoy each other’s company until Giles is sent away to school. 
Then Florence meets the neighbouring boy, Theo, and becomes friends with 
him. She has no time to feel lonely as her day and night are full of events.  By 
day, she confines to her hidden place to read. By night, she sleepwalks the cor-
ridors. She is haunted by a repeated dream in which a strange woman endangers 
her younger brother Giles’s life. Sometimes Florence just pretends to sleepwalk 
so that she can search the house for some information about her unknown past. 
Suddenly, Giles returns home because he is bullied at school and is to be educat-
ed by a governess. The first governess, Miss Whittaker, doesn’t last long before 
she “tragicks upon the lake”. After her unexpected death a second teacher, Miss 
Taylor, arrives, and Florence is immediately convinced that the new govern-
ess is an evil spirit who means to hurt Giles. She takes on the extremely risky 
task to outsmart and expose her.  In order to defeat this mighty supernatural 
fiend, and with no adult to help her, Florence must use all her brainpower and 
ingenuity to save her little brother and protect her own world. No further details 
about the plot are necessary to persuade the reader that Florence & Giles is a 
gripping Gothic story narrated in a surprisingly different and remarkably fas-
cinating voice. This startling narrative voice is the focus of the present article, 
more specifically the numerous nonce words invented by Florence and their 
equivalents in the Bulgarian translation of the book. We study the grammatical, 
word-formative and semantic characteristics of the nonce words used in both 
the original of the book and its translation. 
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Theoretical background
Nonce words are a subtype of neologisms. By definition they do not require 
to be widely known or permanent. They are seen as spontaneously coined for 
a specific situation. The corresponding Bulgarian term is оказионализми /
occasionalisms. Similarly to neologisms they are time dependent as they are 
comparatively recent phenomena that may be in a process of being accepted 
as mainstream words. According to Linguistics Encyclopedia (2006, p. 601), 
nonce-formation “is a neologism used in just one occasion” and “will not be-
come a regularly used linguistic item”1. Defined as vocabulary units that are 
unusual, nonce or occasional words do not conform to conventional language 
rules, because they are characterized by a certain individual meaning deter-
mined in a specific context. Thus nonce words are considered as speech phe-
nomena which do not correspond to standard language, their meaning depends 
on the context and they express the personal opinion of the speaker.

Whereas neologisms refer to new objects and facts of language and they origi-
nate from the communicative needs of the society, nonce words are claimed to 
be “individual author’s coinages created according to unusual or unproductive 
wordformative patterns, the facts of speech which stem from the aims of the 
utterance and the context, outside of which they are rarely used” (Holtvian & 
Severynchuk, 2015, p. 213). Sometimes these two types of language units also 
differ in their function. The main function of neologisms is to denote new ob-
jects, phenomena, etc. The central function of the nonce words is the expressive 
one. They are invented and used for artistic purposes to describe a fictional 
reality and attract the readers’ attention.

Therefore, considering the specifics of nonce words,  it is possible to indicate 
the following features: 1. Nonce words are created to serve the purposes of a 
specific situation; 2. Their newness and unusualness to listeners and readers is 
what distinguishes nonce words from neologisms which gradually lose their 
novelty over time; 3. The appearance of nonce words is unpredictable; 4. An 
inherent feature of nonce words is their high expressiveness due to the freshness 
of perception and originality (cf. Gorchhanova, 2016).

Sources of nonce vocabulary units are fiction books and short stories, e.g., “grok” 
(to understand using intuition) from Robert A. Heinlein’s novel Stranger in a 
Strange Land; “McJob” (low-paid job) from Douglas Coupland’s Generation X: 
Tales for an Accelerated Culture; “cyberspace” (digital network) from William 
Gibson’s Neuromancer, etc. Sometimes titles of books become neologisms, for 
instance, Joseph Heller’s Catch-22 (a paradoxical situation from which there 
is no way out). Alternatively, an author’s name may give rise to a neologism 

1.  Such neologisms are used by Carroll in the poem Jabberwocky from Through the Look-
ing-Glass.
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or a famous character of a novel, e.g., “Orwellian”, originating from George 
Orwell’s name and related to his dystopian novel about a future totalitarian state 
Nineteen Eighty-Four; “quixotic”, referring to someone or something which is 
idealistic and impractical in relation to Miguel de Cervantes’ romantic character 
Don Quixote; “scrooge”, a character from Charles Dickens’ A Christmas Carol 
who hates spending money. A nonce word is found in Iliad, namely παναώριος 
(Pope, 1985). The word’s uniqueness provoked different interpretations, and the 
standard translation ‘of all-untimely fate’ or ‘doomed to die young’ raises ob-
jections. Pope (1985) argues what Achilles means by ‘untimely’ is that he is a 
misfit, someone who is always at the wrong place at the wrong time.

Recent studies explore the author’s new formations and their analogies in the 
translations of Terry Pratchett’s novels, Joan K. Rowling’s Harry Potter series 
and J. R. R. Tolkien’s The Lord of the Rings trilogy, among others. Some of 
the discussed problems refer to translating symbolic names (so-called speaking 
names) of recurrent characters from English into Bulgarian in Terry Pratchett’s 
Discworld series (Boyadzhieva, 2017), some “deeply meaningful” person-
al names, toponyms and nicknames from English into Bulgarian in J. R. R. 
Tolkien’s The Fellowship of the Ring (Nedelcheva, 2017), as well as the sys-
tem of proper names in J. R. R. Tolkien’s Lord of the Rings from English into 
Russian as individual neologisms, which allow to represent the author’s mythol-
ogy (Lugovaya, 2019).  

Further research deals with translation features of occasionalisms by J. Rowling 
in Harry Potter and the Damned Child, based on translations from English into 
Chinese, more specifically lexical analysis is given of the word-formation struc-
ture of spells in the text of the original and in the translated text, as well as the 
ways of their transmission from the source to the target language (Starikova, 
2019). Translatability issues are considered in relation to wordplay and the loss 
of humorous effect in the Bulgarian translation of Terry Pratchett’s Soul Music 
(Iglikova, 2013), as well as the process of unveiling the main characteristics of 
occasionalisms and their ways of derivation, based on J.R.R. Tolkien’s Lord of 
Rings and The Two Towers and its Russian translation (Petrov, 2019).

Other articles focus on identifying and describing phonetic occasionalisms2 in 
structural and semantic aspects (Romanyuk, 2019a) or analyzing the features 
of the modern English occasional words in the works of J. Rowling and system-
atizing them according to non-standard models (Romanyuk, 2019b). A previ-
ous study on the occasionalisms in Florence & Giles’ Bulgarian translation 
points out grammatical, semantic and word-formative aspects of these novel 
Bulgarian words (Savova, 2016). The present article adds to the previous re-

2.  Phonetic occasionalisms are combinations of phonemes which are not registered in the 
language.
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search by studying the morphological and lexicological characteristics of the 
English nonce words in John Harding’s book Florence & Giles and compares 
and contrasts them with their Bulgarian equivalents. Traditionally, occasional-
isms are commented on in view of their uniqueness and expressiveness, in this 
novel, however, a number of nonce words are used repeatedly as part of the 
main character’s idiolect. These “strange words” invented by Florence are not 
art for the art’s sake. They conform to the author’s idea of Florence’s character-
building. She would like to be a writer and she is inspired by Shakespeare and 
his “way with words” (Harding, 2010, p. 6):  

The thing I liked most about Shakespeare was his free and easy way with words. 
It seemed that if there wasn’t a word for what he wanted to say, he simply made 
one up. He barded the language. For making up words, he knocks any other 
writer dead. When I am grown and a writer myself, as I know I shall be, I intend 
to Shakespeare a few words of my own. I am already practising now.

Methodology
This study focuses on the highly concentrated (sometimes 6-7 per page) nonce 
words in the SL and their equivalents in the TL text in Florence & Giles. As 
these words are open-class words, i.e. verbs, nouns, adjectives and adverbs, we 
observe the grammatical categories of person, number, tense, modality, grad-
ability, some semantic criteria, in order to define the subtypes of word classes, 
e.g., concrete/ abstract nouns, as well as a couple of instances of substantiviza-
tion. Word-formative methods are also considered as there might be a mismatch 
between the word-formation processes used in the SL and TL, such as deriva-
tion, conversion, blending, composition, etc. The contrastive method when ap-
plied to the parallel corpus shows some similarities and a lot of differences in 
the particular characteristics of the nonce words due to the specifics of the two 
languages under discussion. 

Newmark (1988a) proposes distinct types of neologisms; a number of them 
are applicable to the present study: derived words, collocations, eponyms, in-
ternationalisms, phrasal words, pseudo-neologisms, transferred words. The 
model of derived words is very productive as they are formed by analogy 
with existing word-formative patterns using prefixation and suffixation, e.g., 
‘wakery’3, ‘unslept’, ‘небъдница’, etc. New collocations are to be translated 
in context: ‘to beanpole’ (стърча като бобеното стъбло на Джак) or liter-
ally when they are ‘transparent’, e.g., ‘between-the-linesed’, ‘good-afternoon-
ma’amed’, ‘heart-in-mouthed’, etc. Eponyms are proper names which are eas-
ily translated if they refer directly to a person but if they refer to qualities or 

3.  The examples are excerpted from the corpus of the study based on John Harding’s book 
Florence & Giles and its Bulgarian translation.
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ideas, the reader may need additional explanations, e.g., ‘Theoing’, ‘Dupinned’, 
‘Gargeried’. Internationalisms are neologisms that are universally used, e.g., 
‘Robinson Crusoed’, ‘Armageddoned’, ‘Rapunzelled’. Phrasal words are re-
stricted to English and are often more economical than their translation, e.g., 
‘down-nosing’, ‘cultured away’, ‘offchance’. Pseudo-neologisms are old words 
with new senses, e.g., ‘gay’ meaning joyful. “They are usually translated either 
by a word that already exists in the TL, or by a brief functional or descriptive 
term” (Newmark, 1988a, p. 142). Transferred words result from transliteration 
of different alphabets and become ‘loan words’, e.g., in English ‘sphinxed’, in 
Bulgarian ‘сфинксира’, etc. Newly imported objects are translated like other 
cultural terms, usually accompanied by a generic term and a specific detail ac-
cording to the readership and situation.

Being a subtype of neologisms, nonce words are difficult to translate into the 
TL. It is not always possible to find an appropriate analogue in the target lan-
guage, which can be explained from cultural perspective or in the political sit-
uation of the corresponding countries. This research is going to study nonce 
words in a particular literary text, namely John Harding’s novel Florence & 
Giles. Additionally, this analysis will explore which of the neologism types sug-
gested by Newmark (1988a) are attested with nonce words. We aim to reveal the 
similarities and differences in the use of nonce words in the original of the book 
and its Bulgarian translation due to language peculiarities.  

Data Analysis
The corpus of the study comprises 1003 English uses of nonce words and 145 
Bulgarian translation counterparts. This misbalance could be explained with 
the specific morphological and word-formative characteristics of the two lan-
guages. The English nonce words that are formed are mostly verbs (85,14%) 
(see examples in Table 1), fewer nouns (6,19%) (see Table 2) and adjectives 
(7,67%) (see Table 3), and very few adverbs (0,29%) (see Table 4). The corre-
sponding Bulgarian translation equivalents show fewer verbs (78%) (see Table 
1) and relatively more nouns (12%) (see Table 2), adjectives (16%) (see Table 3) 
and adverbs (3%) (see Table 4) compared to the English original.4

4. The nonce words in the following examples are marked in bold. The same applies to their 
translation equivalents. If there is no corresponding nonce word, bold letters are not used.
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Table 1.  
Nonce verbs

She laughed and then serioused4 
again.

Тя се разсмя и след това отново се 
всериозничи.

The sonnets weeped me. Сонетите ме просълзяваха.
Giles’s absence now, when young 
van Hoosier and I outdoorsed, 
gave my visitor free rein with me.

Отсъствието на Джайлс позволи на 
посетителя известна волност още в 
първия миг, щом навънкнахме.

Table 2.  
Nonce adjectives

(…) for a girl my age I am very well 
worded. Exceeding well worded, 
to speak plain.

(…) но за момиче на моята възраст 
съм много добре ословесена. 
Изключително ословесена, честно 
казано.

No maid ever ventures here; the 
floors are left unbroomed, for un-
footfalled as they are, what would 
be the point? 

Прислужничките никога не стигат 
дотук и подът си стои неметен, тъй 
като какъв е смисълът, щом библиоте-
ката е непристъпвана?

Table 3.  
Nonce nouns

So began the sneakery of my life. Така започна криеницата на живота 
ми.

I duly set off for the west tower, 
only to be met by the most awful 
hope-dashery at the foot of its 
stairs.

Така, (…), се отправих към западната 
кула, където обаче ме очаква ше ужас-
но надеждопопарване.

(…) its layer of dust testifying to its 
long undisturbery.

(…) слоят прах по нея говореше за от-
давнашното ѝ неизваждане.

Table 4.  
Nonce adverbs

The kitchen, where the stove is 
always burny hot, is jollied by fat 
Meg (…).

Кухнята, където от зори до мрак бумти 
готварската печка, е разведрявана от 
дебелата Мег (…).

I upped the chair and skiptoed fast 
to the other side of the room and 
stood innocenting out the window 
when behind me the housekeeper 
entered the room.

Скочих от стола, изтичах на пръсти 
в другия край на стаята и когато 
икономката влезе, невинно зяпах през 
прозореца.
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In contrast to the definition about nonce words that they are “used in just 
one occasion”, Florence uses some of them repeatedly, e.g., outed (22 times), 
downstairsed, aloned (13 times), (un)comfortabled (6 times), unmirrored (3 
times), afraided, dustery, smugglery, etc. (2 times). Similarly, some translation 
counterparts are also repeated but not so many of them and not so often, e.g. 
озлочестявам (5 times), смислям (4 times), самотувам (3 times), нагоре-
надолувам (2 times), библиотекувам (2 times), etc.

Almost half of the nonce words appear in the first part of the text (a quarter 
of the book) where Florence tells the story of her difficult life and her struggle 
for self-education and intellectual enhancement. She only uses these words in 
her personal narrative, not in her direct speech with the other members of the 
household as she keeps her creative abilities in secret. In the second part, after 
the arrival of Miss Taylor in the manor, which is a turning point in the book, the 
occasionalisms are less in their average number as Florence is quite busy with 
the numerous events that happen to her, mostly initiated by herself.

Key Findings

Grammatical features of nonce words
John Harding’s nonce words follow the grammatical rules of their word class. 
The occasional verbs here combine mostly with 1 p. sg. subjects (about 50%), 
the rest of the verbs concord with 3 p. sg./ pl. or 1 p. pl. There are no 2 p. subjects 
as the occasional verbs are not found in Florence’s conversations with other 
people. They are regular verbs and they are usually used in the Past Simple 
Tense (PST), e.g., lonelied, outdoorsed, weeped, uncleared, gianted, insincered, 
nervoused, eagered, etc. (see  Table 5).

Table 5.  
English nonce verbs used in the Past Simple Tense

I lonelied away the days, scarce able 
to read, my whole being an impa-
tience of waiting.

(…) но дотогава самотувах и почти 
не можех да чета, цялото ми съще-
ство тръпнеше нетърпеливо.

Giles’s absence now, when young 
van Hoosier and I outdoorsed, gave 
my visitor free rein with me.

Отсъствието на Джайлс позволи на 
посетителя известна волност още в 
първия миг, щом навънкнахме.

The sonnets weeped me. Сонетите ме просълзяваха.

But there are a few examples of nonce verbs in the Past Progressive Tense (PPT), 
e.g., were side-by-siding, were hide-and-seeking, was microscoping, were histo-
ry-repeating-itselfing, etc., and some constructions with modal verbs, e.g., might 
have pleasant afternooned, would have game-upped me, could Van Hoosier the 
drive, etc. The following examples are presented in context (see Table 6).
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Table 6.  
English nonce verbs used in the Past Progressive Tense

We were side-by-siding on a stone 
bench beside the lake and I shifted 
myself to other-end from him…

Един-до-другнахме на каменна пей-
ка на брега на езе рото, но после аз се 
дръпнах в края, защото ухажването 
му ме дразнеше…

(…) and we were hide-and-seeking 
one day when I opened a strange 
door (…).

(…) така един ден, докато играехме на 
криеница, отворих една непозната вра-
та…

(…) which of course I could not 
yet read – burning a hole through 
my bodice, we might have pleasant 
afternooned.

(…) което, разбира се, все още не бях 
прочела, - можеше да се каже, че пре-
карахме приятен следобед.

As for the temporal characteristics of Bulgarian equivalents, they are more 
varied due to the fact that Bulgarian verbs are conjugated not only in tense, 
aspect, voice, but also in person, number and gender. The most used are the 
forms of the past tenses – Aorist (A) (e.g., се въздигнах, един-до-другнахме, 
и се разсълзих, така си самотувах, населвах къщата, etc.) and the Past 
Imperfect Tense (Imp.) (e.g., заджобяваше бутилката, Гарджъросваше я, 
блайтваше всеки следобед, etc.), less often the Present Perfect (PrP) (e.g., съм 
втъмничила, под-кринила съм го, съм предусещала, etc.) and the Past Perfect 
(PP) (e.g., се беше озлочестила, се бях дюпенила, ме беше библиотекирала, 
etc.). Mostly active verb forms are used in both languages (see Table 7). In 
Bulgarian, however, cases of evidentiality are also present.

Table 7.  
Tenses used in translating nonce verbs from English into Bulgarian

I upped and overed (PST) to him. I 
irritabled (PST) out a hand.

Накрая, след като я изтърва за трети 
път, се въздигнах (A) и пристъпих към 
него.

(…) and kept any but the simplest 
forms of expression bridewelled 
(PST) within my brain.

(…) и съм втъмничила (PrP) в ума си 
всичко, освен най-простите изрази.

For had not poor Miss Whitaker 
tragicked (PST) a sudden and 
early death with no opportunity to 
make her peace with her maker?

Нали горката госпожица Уитакър се 
беше озлочестила (PP) с неочаквана 
и преждевре менна смърт, без да по-
лучи възможност да се помири със 
Създателя?
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The occasional adjectives are primarily non-gradable, either positive (e.g., asth-
maed up, armchaired, desked, shoed feet, blanketed trips, etc.) or negative (e.g., 
unbooked, unviewed, unlettered, untimepieced, unpocketed, etc.) (see Table 8).

Table 8.  
Nonce adjectives

I kept my fingers crossed and 
imagined him asthmaed up at 
home, consoling himself with a bad 
verse or two.

Стисках палци и си го представях 
астматиран у дома, как се утешава, 
съчи нявайки някое бездарно стихо-
творение.

Perhaps, after all, this boy might not 
be so unbooked as he succeeded so 
well in appearing;

Може би това момче не беше чак тол-
кова безкнижно, както така добре се 
правеше;

Phrases are used felicitously as premodifiers of nouns by Florence in her idiolect 
because she aims at improving her creative abilities while preparing for her future 
occupation as a writer, e.g., a bird-in-a-cage flutter, ready-for-the-oven-chicken-
skin look, three-or-four-paging looks up, an out-and-out book, etc. (see Table 9).

Table 9.  
Nonce premodifiers of nouns

My heart hopelessed a bird-in-a-
cage flutter.

Сърцето ми трепна обезнадеждено 
като крилце на птичка в клетка.

He had that ready-for-the-oven-
chickenskin look about him again 
and his breath rasped like a file. 

Беше посинял като оскубано и опър-
лено пиле, дробовете му стържеха 
като пила. 

The occasional nouns are mostly abstract and they are formed as singularia 
tantum, e.g., dustery, foot-flickery, a twiddlery of thumbs, riskery, etc. When 
gerunds are used as substantives, they sometimes appear in plural, e.g., 
creakings, groanings, etc. (see Table 10).

Table 10.  
Nonce nouns

(…) the books upon them yearning 
for an opening, the whole place a 
dustery of disregard.

(…) по които книгите жадуват да бъ-
дат отворени, са недокосвани, всичко 
е прашник от немара.

(…) but I outed the room and pulled 
the door shut after me with a skill of 
foot-flickery.

(…) но излязох от стая та и затворих 
вратата с умело подритване.
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That night I lated awake in my bed 
listening to the sounds of the old 
house as it settled itself down for the 
night, the creakings and groanings 
as it relaxed after a hard day…

Вечерта до късно стоях будна в лег-
лото и се вслуш вах в шумовете на 
старата къща, която се нагласяше да 
заспи, проскърцваше и простенваше, 
отпускаше се след напрегнатия ден…

Word-formation of nonce words
The word-formative processes of nonce words provoke the interest of the lin-
guists as they have as a result occasional words. These processes comply with 
the word-formation in each of the two languages, English and Bulgarian. In both 
languages there are simplexes (one-root words), e.g., mufflered ‘шалосваше’, 
clumsying ‘тромавее’, duster ‘прашник’, unbooked ‘безкнижно’, etc., and 
complexes (two-root words), e.g., four-minuting ‘четириминутие’, pre-Whi-
taker ‘предУитакърови’, hope-dashery ‘надеждопопарване’, etc. English, 
however, also uses phrases that are turned into phraseological units, e.g., up-
and-downstairsing ‘нагоре-надолувам’, side-by-siding ‘един-до-другнахме’, 
two hundred-Shakespeare ‘двестния Шекспир’, etc. The most common word-
formation method of the nonce words created by John Harding is conversion, 
i.e. zero derivation, a method that is non-existent in Bulgarian. Hence, the 
equivalents in the TL are formed by affixation. Affixation is also found in the 
nonce words of the SL but it is limited in scope.   

The occasional verbs are mostly formed by conversion in English. The sources 
are mainly adjectives, e.g., difficult → to difficult; tedious → to tedious; impa-
tient → to impatient; anxious → to anxious, etc. (see Table 11).

Table 11.  
Adjective-to-verb conversion

With this promise of salvation, 
though, the snow difficulted me in 
another way.

В това отношение снегът ми донесе 
обещание за спа сение, но пък ме от-
рудни в друго.

It tedioused having to go right 
down to the first floor and then up 
again to the second

Досади ми, че трябва да сляза на пър-
вия етаж и оттам да се кача на втория

I anxioused as I reached for the 
bell pull. 

Притеснено посегнах към въжето на 
звънеца.

Nouns are also used as sources of conversion to give rise to verbs: winter → to 
winter; brain → to brain; problem → to problem; puppy → to puppy, etc. (see 
Table 12).
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Table 12.  
Noun-to-verb conversion

 I had never wintered much in the 
library, because it had no fire…

Преди не бях зимувала в библиотека-
та, тъй като там не се палеше…

(...) just when I thought to have re-just when I thought to have re-
covered them, when I brained an 
idea.

(...) точно когато си мислех, че най-
сетне съм си ги върнала, и в тоз миг 
ми щукна идея.

But soon as Theo van Hoosier began 
to call, the afternoons problemed 
me anew.

Но след като започнаха посещенията 
на Тео Ван Хузиър, следобедите отно-
во ме възтрудниха.

Sometimes adverbs are converted into verbs: away → to away; out → to out; in-
ward → to inward; together → to together; down → to down, etc. (see Table 13).

Table 13.  
Adverb-to-verb conversion

As soon as he awayed from Blithe, 
he would tell.

Оставеше ли Блайт зад гърба си, той 
щеше да проговори.

I outed to the hall and hung it with 
his coat.

Излязох в коридора и я закачих при 
палтото му.

This recovery was good by Theo’s 
standards but I inwarded a curse… 

По неговите стандарти това сигурно 
минаваше за до бро оправдание, но аз 
мълчаливо го проклех…

Prepositions, too, can become verbs in Florence’s narrative: next → to next; up 
→ to up; over → to over; between → to between; beneath → to beneath, etc. 
(see Table 14).

Table 14.  
Preposition-to-verb conversion

He came and nexted me on the 
couch.

Той се приближи и сед на до мен на 
дивана.

I upped and overed to him. I 
irritabled out a hand.

Накрая, след като я изтърва за трети 
път, се въздигнах и пристъпих към 
него.

She (…) took out another cookie, 
which she betweened her teeth to 
freehand herself…

(...) взе още една сладка, пъхна я 
между зъбите си, за да освободи 
ръката си…
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Additionally, proper nouns are converted into verbs, e.g., I could Van Hoosier 
the drive; I had to be one-Shakespearing-two-Shakespearing; He sat and 
Gargeried it, etc. (see Table 15).

Table 15.  
Proper noun-to-verb conversion

No matter, if I sat at the desk, I 
could Van hoosier the drive.

Ако седнех на писалището, можех да 
бдя за Вай Хузиър.

Not only that, all the while I had 
to be one-shakespearing-two-
shakespearing

И не само това, а и през цялото време 
трябваше да нареждам: „Един Ше-
кспир, втори Шекспир“…

I had Dupinned it right! Правилно се бях дюпенила!

Conversion is not found in the TL because of the morphological structure of 
Bulgarian, but instances of affixation are used instead, e.g., се бе озлочестила, 
разгнездвам, всериознича се, вщрауся се, смисля, etc. According to Savova 
(2016, p. 97), the most common is the formation of occasional verbs from source 
nouns to which suffixes are added, less often prefixes, and sometimes both pre-
fixes and suffixes, e.g., омаловъзможничавам. The following prefixes are 
used в-, въз-, за-, из-, о-, об-, от-, по-, под-, etc., and the applied suffixes are 
-а-, -ва-, -е-, -и-, -ир-, -ис-, -ич-, -ов-, -ос-, -ств-, -ув-, -ч-. Some of the de-
nominal verbs are библиотекувам, възпринцеся се, кулосвам, остихотворя, 
отбрашня, сфинксирам, etc. In the SL, affixed denominal nonce verbs are 
only found with negative prefixes, e.g., to denest, to deculture, to deshelf, to un-
library) or suffixes, e.g., to fruitless.  verbs deriving from nouns with negative 
prefixes are also used in the TL, e.g., обезкултуря, обезкапача, обезплодя, 
etc. (see Table 16).

Table 16.  
Nonce verbs with negative prefixes 

(...) until the clock struck the quar-until the clock struck the quar-
ter hour before one, when I den-
ested, slipped from the room and 
hurried to lunch.

(...) докато часовникът не удареше един 
без петнайсет, и тогава се разгнездвах, 
измъквах се от стаята и отивах да обяд-
вам.

He pretty much decultured himself 
too,

И доколкото мога да преценя, самият 
той се обезкултурил.

Nonce verbs come from proper nouns in the TL via affixation: Ван Хузиърувах, 
се бях дюпенила, шекспирам, Гарджъросваше я, предУитакърови дни. 
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Similarly to other transformations of nouns into verbs, in these cases verbal 
suffixes are used: -а-, -ва-, -ув-, etc.   

Affixation also turns other parts of speech into nonce verbs in the TL. Examples of 
deadjectival TL verbs that make use of affixation are: въз-трудн-я, о-злочест-я 
се, из-любезн-ич-а, самот-увам, о-дързост-я, etc. (see Table 17). In the SL 
affixed deadjectival verbs are only formed with the negative prefix un-, e.g., to 
untranquil, to unclear, to unlikely, to unnecessary, etc. Otherwise, deadjectival 
verbs are formed by conversion, e.g., lonelied, opposited, stubborned, etc. 

Table 17.  
TL nonce verbs formed through affixation

So I lonelied my way round the big 
house, opening doors and disturbing 
the dust in unslept bedrooms.

Така си самотувах в голямата къща, 
обикалях из неспаните спални и раз-
движвах прахоляка в тях.

(...) but her refusal to help me, far 
from discouraging me, opposited, 
and merely stubborned my resolve.

(...) но отказът й да ми помогне не ме 
обезкуражи, а наопаки, само заинати 
решителността ми.

The TL nonce verbs that have derived from adverbs are втъмнича, навънквам, 
нагоре-надолувам, etc. They also accept both prefixes and suffixes due to the 
morphological specifics of the Bulgarian language: в-тъмни-ча, навън-к-вам, 
нагоре-надолу-вам, etc. The SL verbs that originate from adverbs are few and 
they are transformed by conversion, e.g., lated, downstairsed, upstairsed, and 
composition + conversion, e.g., no-furthered, up-and-downstairsed, out-of-
sighted (see Table 18).

Table 18.  
SL nonce verbs formed through composition and conversion

(...) invisibling me from any who 
stood there, providing, of course, 
they no-furthered into the room.

(…) оставах невидима за тези, които 
стояха на прага, стига, разбира се, да 
не навлезеха в стаята.

On a good book such as Jane Eyre 
I might be up-and-downstairsing 
four or five times in an afternoon.

При хубавите книги като „Джейн 
Еър“ например се случваше да наго-
ре-надолувам по стъл бите по четири 
пет-пъти за един следобед.

Different variants of affixation techniques are applied to TL verbs to give rise 
to occasional verbs, a prefix is added where none is expected, e.g., осмутя, 
излюбезнича, поглавоблъскам, etc. Sometimes the original prefix is replaced, 
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e.g., въздигам се, разбудвам, разсълзих се; in other cases more than one pre-
fix is added to the verb base, e.g., о-без-плодя, о-без-културя, о-без-капача. 
In still other cases, apart from adding an unexpected prefix, the verb has lost its 
reflexive particle се (see Table 19).

Table 19.  
TL nonce verbs transformed from reflexive into non-reflexive

It obvioused Miss Taylor would 
by now have found the cloak, for 
she could not have brushed her hair 
without doing so,

Не усъмнявах, че госпожица Тейлър 
вече я е открила, тъй като нямаше как 
да се среше, без да я зърне,

The opposite process is observed in the SL for the nonce verbs are very often 
reflexive, e.g., to ballet herself, to practical myself, to library myself, to couch 
himself, to overbanister myself, etc. (see Table 20).

Table 20.  
SL nonce verbs transformed from non-reflexive into reflexive

but saw a small girl, such as I must 
once have been, whom I imagined 
in a white frock with a pale face 
to match, balleting herself lightly 
across the bare boards.

а виждах малко момиченце, каквото 
съм била и аз навреме то, представях 
си го с бяла рокля и отиващо си с нея 
бледо лице, как балетисва с лекота по 
голите греди.

There is a group of occasional verbs that are compounds originating from 
phrases. They are spelled either as one word or hyphenated, e.g., to upstairs/ 
downstairs, to cheesegrate, to beanpole, to sudden-fright, to long-corridor, to 
loud-and-clear, to heart-in-mouth, to next-door, to deep-breath, to coast-clear, 
etc. The corresponding Bulgarian equivalents are fewer in number but as in-
novative as the originals, e.g., главоблъскам се, нагоре-надолувам, един-до-
другвам, etc. In their word-formation, composition, blending and suffixation 
are used. Unlike the English compounds, the Bulgarian ones contain a linking 
vowel, e.g., глав-о-блъскам се, and a suffix, e.g., един-до-друг-вам.   

Most nonce adjectives in the SL follow the word-formative patterns of parti-
ciple adjectives. The main difference, however, is that they are not derived from 
verbs. The occasional adjectives originate basically from nouns, conforming 
to the formula N + -ed/ -ing = Adj., e.g., worded, desked, booked, musicked, 
poetried, theatred, philosophied, librarying years, etc. In the other common 
model, adjectives are derived from adjectives, according to the pattern Adj. + 
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-ed = Adj., e.g., darked, alouded, restlessed, etc. Compound nouns of the SL are 
combined with the grammatical marker –ed and sometimes with the negative 
suffix un- to make up nonce adjectives, e.g., wingbacked, armchaired, unfoot-
falled, unfingerprinted, etc. 

In the TL occasional adjectives originate mainly from nouns and less frequently 
from verbs and phrases. No cases of nonce adjectives derived from verbs are at-
tested in the SL corpus because they would coincide in form with standard lan-
guage participles and would not result in nonce words. The translation instances 
are more diverse due to the multiple suffixes used in adjectival word-formation, 
e.g., -ан-, -ен-, - ест-, -лив-, -ск-, -тел-ен-, as well as the prefixes за-, из-, не-, 
о-. When the occasional adjectives have the form of а participle, they use the 
suffix -н-, e.g., астматиран, неспан, отеатрен, etc. Denominal adjectives are 
such examples as паяжинест, закулен, принцесешки, убежищен, одеален, 
etc. The following adjectives are derived from verbs: течлив, непристъпван, 
смутителен, etc. Composition, together with affixation, is used to derive nonce 
adjectives from phrases in the TL: цвет-о-поливащ, глав-о-трошач-ески, не-
гост-о-пропуск-лив, без-гувернант-ен, без-джоб-ен. In most of the cases 
the linking vowel -o- is used. No linking vowel is used in the word-formation of 
occasional adjectives deriving from phrases in the SL; hyphenation is used in-
stead, e.g., an out-and-out book, a bird-in-a-cage flutter, stupid-seeming, three-
or-four-paging days, ready-for-the-oven-chickenskin look, etc.

Occasional nouns in the SL are formed from nouns or verbs, in most of the 
cases these are homonymous nouns and verbs derived through conversion. The 
suffix -(e)ry is added to the root morpheme to make an abstract noun, e.g., to 
sneak – sneak – sneaker, to quiz – quiz – quizzery, to risk – risk – riskery, to 
drip – drip – drippery, to squeeze – squeezery, to eavesdrop – eavesdroppery, to  
budge – budgery, a whim – whimmery, a purse – pursery, a blanket – blanketry, 
etc. There are also prefixed nonce nouns, e.g., unlockery, unheedery, unseenery. 
Compound occasional nouns result from transformed collocations, e.g., to twist 
fingers – finger-twistery, to flick feet – foot-flickery, to dash hopes – hope-dash-
ery, to hold one’s breath – breath-holdery, to trip in a rug – rug-trippery, long 
legs – leg-lengthery, a howl of wind – wind howler, etc. Additionally, nonce 
nouns take part in Noun phrases of the type Determiner + Noun + of + Noun, 
which could be interpreted as paraphrased clauses e.g., puzzlery of papers (pa-
pers that make a puzzle), burnery of summer (summer that burns one’s skin), a 
sneezery of dust (dust that makes one sneeze), fadery of twilight (twilight that 
fades), a smugglery of books (a lot of books where one can smuggle), a twid-
dlery of thumbs (to twiddle one’s thumbs), a weepery of frustration (to weep 
because of frustration), a flingery of arms (to fling one’s arms), a frustratory of 
captions (captions that cause frustration), etc. However, the occasional nouns 
in the TL show wider variation in word-formative processes having derived 
from nouns, verbs, adjectives and phrases with the help of suitable prefixes 
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and suffixes or through composition, e.g., враг – врагиня, прах – прашник, 
Тео – теосване, бъда – небъдница, труден – отруднение, единичен – 
единачество, появявам се – непоява,  изваждам – неизваждане, свъртам 
се – несвъртане, въртоглав – въртоглавие, сладокусен – сладокусница, 
четири минути – четириминутие, прегръдки и целувки – прегръдко-
целувки,  попарвам надежди – надеждопопарване.

The SL nonce adverbs originate from adjectives, e.g., innocent – stood innocent-
ing, or verbs, e.g., to burn – burny hot, while the TL occasional adverbs derive 
from nouns, e.g., копнежно, adjectives, e.g., смутително, отруднено, or phras-
es, which are blended and accompanied by suffixes, e.g.,  презпрозоречно.

Semantic transformations from the SL into the TL

The meanings of most occasionalisms coined by Florence are transparent as 
there is a direct relation between the new and the original word even out of 
context (see Table 21): 

Table 21.  
Nonce words with clear meaning out of context 

ungovernessed (adj.) ← a governess (n) безгувернантни (adj.) ← гувернантка (n)
unslept (adj.) ← to sleep (v) неспан (adj.) ← спя (v)
an unheedery (n) ← heed (n) незабележителност (n) ← 

забележителност (n)
accidenting (n) ← accident (n) злополучие (n) ← злополука (n)
to stubborn (v) ← stubborn (adj.) озлочестя (v) ← злочест (adj.)

to serious (v) ← serious (adj.) всериозничи се (v) ← сериозен (adj.)
to deculture (v) ← culture (n) обезкултуря (v) ← култура (n)

 

In some cases complex, compound or phrasal occasionalisms have their mean-
ing conditioned by an original collocation (see Table 22):

Table 22.  
Nonce words derived from collocations

to outdoorse (v) ← go out of door навънквам (v) ← излизам навън
one’s leg-lengthery (n) ← length of legs дългокрачието си (n) ← дълги крака
hope-dashery (n) ← to dash s.o.’s 
hope

надеждопопарване (n) ← попарване на 
надежди

asthmaed up (adj.) ← having asthma астматиран (adj.) ← болен от астма
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Still the meaning of the occasional words is clear because the omitted elements 
(prepositions, pronouns, etc.) do not play a decisive role in the semantics of the 
collocation. Additionally, these new words stand out against collocations with 
their brevity and conciseness. Other instances of nonce words are understood 
only in context (see Table 23):

Table 23.  
Nonce words understood only in context

Once on board, he sat in his seat, 
windowing us with smiles and 
waves, and I bit my lip and did my 
best to smile him back,

Качи се, настани се на седалката, ус-
михваше се и ни махаше презпрозо-
речно; прехапах устни и се постарах 
и аз да се усмихна,

It was for me, and I reflected that 
from being completely unlettered 
but a few weeks ago… 

То беше за мен и нямаше как да не си 
помисля, че допреди няколко седми-
ци бях напълно безписмовна...

Perhaps, after all, this boy might not 
be so unbooked as he succeeded so 
well in appearing;

Може би това момче не беше чак тол-
кова безкнижно, както така добре се 
правеше;

She wasn’t there long before she got 
herself booked…

Не след дъл го тя вече била олитера-
турена…

The meaning of the verb ‘to window’ may not be figured out correctly as the 
dictionary definition ‘to place at or in a window’ is not applied literally. It should 
be interpreted as ‘he sat in his seat, smiling and waving at us through the win-
dow’. In Bulgarian ‘презпрозоречно’ can only be understood in collocation 
with the verb ‘махаше’. ‘Unlettered’ is ambiguous between lacking a letter as 
a symbol of an alphabet or written communication. The Bulgarian adjective 
‘безписмовна’ is unclear in an analogical way because the meaning is also split 
between без писменост ‘without alphabet’ and без писма ‘without letters’. The 
verb ‘to book’ is polysemous but an additional meaning is coined here: ‘(un)
booked – having read (no) books’.

The semantics of nonce words that have been derived from proper nouns which 
denote characters in the novel depends on the context (see Table 24).

Table 24. Context-dependent nonce words derived from proper nouns 

if they were unHoosiered, upglance 
the drive, and if that were likewise 
Theo-free, make the mad dash up to 
the tower again. 

ако в тях нямаше и следа от Ван Хузи-
ър, да погледна алеята и ако тя също 
беше обезТеоена, отново да хукна 
към кулата.
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But Giles leaving home and all the 
Theoing I’d had had changed all 
that. I saw that now.

Но заминаване то на Джайлс и моето 
теосване бяха променили всичко.

Meanwhile I read all the mornings 
and some of the afternoons and then 
Van hoosiered my way through the 
rest.

Междувременно четях по цял пре- 
диобед и в някои от следобедите, а 
през останалите Ван Хузиърувах.

No matter, if I sat at the desk, I could 
Van hoosier the drive

Ако седнех на писалището, можех да 
бдя за Вай Хузиър

The adjective ‘Theo-free’, the non-finite form ‘Theoing’ and the verb ‘van 
Hoosiered’ as well as their Bulgarian equivalents ‘обезТеоена’, ‘теосване’, ‘Ван 
Хузиърувах’, have these particular meanings only in this context. The compos-
ite ‘Theo-free’, the complex adjective ‘обезТеоена’, the gerund ‘Theoing’ and 
the deverbal noun ‘теосване’ derive from the proper name Theo. Both the suffix 
‘-free’ and the prefix ‘без-’ when combined with the name mean ‘without Theo’. 
The pair ‘Theoing’ and its counterpart ‘теосване’ function as verbal nouns in the 
context and are interpreted as ‘making friends with Theo’. The family name van 
Hoosier gives rise to the verb ‘van Hoosiered’ / ‘Ван Хузиърувах’ which is used 
polysemantically to mean, on the one hand, ‘to meet van Hoosier’ and ‘to watch 
for van Hoosier’, on the other hand. Another case of polysemy is attested when an 
occasional verb is formed from the name of Shakespeare (see Table 25):

Table 25.  
Nonce words derived from Shakespeare

I intend to shakespeare a few 
words of my own.

Когато пора сна и стана писателка, в 
което изобщо не се съмнявам, ще ше-
кспирам нови думи.

who would have thought I Frenched 
and shakespeared?),

Кой би предположил, че франкофон-
ствах и шекспирех?

Not only that, all the while I had 
to be one-shakespearing-two-
shakespearing and if someone 
should speak to me and I should 
lose my number,

И не само това, а и през цялото време 
трябваше да нареждам: „Един Ше-
кспир, втори Шекспир“, и ако ме за-
говореха и изгубех бройката,

The context of the phrase ‘to Shakespeare a few words’ / ‘ще шекспирам 
нови думи’ suggests that it should be interpreted as ‘to create new words as 
Shakespeare does’, while ‘I Frenched and Shakespeared’ / ‘франкофонствах 
и шекспирех’ would mean ‘I studied French and read books by Shakespeare’. 
Using Shakespeare in counting, e.g., ‘one-Shakespearing-two-Shakespearing’ 
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resembles the children’s practice to approximate the passing of a second as in 
‘one Mississippi, two Mississippi’. Because the word is so long, the intervals 
between the numbers are around one second of time. It is traditionally used by 
children playing hide-and-seek to count the hiding-time period. The fact that 
in Florence’s imagination Shakespeare takes part in all kinds of nonce words is 
indicative of her constant preoccupation with English literature. 

Florence’s deep fascination with literature surfaces in some other nonce words 
(see Table 26):

Table 26.  
Nonce words derived from literary characters

I had Dupinned it right! Правилно се бях дюпенила!
He sat and gargeried it, twisting it 
this way and that,

Гарджъросваше я, мачкаше я, вър-
теше я на едната си ръка с палеца и 
показалеца на другата,

In order to understand the meaning of the occasional verb ‘to Dupin’ / ‘дюпеня 
се’, the reader should relate it to the fictional character created by Edgar Allan 
Poe, who appears in a few short stories. Dupin is the prototype of the fictional 
detective being able to put himself in the mind of the criminal but also com-
bining considerable intellect with creative imagination. Therefore, the meaning 
of the verb should be figured out as ‘to make logical inferences and reason-
able conclusions’. To make it clearer to the Bulgarian reader the translator has 
included a footnote which says “Dupin is a character of several stories by E. 
A. Poe, in which he solves intricate mysteries through deduction.” A similar 
verb is ‘to Gargery’ / ‘Гарджъросвам’ that originates in Mrs Gargery’s name, 
a character from Charles Dickens’s Great Expectations. Mrs Gargery has be-
come a nickname for violent and cruel behaviour, hence the newly coined word 
has the sense of ‘treating s.o./ sth ferociously’. To avoid misunderstandings the 
Bulgarian translator has provided an explanatory note about Mrs Gargery and 
what her name stands for.

Other more general eponyms rely on the readers’ background knowledge to 
interpret the correct meaning of the nonce word (see Table 27):

Table 27.  
Nonce words based on the readers’ background knowledge

… that he would not be pay-
ing me another visit before I 
Armageddoned with the govern-
ess.

(…) и той да не е в състояние да дойде, 
преди да настъпи моят Армагедон с 
гувернантката.
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It was a long afternoon and al-
though I Robinson Crusoed the 
drive, squinting to see a friendly 
sail,

Следобедът се точеше едва-едва, а аз 
като същински Робинзон Крузо се 
взирах с присвити очи навън с надеж-
дата да зърна приятелско платно,

I stood there now, mistress of all I 
surveyed, fairytaled in my tower, 
Rapunzelled above all my known 
world.

Стоях там, господарка на всичко, 
което се разсти лаше пред погледа ми, 
Дългокоска в своя приказен замък, 
извисена над целия си познат свят.

he beanpoled above me, which did 
not endear him to me,

(…) стърчеше над мен като бобеното 
стъбло на Джак,

The occasional verb ‘to Armageddon’ relies on some general knowledge of both 
English and Bulgarian readership about the New Testament and more specifi-
cally about the last battle between good and evil before the Day of Judgement. 
The use of the name of Robinson Crusoe as a verb requires the reader to know 
that he is a shipwrecked sailor from Daniel Defoe’s eponymous novel, who lives 
for many years on an uninhabited island. Similarly, in order to understand the 
association with Rapunzel, one should be familiar with the fairytale about a 
young woman with impossibly long hair who lives alone in a tower because she 
is held captive by a witch. The Bulgarian equivalent refers descriptively to the 
fairytale using a nickname for the main character ‘Дългокоска’ (long-haired). 
Another descriptive transfer we find with the composite nonce verb ‘beanpoled’. 
It is expected by the native English speakers to know the classic fairytale about 
a poor country boy who exchanges the family cow for a few magic beans, which 
grow into an enormous beanstalk. The translator helps the Bulgarian reader-
ship by providing a direct reference to Jack and the Beanstalk ‘като бобеното 
стъбло на Джак’.

Conclusion
Summing up the analysis of the peculiarities of author’s occasionalisms it 
should be taken into account that the differences in the original and translated 
nonce words are due to the distinctions in the morphology and word-formation 
models of Bulgarian and English. The most widely used word-formative pat-
terns in English are conversion and composition, sometimes collocations and 
whole quotation groups are turned into nonce verbs. Rarely, derivation is used 
to form negative verbs and adjectives through prefixation with de- and un-, and 
deverbal nouns with the suffix -ery. Bulgarian relies heavily on derivation as it 
uses a wide variety of prefixes and suffixes for word-formation. In the lexical 
systems of English and Bulgarian there are discrepancies, which are manifested 
in the meaning of the word, where languages   often highlight different features 
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of the same phenomenon or concept, which reflects the vision of the world in-
herent in this language. In other words, it is difficult for native speakers of spe-
cific languages   to translate occasionalisms; in the present corpus only 15% of 
the English nonce words have translation counterparts, which are nonce words. 
However, the Bulgarian translation of Florence and Giles has managed to cap-
ture the spirit of the narration and convey it in another language. The translator 
is also a co-author because following John Harding’s example he actually cre-
ated his own occasionalisms in Bulgarian.
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Introduction
The advance of corpus linguistics in the past several decades has given 
researchers the opportunity to approach language analysis more thoroughly 
and systematically. Big English corpora like the British National Corpus (BNC) 
provide an extensive pool of naturally occurring utterances which, when analyzed 
and categorized, can shed more light onto how specific words are typically used. 
The new knowledge gained through such a corpus-based analysis has practical 
implications especially in the field of foreign and second language teaching and 
learning as it can reveal certain usage tendencies and preferences as well as give 
more detailed information about various combinatory possibilities which for 
lack of space are often absent from dictionary entries.

Previous Research in the Field
There are a number of corpus-based studies on adjective complementation 
published in the last decade, among which those of Doykova (2015), Doykova 
and Seizova-Nankova (2013), Doykova and Seizova-Nankova (2015), and 
Peneva (2015), among others. 

In her PhD thesis, Doykova (2015) carries out a contrastive corpus-based 
analysis between English and Bulgarian on a great number of English adjectives 
and their complementation patterns (Herbst et al., 2004) with their Bulgarian 
functional equivalents. The analysis is based on a self-made English-Bulgarian 
translation corpus of English women fiction writers. As a whole, it is concluded 
that dictionaries only show typical usage of words but fail to give “a full account 
of the combinatorial aspect” which adjectives display and do not illustrate “the 
variety of prepositions accompanying them” (Mishan, 2005, cited in Doykova 
& Seizova-Nankova, 2013, p. 49).

Peneva (2015), on the other hand, in her PhD thesis on the speech acts of 
apology describes the syntactic, lexico-semantic and pragmatic aspects of the 
predicative adjective “sorry” among others using the corpus-based approach by 
comparing a corpus of non-native speakers’ utterances (of Bulgarian learners) 
to a reference corpus extracted from the BNC (the part of spoken language use 
which is 10% of the whole corpus). Basic patterns are identified and described 
by giving statistical information as to their relative frequency of use in both 
corpora on the basis of which conclusions are drawn.

Methods and Methodology
An important conception on which the current study is based is that “there 
are no hard and fast boundaries between lexis and grammar” (Seizova-
Nankova, 2016b, p. 21). The term lexicogrammar (Halliday, 1985) reveals the 
interdependency and inseparability of lexis and grammar, which according to 
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Pearce (2007, p. 109) is evident everywhere in language. As Pearce points out, 
“the advent of corpus linguistics has made the identification of lexicogrammatical 
patterns much easier than it once was”. Indeed, big corpora like the BNC can 
provide the language researcher with invaluable raw data on the basis of which 
interpretations can be made, conclusions drawn and new issues raised. 

We follow practically the methodology in Seizova-Nankova (2016a, 2016b, 
2019) concerning the usage-based and corpus-driven approach which relies 
strongly on corpus data1 in order to make conclusions in terms of description of 
structures using the lexical version of the valency Theory (Herbst et al., 2004). 
The basic objective is to foreground the advantages of that approach especially 
for learners at B1 and B2 levels of English proficiency as compared to the 
lexicological approach even though learner dictionaries increasingly introduce 
new features relating to details of use based on big corpora using examples and 
exhibiting the combinability of lexical items. Of paramount importance is the 
use of a big and reliable corpus, in our case this is the 100-million-word BNC. A 
distinction is made between quantitative and qualitative corpus-based analysis 
of the syntactic structures (Herbst et al., 2004). The structures which the corpus 
data reveal illustrate the various patterns in which the adjective is found. In 
accordance with the vT, these patterns are analyzed in terms of their quantitative 
and their qualitative valency. The former (the quantitative valency) is related to 
the number of possible complements whereas the latter (the qualitative valency) 
is about the type of the complementation, e.g., a prepositional phrase (PP), a wh-
clause (wh-CL), a to-infinitive (to-INF), etc. As explained in Doykova (2015a, 
p. 18), “the valency approach highlights the enormous dimension of individual, 
word-specific knowledge that is part of a native speaker’s competence and is 
one of the most systematic attempts to describe verbs, adjectives and nouns as 
valency carriers”. It is this word-specific knowledge which seems to be inherent 
in native speakers’ mental knowledge of the language that makes foreign and 
second language learning and teaching such a challenging task. It is also curious 
to know that “native speakers” (NSs) intuition (…) is not of help in making 
predictions about language use” (Seizova-Nankova, 2019, p. 4); therefore, the 
only way to gain insight into linguistic structures is by researching a big and 
reliable corpus. 

Lexicographical Approach
According to the Online Etymology Dictionary, the word “ashamed” has a long 
history going back more than a thousand years. It existed in Old English as 
“asceamed”, which was the past participle of the nowadays obsolete Old English 
verb “ascamian” (to feel shame). Today “ashamed” does not usually appear 

1.  The corpus drawn from the BNC on which the analysis is based is 58 pages long and for lack of space 
cannot be attached to the article as Appendix. Those who are interested, please, contact the authors.
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among the most commonly used English words and the two big dictionaries 
Cambridge Dictionary (CD) and Oxford Advanced Learner’s Dictionary (OALD) 
only expect it from learners of English at the levels B1 and B2 respectively. 
LDCE, on the other hand, counts the word among the top 3,000 most frequent 
spoken words. 

When we take a closer look at the dictionary definitions of the word “ashamed”, 
we notice that most main dictionaries describe two separate meanings. Some 
dictionaries also give typical examples in which the word is used while others 
only choose to illustrate the meanings with examples without specifying the 
underlying usage patterns.

OALD defines “ashamed” as 1) “feeling shame or feeling embarrassed about 
somebody/something or because of something you have done” which appears in 
constructions like “ashamed of something”, “ashamed of somebody”, “ashamed 
of yourself”; “ashamed that…”; “ashamed to be something”; and 2) “unwilling 
to do something because of shame or fear of feeling embarrassed” which is 
realized in the form “ashamed to do something”. 

Longman Dictionary of Contemporary English (LDCE) takes a somewhat 
different perspective and identifies the two meanings of “ashamed” as 1) 
“feeling very sorry and embarrassed because of something you have done” 
which finds realization in the form of “ashamed of/at”, “be ashamed to do 
something”, “ashamed that”, “be/feel ashamed of yourself”; and 2) “feeling 
uncomfortable because someone does something that embarrasses you” as in 
“ashamed of” and “ashamed to be/do something”. Thus, the dictionary centers 
the meanings either around the speaker with his/her own doings leading to his/
her feeling ashamed or around third parties responsible for making the speaker 
feel ashamed. This approach differs from the one adopted by OALD which gives 
the different sources of “ashamed of” under one meaning but chooses to focus 
on the unwillingness to do something in a separate meaning. 

CollinsD, on the other hand, has a solution to this seemingly inconsistent 
statement. It gives three meanings of the word “ashamed”. Thus, both aspects, 
namely the source of the shame and the feelings of regret or reluctance are clearly 
illustrated: 1) “If someone is ashamed, they feel embarrassed or guilty because 
of something they do or they have done, or because of their appearance.”; 2) “If 
you are ashamed of someone, you feel embarrassed to be connected with them, 
often because of their appearance or because you disapprove of something they 
have done.”; 3) “If someone is ashamed to do something, they do not want to do 
it because they feel embarrassed about it.” 
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Lexicogrammatical Approach
“Ashamed” belongs to the class of adjectives expressing emotion. The standard 
case is that adjectives can be used either attributively, i.e., before a noun, or 
predicatively following link verbs such as “be”, “feel”, “become”. In the case of 
the adjective “ashamed” dictionaries give the following information: CD adds 
[after verb], OALD and LDCE – [not before noun] and CollinsD – [verb-link 
adjective, adjective that]. Therefore, the word “ashamed” is an adjective typically 
used in a predicative position usually followed by certain complements. 

The EvP (Erlangen valency Patternbank), which offers patterns of verbs, 
adjectives and nouns based on vDE (valency Dictionary of English), gives 15 
patterns in total in which the adjective “ashamed” normally occurs. The same 15 
patterns, grouped according to the prepositions they feature, are also described 
and illustrated with examples in the vDE. The attributive use of the adjective is 
included along with the different complementation patterns of the adjective in 
predicative position. In addition, the vDE gives the following explanation as to 
its meaning: “A person can be ashamed i) about, at, for or of a particular matter; 
ii) of, for or at a person or themselves, i.e., feel guilty for this reason”.

In the BBI Combinatory Dictionary of English, the complementation patterns 
of the adjective “ashamed” have been described in three categories, namely 
prepositional phrases (about/of), the to-infinitive or a clause introduced by 
“that”: 1. ashamed + about/of incl. ashamed + of_ReflPron + for_v-ing; 2. 
ashamed + to-INF and 3. ashamed + that_CL. 

In Oxford Collocation Dictionary (OCD) along with the prepositions “about” 
and “of” the preposition “at” is included as well and the examples also present 
the pattern “ashamed + of_wh-CL”. Thus, the only source which mentions the 
preposition “for” as a possible complementation of the adjective “ashamed” is 
the vDE together with the EvP, which is based on it. 

Description of the Corpus Data
The reference corpus (RC) consists of 1036 concordance lines extracted from 
the BNC. i.e., all instances of the adjective “ashamed” found in the corpus. 
There are 5 utterances in which “ashamed” has been used attributively and 2 
ungrammatical utterances which have not been taken into consideration in our 
analysis. The remaining 1029 utterances reveal 20 complementation patterns 
in total, in seventeen of which one of the prepositions “of”, “at”, “for”, “about”, 
“by” or “with” is involved. One and the same preposition can sometimes be 
complemented by various grammatical forms. Those variations are put together 
as subcategories of a single preposition. The reason for making this decision is 
that learners say e.g., “ashamed of” without paying further attention to the form 
of the complement to the preposition “of”, which can vary to a considerable 
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extent: [of_NP/_v-ing/_wh-CL/_ReflPron+for_v-ing/_ReflPron+in_v-ing]. 
These variations in the structure of the PP > [of_X] where X=NP/v-ing/wh-
CL/ReflPron+for_v-ing/ReflPron+in_v-ing exhibit different frequency of 
use. Besides, it should be noted that sometimes, as can be the case in terms of 
context, the adjective has no need of a complement at all. This is called zero 
complementation and is marked [Ø]. Zero complementation is also meaningful 
as it is controlled by the immediate environment in which the adjective is used. 
In terms of frequency, the complementation patterns of the adjective “ashamed” 
are categorized and listed in a summarized form according to the preposition in 
the PP (where relevant) in Table 12 and Table 2 below:

Table 1.  
Frequency of use of the complementation patterns of the adjective “ashamed” –  

a summarized presentation of complementation variations after prepositions

N Pattern Number of utterances Percentage rate
1 [of_NP/_v-ing/_wh-

CL/_ReflPron+for_v-ing/ 
_ReflPron+in_v-ing]

476 46,26%

2 [Ø] 297 28,86%
3 [to-INF/(of_ReflPron)_to-INF] 165 16,03%
4 [(that)_CL] 50 4,86%
5 [at_NP/_wh-CL/_v-ing] 17 1,65%
6 [about_NP/_v-ing] 11 1,07%
7 [for_NP/_v-ing/_wh-CL] 8 0,78%
8 [by_NP] 3 0,29%
9 [with_NP/_wh-CL] 2 0,19%

Table 2.  
Complementation patterns of the adjective  

“ashamed” – examples from the reference corpus

P1 [of_NP/_v-ing/_wh-CL/_ReflPron+for_v-ing/_ReflPron+in_v-ing]
(11) Ronni was instantly ashamed of her jealous feelings.
(152) Why should I be ashamed of writing to him?
(208) I’m not ashamed of what I do.
(407) Friends of Fonda’s father said Peter should be ashamed of himself 
for linking a ‘great name in movies’ to such disgraceful junk.
(874) I HOPE the Attorney-General is ashamed of himself in allowing the 
sentence of rapist Dr Thomas Courtenay to stand.

2.  Tab.1 is a summary of the 20 complementation patterns of the adjective “ashamed” as follows: 1/5 patterns, 
2/1, 3/2, 4/1, 5/3, 6/2, 7/3, 8/1, 9/2. 20 all in all. These patterns are all illustrated by examples in Tab. 2.
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P2 [Ø]
(21) He was desperately ashamed!

P3 [to-INF/(of_ReflPron)_to-INF]
(114) I should be ashamed to stay where I wasn’t wanted.
(949) When we stopped and slowly turned, with our bulging eyes in place, 
the gang scattered with such blood-curdling screams that we wondered if 
we hadn’t overdone it, and felt sufficiently ashamed of ourselves never to 
use the eyes again.

P4 [(that)_CL]
(83) I am ashamed that I have abused their hospitality.
(449) ‘I have me pride, James Halden, and I’m ashamed I ever let you 
come near me.’

P5 [at_NP/_wh-CL/_v-ing]
(180) The response was instantaneous, then she was ashamed at her 
reaction.
(880) ‘I felt ashamed at what happened,’ she said.
(917) When, eventually he was able to take in his surroundings – the dingy 
room in a seedy lodging-house near Earls Court tube station – the became 
increasingly ashamed at having, as he felt, scarpered, even though Lisa 
had appeared not to want him to stay.

P6 [about_NP/_v-ing]
(607) He hadn’t been ashamed about it.
(695) Golding’s boys kept into themselves that they were ashamed about 
having enough courage to kill the pig.

P7 [for_NP/_v-ing/_wh-CL]
(367) In the first half, I began to be ashamed for ballet. 
(484) I felt ashamed for having loathed my own life for so long.
(308) All the people of Sligo feel bitterly ashamed for what happened.

P8 [by_NP]
(766) Fergie’s not ashamed by scandal photos, says mum.

P9 [with_NP/_wh-CL]
(689) Defence solicitor Seamus Hegarty, said O’Donnel was ‘totally 
ashamed’ with himself.
(960) …they were going from tent to tent, from celebration to celebration 
having a great time and then the truth hit them they were ashamed with 
what they had done, they said to one another we are not doing right…
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Basic Complementation Patterns of “ashamed”
[of _nP/_V-ing/_wh-CL/_ReflPron+for_V-ing/_ReflPron+in_V-ing]

The complementation pattern featuring the preposition “of” is by far the most 
frequently used pattern in the RC. With its 46,26%, it accounts for nearly half of 
all uses. It includes five subcategories, both simple and complex (Fig.1). 

Figure 1. Frequency of use of the pattern variations  
of the complementation pattern with “of”

[of_nP] complementation pattern
The complementation pattern [ashamed] + [of_NP] appears 403 times, which 
makes it the most preferred pattern within the 476 concordance lines featuring 
the preposition “of”. A possible explanation is that the pattern introduces both 
people and things one can be ashamed of. OALD illustrates this by listing 
“ashamed of something”, “ashamed of somebody”, “ashamed of yourself” 
before all other possible constructions (Tab.3). 

Table 3.  
Different uses of the complementation pattern  

[ashamed] + [of_NP] as given in OALD

[ashamed] + [of_NP] 403 utterances 100%
ashamed of something 259 64,27%
ashamed of somebody 56 13,89%
ashamed of oneself 88 21,84%

(165) We’ve been made to feel ashamed of our actions, of the past. 
(56) He was constantly ashamed of his father, embarrassed by him, infuriated 

by him.
(150) He had asked her to marry him because he was ashamed of himself, 

because he wanted to hide.
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The reflexive pronoun requires special attention as it is featured in 21,84% of all 
utterances in this pattern with “myself” and “yourself” being the most frequently 
used pronouns, followed by “himself”, “herself” and “themselves” (Tab.4).

Table 4.  
Use of the reflexive pronouns  

in the pattern [ashamed] + [of_NP]

ashamed of oneself 88 utterances 100%
ashamed of myself/meself 19 21,59%
ashamed of yourself 19 21,59%
ashamed of himself 14 15,90%
ashamed of herself 13 14,77%
ashamed of itself 5 5,68%
ashamed of ourselves 2 2,27%
ashamed of yourselves 2 2,27%
ashamed of themselves/theirselves 14 15,90%

What can also be observed here is the use of the pattern [ashamed] + [of_NP] 
with a changed word order placing the NP before the adjective. This is an 
emphatic structure which Halliday (1985) describes as a grammatical metaphor 
(Seizova-Nankova, 2016a, pp. 57, 67, 85, 145, 221, 246, 295, which is different 
from structural and lexical metaphor, pp. 295-296). The reason for being or 
feeling ashamed is represented by the NP, normally expressed with one of the 
indefinite pronouns “nothing”, “something” or “anything” combined with the 
passive infinitive of the verb “be” in postmodification. 

(185) My group has nothing to be ashamed of, but, like everybody else 
nowadays, we suffer from a general shortage of cash.

As already shown, reflexive pronouns account for every fifth use of the 
complementation with “of”. In some cases, information is also given as to why 
somebody feels or should feel ashamed of oneself.

(448) Sarah’s eyes flooded with tears, and she was ashamed of herself for not 
being more charitable over this generous woman’s good fortune. 

[of_V-ing] complementation pattern
We encounter this pattern 47 times in the 1029 concordance lines, on which this 
investigation is based. Within the utterances featuring the preposition “of”, it is 
responsible for 9,87% of the uses. In other words, almost every tenth utterance 
contains a complement with v-ing. Its use and meaning are not different from 
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those of the pattern [ashamed] + [of_NP] as the gerund (v-ing) functions as a 
noun:

(120) He was very red in the face, probably because he was ashamed of using 
that horrible word, Oliver thought.

(170) ‘That’s right’ they said, ‘don’t be ashamed of giving way to your 
emotions.’

[of_wh-CL] complementation pattern
This is another variation of the main pattern with “of” where the NP is substituted 
by a wh-clause. It accounts for 4,41% of all utterances in the category, look at 
the following examples:

(491) But being ashamed of who they are, they’re making it harder for other 
people to accept them.

(842) We may be ashamed of what we’ve said or done. 

[of_ReflPron] + [for_V-ing] complementation pattern
This complex pattern is a variation of [of_NP] where the NP is represented by 
a reflexive pronoun. As we have already shown, reflexive pronouns account for 
every fifth use of the complementation with “of”. In rare cases, information is 
also given as to why somebody feels or should feel ashamed of oneself. This 
information is introduced by the preposition “for” followed by a v-ing form:

(138) If he is beginning to share the public anxiety about standards in our 
schools, he should be ashamed of himself for having resisted each and every 
reform that has been aimed at reversing the trend and improving them.

(448) Sarah’s eyes flooded with tears, and she was ashamed of herself for not 
being more charitable over this generous woman’s good fortune. 

[of_ReflPron] + [in_V-ing] complementation pattern
This pattern appears in one single utterance. We believe that in order to prove 
its validity, more research using other big corpora such as COCA should be 
done.

(874) I HOPE the Attorney-General is ashamed of himself in allowing the 
sentence of rapist Dr Thomas Courtenay to stand. 

[to-InF/(of_ReflPron)_to-InF] 
The pattern appears 165 times in the RC. This constitutes 16,03% of all utterances. 
The simple infinitive is by far the most frequently used one with 143 instances in 
total (> Table 5). There are generally no more and no less than 6 infinitive forms 
to be identified. These are: i) the simple (to write), ii) the passive (to be written), 
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iii) the perfect (to have written), iv) the perfect passive infinitive (to have been 
written), v) the progressive (to be writing), vi) the perfect progressive (to have 
been writing). All these forms are marked [to-INF]. Of these, four (4) forms are 
found and identified in the corpus. Table 5 is an illustration of the varieties of 
the infinitive complementation pattern, hence a great variety of meanings.

Table 5.  
Different infinitive forms in the to-INF pattern

[to-INF] pattern 165 utterances 100%
1.[to-INF]                                      simple 143 86,67%
2.[to-INF] [to be+v-ed]                passive 13 7,88%
3.[to-INF] [to have+v-ed]            perfect 7 4,24%
4.[to-INF] [be+v-ing]                   progressive 2  1,21%

OALD states that the pattern [ashamed] + [to-INF] appears in the first meaning, 
namely “feeling shame or feeling embarrassed about somebody/something or 
because of something you have done” when the [to-INF] is expressed by the 
verb “be” as in “ashamed + to be something”. When other verbs are used in this 
structure, the meaning is the second one, namely “unwilling to do something 
because of shame or fear of feeling embarrassed” as in “ashamed + to do 
something”. 

Such a distinction cannot be made in the definition given by LDCE. According 
to this dictionary, we can use the structure “be ashamed to do something” for 
both: “feeling very sorry and embarrassed because of something you have done” 
and “feeling uncomfortable because someone does something that embarrasses 
you”. In the second case, “be ashamed to be something” can also be used. We 
find this explanation problematic for two reasons. First, the dictionary fails to 
identify shame as an anticipated emotion resulting from an action still to be 
taken or being taken at the moment of speech and only focuses on past actions. 
Second, it is not clear how the structure “ashamed to be/do something” can be 
used when third parties are the source of someone’s embarrassment. 

If we follow the distinction offered by OALD, we can group the 165 corpus 
examples into a smaller group of 16 utterances featuring the infinitive of the 
verb “be” and a bigger one consisting of the remaining 149 utterances. The 
utterances in which the adjective “ashamed” is complemented by the infinitive 
of the verb “be” fit the definition given by OALD and represent current states:

(25) Yes, well, there are times when I’m ashamed to be human if that’s what 
it means. 

(555) ‘You are not ashamed to be the guest of a traitor of his country?’
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As for the remaining 149 utterances, they don’t present such a clear-cut picture 
because the meaning “unwilling to do something” cannot be applied to all. 
In the utterance (69) “In those days captains of industry were not ashamed 
to live close to the source of their wealth.” living close to the source of wealth 
is not something captains of industry are (not) unwilling/reluctant to do for 
they already live there. Therefore, this use of the infinitive fits the meaning “If 
someone is ashamed, they feel embarrassed or guilty because of something 
they do or they have done” as found in CollinsD. 

There is a similar situation when the progressive/continuous or perfect forms 
of the infinitives are used. In such utterances there is a clear reference to a time 
point earlier than the speech moment, i.e., the feeling of shame is a result of 
something which has already been done/has happened, or the emphasis is on an 
action in progress, at the moment of speech, respectively.

(47) It’s not a statement, it is a waste of paper and you should be ashamed to 
have bought it.

(37) I was half proud, half ashamed to be using it in this way.
Utterances like (47) and (37) are clearly different in meaning from utterances 

like (20) and (18)
(20) I’m ashamed to say I’ve never eaten Greek food before.
(18) I’m almost ashamed to admit it, but I’m still something of a beginner.

In the latter two, the act of saying or admitting something at the moment of 
speech is the anticipated source of shame or embarrassment – the case identified 
in OALD as the second and in Collins Dictionary as the third meaning of the 
adjective “ashamed”. Therefore, both the form and the meaning of the infinitive 
play an important role when interpreting the pattern [ashamed] + [to-INF]. In 
13 utterances with the simple form of the infinitive the meaning is “If someone 
is ashamed, they feel embarrassed or guilty because of something they do or 
they have done”. Most infinitives here are verbs like “have” (> eg.75), “own”, 
“believe”, “hear”, “remember” and “think”, or verbs like “live”. 

(75) ‘Captain Mitford made me ashamed to have English blood.
If we take out the 13 utterances which in our opinion cannot be interpreted 

as “reluctancy to do something” we have 114 remaining utterances with a 
simple infinitive and in 58 of them the infinitive is a verb of communication, 
e.g., “tell”, “say” (eg.55), “admit” (eg.115), “announce”, “cry”, “mention”, 
“confess”, “put down in words”, “speak out”, “inquire”, “report”:

(55) No, I’m ashamed to say it but the only time I’ve seen Leeds away was the 
charity shield at Wembley.

(115) She felt totally unnerved by the encounter, and wasn’t ashamed to admit it.
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As for the rest of the verbs used in this way, we notice that they often represent 
acts of showing, revealing, facing and finding something, appearing or staying 
somewhere, i.e. action verbs like “bring”, “meet”, “play”, “come”, “use”, “take” 
and “make”.

(26) Then she looked away, as if ashamed to show her feelings.
(281) I’d be ashamed to bring my boss here or any influential person from 

work.
(360) Was he ashamed to meet men to whom he talked two ways?...

[(that)_CL] 
The pattern with the conjunction “that” introducing a finite clause accounts 
for only 4,86% of the uses of the adjective “ashamed”. It is found 50 times in 
the reference corpus and even though the use of the conjunction is optional, 
in this case “that” is almost always used. It is found in 45 out of 50 sentences. 
The structure and the occurrences with “that” followed by a finite clause are 
straightforward and introduce the explanation and/or clarification why somebody 
feels or should feel “ashamed”. This use corresponds to OALD and LDCE’s first 
meaning of the adjective, namely “feeling very sorry and embarrassed because 
of something you have done”, where the use “ashamed that” is explicitly given. 
Yet, when one carefully reads the dictionary definitions, one begins to feel doubt 
whether they mean this construction is used only when the subject of both the 
main and the subordinate clause is one and the same personal referent. A closer 
examination of the examples from the BNC shows that in most sentences this is 
indeed the case but the use is nevertheless not limited to it:

(64) She felt ashamed that she had left him and made her own escape.
(129) Is he not ashamed that so many children have been thrown on to the 

streets of Scotland while he has been Primer Minister?
(449) ‘I have me pride, James Halden, and I’m ashamed I ever let you come 

near me.’
Among the 50 sentences in this complementation pattern there are five in which 
there is a special emphasis achieved by using “so” in front of the adjective. 

(405) Mr Alan Williams, prosecuting, told the jury the girl was so ashamed 
she did not tell her parents until April and a ‘hurried termination’ was 
arranged.

(841) When I pressed them to imagine the result of such an event, they replied 
the murderer would be so ashamed (lidya) that she/he would leave the region 
altogether never to return; again withdrawal. 
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Complementation patterns with other prepositions
The prepositions “at”, “about”, “for”, “by” and “with”, especially when compared 
to the preposition “of”, can be described as very rare because they appear in 
only 3,98% of the utterances featuring “ashamed”. 

[at_nP/_wh-CL/_V-ing]
The pattern is not often used and represents only 1,65% of all occurrences 
featuring the adjective “ashamed”. Most dictionaries don’t even mention this 
option, thus excluding the preposition “at” as a possible complementation with 
the adjective “ashamed”. The only dictionary where the preposition is found is 
the LDCE where “at” is given as an alternative to “of”: “ashamed of/at” in the 
meaning “feeling very sorry and embarrassed because of something you have 
done”. A closer examination of the 17 utterances in which this pattern is found 
suggests that although the preposition “at” can be substituted by “of”, there is 
an element of unexpectedness, of suddenly being faced with a situation that 
provokes feelings of shame. Explaining the prepositional phrase complements of 
adjectives Downing (2015, pp. 439-440) states that whereas the preposition “of” 
indicates “mental state in terms of the antagonist or process”, the preposition 
“at” focuses on the “emotional reaction to something or someone”. In any case, 
more research should be conducted and the use of these two prepositions in 
combination with the adjective “ashamed” better clarified. 

(180) The response was instantaneous, then she was ashamed at her 
reaction.

(880) ‘I felt ashamed at what happened,’ she said.
(917) When, eventually he was able to take in his surroundings – the dingy 

room in a seedy lodging-house near Earls Court tube station – he became 
increasingly ashamed at having, as he felt, scarpered, even though Liza had 
appeared not to want him to stay. 

[about_nP/_V-ing]
The pattern is quite rare. It appears 11 times in total in the RC, which constitutes 
1,07% of all utterances featuring “ashamed”. None of the main English 
dictionaries we have consulted suggests it as a possible complementation of the 
adjective. It is found only once in an example offered by LDCE but not in the 
section where the meanings of the word are explained and clarified. It is in a 
section further down called “Examples from the Corpus”. We find this confusing 
for the learner because earlier on, in the section “Grammar: Comparison” the 
dictionary demonstrates the different patterns of use of the synonyms “ashamed” 
and “embarrassed”. One is left to believe that while “ashamed” is used with 
the preposition “of” when referring to both people and things, in the case of 
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“embarrassed” the preposition is “by” when referring to people and “about” 
when referring to things. 

The preposition “about” can only be found in specialized dictionaries focusing in 
particular on complementation patterns. It is featured in the vDE together with 
“at”, “for” and “of” when the shame one feels is related to a particular matter. 
It appears in the BBI Combinatory Dictionary of English as an alternative of 
“of” without specification about the particular uses. The preposition “about” is 
also mentioned along with “of” and “at” in the OCD again without mentioning 
potential differences of meaning. 

This information gives us reason to believe that the preposition “about” does 
only introduce inanimate sources of shame. It is, however, not enough to provide 
a clear explanation as to when to use “of” and when “about”. We can interpret 
the meaning implied by “about” as “feeling shame in relation to something” and 
understand “ashamed of” as “ashamed because of” but we believe this matter 
should be further researched. 

(796) Americans get so ashamed about that kind of attitude.
(935) People had begun to feel less ashamed about being greedy and of wanting 

more than their share of fairness.

[for_nP/_V-ing/_wh-CL] 
The pattern is found in only 0,78% of the utterances featuring “ashamed”. It can 
be said that it is hardly ever used. A close examination of the information about 
the adjective provided by the main English dictionaries confirms this. Only the 
Merriam-Webster Dictionary (MWD) gives one single example featuring this 
preposition together with 3 examples with “of” under the meaning “ feeling 
shame, guilt or disgrace”. The insufficiency of the provided information can be 
misleading as in all three examples “of” introduces a NP whereas “for” is used 
together with a v-ing form. Based on these examples one might conclude that 
there is a change of preposition when v-ing is used. However, this investigation 
has already shown that [of_v-ing] is a much more preferred structure with 
4,57% of all occurrences.

(It was strange seeing nuns outside.) (372) I felt ashamed for them.
(484) I felt ashamed for having loathed my own life for so long. 
(308) All the people of Sligo feel bitterly ashamed for what happened.

[by_nP] 
The pattern is represented by only 3 utterances in the RC. The preposition “by” 
serves to indicate the source of shame expressed by the person who experiences 
it. All dictionaries we have referred to suggest the preposition “of” in this 
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meaning. The use of the preposition “by” as seen in these utterances can be 
related to an analogy the producer of the utterance has made with collocations 
like “amazed by”, “shocked by”, “disturbed by”, “excited by”, “impressed by” 
because in all these it is the preposition “by” that introduces the source of the 
emotion in question.

(625) For many of us the practice was sternly discouraged in our childhood 
and, without doubt, many of us still feel embarrassed or ashamed by our 
own “indulgence”.

[with_nP/_wh-CL] 
The two variations of the pattern appear once each and we believe that this 
use is rather accidental, probably again based on analogy with other adjectives 
which collocate with “with” such as “annoyed with”, “bored with”, “angry 
with”. The preposition “of” is the preferred/correct alternative found both in the 
big English dictionaries and in the BNC.

(689) Defence solicitor Seamus Hegarty, said O’Donnell was ‘totally ashamed’ 
with himself.

(960) …that festival to this special meeting to that one, I’m gonna have my 
good time well that was what these fella’s were doing, they were going from 
tent to tent, from celebration to celebration having a great time and then 
the truth hit them they were ashamed with what they had done, they said to 
one another we are not doing right, this days a day of good news, but we are 
keeping silent, if we wait until morning light punishment will overtake us, 
now therefore, come, let us go…

Findings and Discussion
The results of the investigation can be summarized in a three-fold manner: 

Complementation patterns1. 
The research is an in-depth description of the complementation patterns of 
“ashamed”, thus confirming 100% the patterns included in vDE and adding more 
alternative complementations. This means two things: i) as not all adjectives are 
included in the dictionary (cannot possibly be done), the fact that “ashamed” 
is, speaks for itself about its importance for the study and for the acquisition 
of the English language, ii) besides, the BNC corpus (Kilgariff et al., 2004) 
proves to be a good representative of English and hence, its name Reference 
corpus, i.e., teachers can be encouraged to use it in order to give their students 
an adequate exposure to “good examples”. What is more, the relative frequency 
of the patterns listed above gives a fair picture of what the preferred and less 
preferred options of use are (>Tab. 1, 2). Only some of them are described in the 
main English dictionaries. 
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Having limited space, the main English dictionaries possibly include only the 
most frequent uses of “ashamed”, which may lead to a complete absence of 
patterns with prepositions used by native speakers. Examples in dictionaries 
can even be misleading because for the sake of brevity they use different 
complementation patterns with different prepositions and this can give the 
inexperienced language learner the idea that certain prepositions are used 
with certain complements. What is actually the case is that one and the same 
preposition can often be part of alternative complementation patterns.

The reflexive pronouns used with “ashamed”, which according to the data from 
the BNC are frequently used, are mentioned only briefly in most big dictionaries 
and especially the complex complementation [of_ReflPron] + [for_v-ing] is 
hardly ever present. Of the five big English dictionaries we have consulted, 
only two, namely CD and OALD, illustrate the structure with a single example 
utterance each (> Tab. 3, 4). 

As already shown above, the use of the [to-INF] pattern presents difficulties 
in terms of interpreting the meaning of the utterance or in choosing the right 
pattern with certain verbs. Here again, the main English dictionaries do not 
provide sufficient support to non-native speakers of English and only a corpus-
based study like the present one can shed more light into this problem. 

Linking verbs2. 
The RC also reveals that by far the most frequent linking verb used with the 
adjective is “be” but it is not the only one. This brings diversity and also shows 
nuances of meaning. 11 linking verbs have been revealed in the corpus, with 
“be” and “feel” being the most frequently used ones.

Adjective modification3. 
Based on the RC from the BNC, we have counted 45 adverbs of degree and 
manner which are present in 19,24% of all utterances. Such information is given 
by the big dictionaries only sporadically and in most cases needs to be extracted 
from the example utterances. Only LDCE explicitly mentions link verbs and 
adverbs in the following structures: “be/feel ashamed of yourself” and “deeply/
bitterly/thoroughly ashamed”.

Implications for ELT
The findings shown above give additional innovative aspects to the analysis 
of adjectives. The results also give good foundation for raising hypotheses for 
ELT. Hypothesis 1: as some adjectives are usually translated in Bulgarian by a 
verb (see https://eurodict.com/dictionary/ashamed-3918, срамувам се, срам ме 
е от3), it can be hypothesized that Bulgarian users of English especially at A2 

3.  The Latin transcription of the Bulgarian verbs: sramuvam se, sram me e ot



47Discourses of Change: Linguistics and FLT

and B1 level will substitute the Bulgarian preposition “ot” (от) with the English 
one “from”. Hypothesis 2: the diversity of linking verbs in students’ production 
data would most probably be limited to “be” and/or “feel”, and Hypothesis 3: 
the same is the case with the modification of adjectives in English by Bulgarian 
learners as compared to the English corpus data. All these hypotheses can be 
considered further for future studies.

The results of corpus-based studies like the current one can help materials 
designers and foreign language teachers to make the right choices when 
teaching certain words and structures. In the case of the adjective “ashamed”, 
we have revealed that the main focus should be on the pattern variations with the 
preposition “of” because these are by far the most frequently used structures. 
Special attention here should be paid to the use of the reflexive pronouns and 
the extra slot they open within the complementation, and appropriate practice 
should be provided to students. With more advanced students the other possible 
prepositions should be discussed as well but their limited use should be explicitly 
stated and the focus should be on synonymous structures and special nuances 
of meaning. 

Another problematic area worth spending time on in the classroom is the use 
of the to-INF complementation. By discussing various corpus examples and 
comparing them with utterances in which the v-ing complementation has been 
used, students can get a better understanding for the appropriate choice of verbs 
in the to-INF pattern. 

The RC used in this study can also serve to provide material for extensive 
practice in modifying the adjective with different adverbs. The astonishing 
variety we have witnessed here is relevant for learners as it is a way to achieve 
variety and richness of expression. 

All in all, ELT can only benefit from corpus-based analyses like the one described 
here as these provide important insights into what is common in language and 
are a rich source of ideas for materials production and teaching in the foreign 
language classroom. 

Conclusions
The lexicogrammatical description of the adjective “ashamed” which was 
object of investigation by means of the usage-based approach is an efficient way 
of gaining detailed information about the adjective “ashamed” in terms of its 
complementation patterns, linking verbs and adjective modification. The results 
have been clearly manifested by means of 5 tables and one figure for greater 
visibility of the knowledge achieved by the research. Such information is difficult 
to come by by simply reading or checking the dictionaries but can most adequately 
be used by teachers in whatever way they find suitable for their purposes.
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Introduction
The present Covid-19 crisis and the way it affected and changed our lives makes 
the following Alvin Toffler’s quote from the 70s strikingly relevant: “Change 
is the process by which the future invades our lives, and it is important to 
look at it closely, not merely from the grand perspectives of history, but also 
from the vantage point of the living, breathing individuals who experience it” 
(Toffler, 1970, p.10). The enormity of the change and the short period within 
which it happened caused unprecedented reverberations in all areas of social 
life, including education. 

Since the beginning of the Covid-19 pandemic most teacher-training institutions 
worldwide have created their own or adapted existing online platforms in order 
to maintain the teacher preparation process and respond to a growing demand 
for specialists who are prepared for the changed reality of online education. In 
the context of general unpredictability and hastily introduced changes brought 
about by the pandemic, a lot of practicing teachers found themselves incapable 
of continuing teaching in the way they were accustomed to, or were temporarily 
forced to leave teaching due to illness or quarantine. These circumstances created 
an urgent need for both new or substitute teachers, and even teachers who had 
not completed their formal education, to become part of schools’ regular staff, 
some of them without having done their internship or having worked with a more 
experienced mentor. As a result, a lot of trainees had to combine their studies 
towards a teaching qualification with work as regular teachers in schools. This 
necessitated a quick adaptation to the condition of online teaching and an urgent 
need to learn new skills of working with technology and planning and teaching 
entirely online. Unfortunately, most of the universities were equally unprepared 
for this transition and had to respond by changing the way of instruction at the 
same time as the teachers in schools, so the trainees had not received training 
and advice for teaching online either at university or in their schools (if they 
worked in a school) and had to experiment and learn on the go. Therefore, the 
changes they made to their planning and teaching are worth researching as they 
might lead to identifying some deficiencies and potential remedies that work in 
the present situation. 

Theoretical background
Over the last year Covid-19 crisis and its consequences for education have 
dominated research in an unprecedented way. A large number of studies in 
a wide variety of areas appeared in an attempt to reflect and make sense of 
the rapid changes in the teaching approaches and learning patterns in different 
educational contexts. The already existing research in online education and 
distance learning had to be revisited and its implications and recommendations 
adapted, as this form of teaching and learning became the only possible option 
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in the present circumstances. Before the pandemic, purely online instruction 
served as a replacement for face-to-face teaching, as it was seen as an attractive 
alternative for both cost reasons and in terms of student outcomes, as opposed 
to blended learning which was supposed to offer an enhancement of face-face 
instruction (Means et al, 2013). However, since March 2020 online teaching has 
become the only possible option for educational institutions worldwide.

The most obvious type of change, which resulted from the initial shock of 
school closures early in 2020, was teachers’ transition to online teaching with 
all its challenges, including first and foremost acquiring digital competence and 
adoption of fully online teaching. In a study of early career teachers’ adaptation 
to online teaching, Konig et al. (2020) showed that countries which had already 
started to implement a strategy requiring schools to foster digital competences 
had better chances for a quick transition to online education. Thus, in Germany 
just before the lockdown, 98% of all teachers used digital communication media 
in their work outside teaching. This ensured confidence and high self-efficacy 
in teaching online, closely linked to possessing ‘technological pedagogical 
knowledge’, i.e. professional knowledge about technologies for application in 
teaching and learning situations that are not bound to a specific subject (ibid, 
p. 4). However, good digital competences alone are not enough for quality 
instruction. Research has put forward a core of important features of online 
education such as student-centered teaching, collaborative, problem-based 
learning, small-group work, and authentic performance-based assessment (see 
Lowes, 2008), which require special attention in preparing teachers for working 
in a virtual environment.

Another factor which appears to affect successful transition to online teaching 
is so-called faculty readiness, the extent to which the teaching staff at an 
institution is prepared to implement online teaching, taking into consideration 
the affective and cultural aspects of such a transition (Cutri et al, 2020). Previous 
research identified teacher educators’ lack of confidence and competence in the 
transition to online teaching before the Covid-19 crisis (Downing & Dyment, 
2013; Dyment & Downing, 2018). Therefore, educational institutions which offer 
online teaching, such as virtual High School (vHS) – the oldest U.S. provider of 
distance learning courses – make sure that all their teachers undergo systematic 
and easily accessible training which allows them “to bring good pedagogy to 
online environment” (Lowes, 2008, p. 3). In this respect, universities which 
offered distance learning, both synchronous and asynchronous, had a great 
advantage over institutions which didn’t offer this type of instruction. Indeed, 
as Scull et al. (2020, p. 502) point out, “simply because students have grown up 
with increasingly ubiquitous and advanced digital technologies does not mean 
that they naturally know how to study in online spaces”.
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It would be useful to look into research which discusses the ways in which 
online teaching before the pandemic might have beneficial effects on face-to-
face teaching. There are a lot of already existing teaching paradigms which show 
how online teaching can be used to enrich traditional classroom practice by 
enhancing students’ engagement, their reflective thinking and communication. 
One such example is the Community of Inquiry framework whose practices are 
“grounded in cognitive presence, social presence and teaching presence, which 
enable the creation of a cohesive community of learners” (Garrison et al., 2010 
cited in Warner 2016, p. 4). Roblyer et al. (2009) also write about the ‘reverse 
impact phenomenon’, summarizing research on the way virtual teaching 
experiences have a positive impact on face-to-face teaching practices, in the 
methods for presenting the content, in the social dynamics – the effective ways 
of facilitating online discussions and student engagement, and in assessment 
strategies, including formative feedback from the teacher. Their findings reveal 
three types of impact: increased technology use and integration instruction, 
more effective teaching strategies, and better communication and empathy with 
students.

However, some recent research findings point to a shift in the traditional concepts 
of preparation and readiness and the creation of a new temporality which renders 
the longitudinal perception of a thorough preliminary preparation almost 
irrelevant. The imposed closure due to Covid-19 has indeed been “a trigger for 
educational institutions worldwide to pursue creative approaches in a relatively 
short notice” (Muthuprasad et al., 2021, p. 1). In these circumstances the role of 
teachers’ competence, and, more specifically, their self-efficacy are of primary 
importance (Konig et al., 2020; Markova, 2019). The perception of teachers’ 
own self-efficacy and the impact of their new roles during the pandemic on their 
professional identity formation (velikova, 2019) may influence their decision-
making and potential pro-active behavior in conditions of change and ongoing 
adaptation. 

Trainee-teachers were among those who were most severely affected by the 
closure of schools, a fact which entailed an impossibility to gain hands-on 
experience in teaching as offered by school-based placements. Given the role 
which the context of learning has on trainees (see Lofthouse et al., 2020), 
depriving them from practicing in schools was a major drawback to their 
preparation. In order to relate what they have learnt to practice, trainees had to 
rely on their own previous experiences as learners or on reflecting on vicarious 
experiences such as observing recorded lessons and talking to teacher-trainers 
or practicing teachers. With the beginning of the pandemic school placements 
were cancelled or suspended, and even in contexts in which they were carried 
out as a quick adaptation to the lockdown circumstances, the challenges for the 
trainee-teachers outweighed the benefits they received (Sepulveda-Escobar & 
Morrison, 2020). 
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The forced switch to online teaching in schools worldwide, including Bulgaria, 
was in its nature a transition to synchronous (or simultaneous), rather than 
asynchronous teaching, which to a lot of teachers meant conducting the same 
type of lessons and using the same resources with the only difference of teaching 
online, not in the real classroom. Since synchronous teaching relies on teacher-, 
rather than student-centered approaches (see Murphy et al., 2011), it was not 
perceived by teachers as completely different, and, consequently, did not lead to 
any serious changes in their approaches to teaching. Although this fact eases the 
adaptation to online teaching, reducing the scope of change to a need to adapt 
to a new environment rather than to a new way of teaching, research presents 
evidence that asynchronous learning has advantage over synchronous face-
to-face instruction. In fact, according to research, synchronous learning has a 
small but significant negative effect due to students feeling hurried to respond or 
hampered by technology breakdowns (see Means, 2013). There are other factors 
too, which cause difficulties in the transition to online teaching, among which 
are teacher-student and student-student communication, the extent and nature 
of reflection, student accountability, and assessment are very different from the 
face-to-face classroom (Lowes, 2008). 

Methodology and research questions
The data analysed for the purposes of the present study come from three main 
sources. First, the lesson plans developed by the teacher trainees, second – the 
oral discussions of the plans between the trainees and the university lecturer 
responsible for the teaching practice, and third – video clips of online lessons 
taught by those of the trainees who already worked as teachers at schools. The 
study involved 52 post-graduate teacher-trainees of an MA programme in 
Methods in English Language Teaching (the Bulgarian equivalent of MA in 
TESOL) in a Bulgarian state university. The trainees had to submit two lesson 
plans for teaching different grades (either those they normally work with at 
school, or two plans for grades of their choice). 17 trainees submitted short 15-
minute video clips from online lessons they had taught. Some of the practicing 
teachers were not allowed to film their lessons due to school-imposed restrictions 
or technical difficulties.

The modifications in lesson planning were identified by the author of the present 
article through analysis of lesson plans produced by the trainees after the 
transition to online teaching in comparison with lesson plans for face-to-face 
teaching before the pandemic. The nature of the changes and the reasons behind 
them were discussed with the trainees during online classes at university.  

The changes in teaching, including classroom management and use of 
materials, and were analysed from two perspectives: from the point of view 
of the observer in interpreting the video recordings and discussions with the 
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teachers who submitted the videos, and from the point of view of the teachers 
through a comparison between their teaching prior to the pandemic and after 
the transition to online teaching. 

The research questions which the present study aims to answer are:

Are there any changes in teacher-trainees’ lesson planning for online 1. 
lessons compared to face-to-face lessons, and if there are, what has 
caused them?
Are there any significant changes in the teachers’ behavior when teaching 2. 
online and how these changes, if present, affect teachers’ approaches 
to introducing and practicing key language and skills, their work with 
instructional materials and their class management?

Analysis and discussion
The section that follows provides analysis and discussion of the changes 
following the order set by the research questions and traces the changes in lesson 
planning and their reflection in teaching the lessons, focusing consecutively on 
presenting the target language, practicing the four skills, using the teaching 
materials and aids, and managing online classrooms.

Changes in lesson planning 
Lesson planning is an essential skill which trainees learn in the process of their 
education. The participants of the present study were first introduced to the 
concept of planning in the course called Methods in English language teaching. 
Simultaneously, in a course of lesson observation, they watched and discussed 
video lessons taught to students of different age and proficiency. Trainees had the 
chance to compare the observed teachers’ lesson plans with the actual procedures 
in the classroom and then make comments on the relations between the plan 
and its execution, trying to explain any changes or deviations from the planned 
activities and procedures. In normal circumstances, by the beginning of their 
school placement, trainees will have visited schools to observe live lessons, and 
will have planned and taught one or two lessons to students of different grades. 
They will have received valuable feedback on their first attempts at teaching by 
their colleagues and by the university teaching practice supervisor.

In their planning, trainees could use a template of their choice (from those used 
and discussed during their training), which included the key elements present in 
any lesson plan. First of all, they had to define the aims of the lesson (in terms of 
language and skills), including any personal aims usually related to improving 
some perceived challenges in their own teaching, and the objectives, which are 
more specific or related to particular aspects in the lesson. Second, trainees 
had to foresee any things in the lesson which might go wrong and to think 



57Discourses of Change: Linguistics and FLT

about possible solutions to the anticipated problems. Next, they had to plan the 
development of their lesson in terms of its main stages (including the activities 
or steps within the stages), to describe the procedures, i.e. what the teacher and 
students will be doing, the estimated time for each stage, and the interaction 
patterns. The trainees were also encouraged to make notes on the rationale for 
each stage – stating the reason behind teachers’ actions in each stage or activity 
in the plan. In writing a rationale trainees learn how to justify the logic of the 
teacher’s decision making, and give the whole plan a feeling of structure, logic 
and coherence. 

The observed changes in planning for online lessons fell into several key areas 
which corresponded to the obligatory elements of the lesson plan. First, the 
lesson aims in most plans were formulated from the teacher’s perspective (what 
the teacher would do) rather than from the perspective of what students would 
learn or practice in the lesson. Trainees, especially those who work as teachers, 
formulated aims which were more realistic in terms of the amount of material 
to be covered in the lesson. They explained this with the Ministry of Education 
recommendations, according to which schools were allowed to shorten the 
lesson by 10 to 20 minutes depending on students’ age. It is plausible to assume 
that the most important factor in setting the aims of a lesson was teachers’ 
familiarity with the students they taught. 

In the submitted plans there was an increase in the number of anticipated 
problems and the possible solutions foreseen by the trainees compared to those 
for face-to-face teaching. In addition, the problems were more varied in their 
nature, and involved possible issues with technology, students’ behavior online, 
students’ participation in the lesson, classroom language, use of mother tongue, 
timing of activities, etc. There was also more than one suggestion for solving 
each of the anticipated problems, and as expected, the practicing teachers, 
who have already experienced some of the problems, suggested more practical 
solutions compared to trainees who had no experience of teaching. This could 
also be explained with the uncertainty and novelty of online teaching and the 
trainees’ efforts to ensure positive teaching and learning experiences.

Planning the stages in a lesson depends on its aims, so any changes in the aims 
inevitably affect the stages, their number and duration. In the surveyed plans, 
the introduction was shorter and almost always preceded by attendance check, 
which is understandable having in mind the reduced duration of classes and the 
need for formal control of attendance. Homework check was usually planned 
for, especially with younger learners. In face-to-face classes the teacher can go 
around the class and see students’ notebooks, which is not possible in the online 
format. Therefore, teachers felt that they should spend time checking homework 
and responding to any difficulties students might have experienced. The general 
impression was that, in planning online lessons, trainees tended to follow the 
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activities in the online course book more closely, which meant that there were 
fewer teacher-designed activities. The timing of the stages in the reviewed 
plans was more flexible, and, in some of the plans, it was not indicated. Some 
trainees said that they preferred to indicate the minimum number of examples 
to do in class, and leave the rest for homework. The timing in online lessons 
was strictly controlled by the teacher, which made both plans and lessons very 
teacher-centered.

The part of the trainees’ plans which depictеd the procedures in online 
lessons contained descriptions of what teachers would do rather than students’ 
actions, which reinforced the impression of teacher-centredness in the plans. 
The procedures describing online teaching didn’t differ significantly from 
those planned for face-to-face lessons. This might mean that the trainees were 
not aware of any specific ways in which they can teach and engage students’ 
attention in online classes.

Interaction patterns, which as a rule depend on the nature of the activities, in the 
plans for online teaching were predominantly whole class and individual work, 
emphasizing the role of teacher-centered instruction, and relying on teacher 
nomination of students to answer. There was almost no pair or group work. 
Some educational platforms provide break-out rooms in which students can 
do speaking activities in groups, which allows the teacher to listen to students 
without intervening, and thus increase students’ talking time. However, this 
option is mainly used in higher education or with older learners, and none of 
the reviewed plans or recorded lessons contained activities done in groups or 
pairs.

There were no significant changes observed in defining the rationale behind 
each of the stages in the lesson plans. This might mean that for the trainees the 
logic of sequencing stages and activities in a lesson did not depend on whether 
they are taught face-to-face or online.

Features of online teaching 
As expected, the changes in lesson planning were duly reflected in the teaching 
the lessons, which can easily be seen in the videos submitted together with 
the plans. A number of changes to the teaching approaches were made by the 
trainees both consciously and subconsciously, in an attempt to adjust their 
teaching to the modifications of the online learning environment. This helped 
to identify some features of online teaching which shed light on the processes 
of adaptation and adjustment which teachers go through, and the way they affect 
the nature of their teaching.
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Changes in presenting and practicing language items and skills
A distinctive feature of online teaching observed in most recordings was 
teachers’ preference for explicit deductive teaching of grammar. Some teachers 
even referred students to grammar guides or sections in the course books, or 
used powerpoint presentations containing examples of grammar structures and 
the rules for their formation and manipulation. There was no contextualization 
of target language forms or incidental focus on form as defined by Long 
(1991). A direct consequence of this reduced use of the target language was the 
teachers’ use of translation equivalents to convey the meaning of key lexical 
and grammatical units. When asked about it in the discussion, they shared their 
fears that using concept checking questions to check students’ understanding, 
and explaining lexical or grammatical meaning in English would have been too 
time-consuming, bearing in mind the reduced duration of classes. For presenting 
vocabulary some teachers used slides with vocabulary items and their definitions 
in English, and elicited the Bulgarian equivalents from the students. However, 
this was observed only in the lessons for more advanced learners. With the 
beginners or younger learners the teachers used mainly translation equivalents 
and pictures. 

Skills development in online lessons did not differ significantly from the usual 
procedures in live lessons. Some teachers tended to read out the listening 
material instead of letting students listen to the original recordings, especially 
when teaching young learners. They justified this with the reduced options 
for monitoring and control of students’ engagement with the task. The same 
justification was used for another common practice in developing students’ 
reading skills – getting students to read the texts aloud and then giving them 
time to process the text individually and do the comprehension activities. 

As already mentioned in the section related to planning interaction patterns, 
most of the speaking activities were strictly controlled and teacher-centered. 
There was more speaking as transaction between teacher and students than 
speaking as interaction among students themselves. A lot of teachers admitted 
that the problem of uneven student participation was exacerbated in online 
teaching. They explained it with students’ lack of motivation or with their own 
difficulties in engaging the learners in communication activities. Some teachers 
pointed out that the lack of eye contact when teaching large classes reduces the 
effectiveness of communication. 

The development of students’ writing skills was probably the most neglected 
aspect of online teaching. Writing was predominantly used as a means for 
recording new language items or doing exercises. Writing as an end, i.e. creating 
texts of different kind, due to mainly time-related considerations, was almost 
always assigned for homework. Some elements of the product approach, such as 
discussing the key features of specific types of texts, were used by the teachers 
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mainly in the form of input. The occasional oral feedback to students’ written 
assignments was usually provided at the beginning of a lesson, and was focused 
predominantly on language mistakes. 

The use of teaching materials in online lessons
The observed approaches to online teaching revealed some new tendencies 
and preferences in using teaching materials. All teachers who submitted 
video recordings of their lessons relied mainly on the electronic coursebooks 
and workbooks they used in class before the lockdown. The most widely used 
additional teaching resources were powerpoint presentations containing a lot of 
pictures, not all of which exploited appropriately for the purposes of language 
teaching. In some lessons for young learners there were plenty of visuals which 
were not necessarily used for elicitation, description or discussion purposes, 
but for mere decoration or attracting students’ attention. As already mentioned, 
another type of teacher-prepared materials was a sequence of slides or a single 
slide containing new vocabulary with their translation equivalents which 
students were asked to re-write before a listening or reading comprehension 
activity. This approach to introducing vocabulary, which can easily be traced 
back to the grammar-translation method, in most cases failed to provide 
adequate contextualization of key language and preempted the comprehension 
activities which followed. 

Modifications in classroom management
The analysis of the oral discussions with teachers and the recorded video clips 
revealed some important changes in managing students in online teaching. Most 
of the trainees admitted that their lessons were much more teacher centered than 
their own live classes, explaining it with the difficulties in controlling the timing 
of activities and students’ participation in the lesson. The recordings confirmed 
this impression. Another factor conducive to increased teacher-centeredness 
was the shortened duration of classes and teachers’ perceived fear of insufficient 
time for covering the planned amount of teaching material. 

Another aspect of online teaching which the trainees expressed concerns about 
was the reduced opportunity for monitoring students’ work and the lack of first-
hand information about the difficulties which students experienced unless they 
asked questions or reported problems. As a result, the teacher had to nominate 
students to provide answers or make contributions or, alternatively, rely on 
volunteers and thus, work with the pace of the fastest. A way to overcome this 
was observed in one lesson in the teacher’s decision to get students to vote for 
the correct answers instead of nominating students to answer.
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The review of submitted lesson recordings revealed another common feature 
of online teaching – increased teacher talking time as a result of lecturing and 
lengthy explanations. When teachers did not get sufficient feedback on students’ 
understanding, they tended to spend more time explaining and checking 
understanding. When teaching younger learners online, some of the recorded 
teachers spoke mostly students’ mother tongue instead of the target language. 
In addition to seeing this is as a more efficient and less time-consuming way 
of conveying meaning when introducing new language items, teachers used 
Bulgarian as classroom language too. In the interview they shared that by doing 
so they felt more in control of the situation, especially when working with 
younger learners. 

Conclusion and implications
The discussion of the changes in planning and teaching approaches induced by 
the transition to online teaching allowed us to identify some recurring features, 
the most important of which was the increased teacher-centredness in both 
planning and teaching, which often resulted in teacher lecturing and explaining 
at the expense of students practicing and producing the target language. The 
lack of monitoring often led to teachers’ problems with the timing of activities, 
especially when students worked on their own. As a result, teachers worked 
with the pace of the fastest or constantly asked students if they were ready. The 
other consequence of the transition to online teaching was the perceived need 
for explicitness and repeated instructions, deductive and overt approaches to 
presenting key language, the use of translation as a shortcut to meaning, and 
the lack of appropriate contextualization of language items. A major drawback 
in developing students’ receptive skills was the reduced use or the lack of real 
listening and reading in which students can process the text on their own. As 
a result, a lot of the comprehension activities were preempted, and instead of 
spending time on comprehension, students had to rewrite the correct answers 
in their notebooks. Another serious limitation was the lack of communicative 
activities and, in some lesson, the lack of speaking opportunities for most of 
the students in class. The variety of teaching materials used in face-to-face 
classrooms was reduced to the electronic course materials already used before 
the lockdown. The only other resources created by the teachers were slides 
dealing with grammar or containing new vocabulary. The most prominent 
features of classroom management can be summarized as excessive use of 
students’ mother tongue and increased error correction irrespective of the task 
nature. In order to compensate for the insufficient time in class, teachers tended 
to assign a lot of homework, which, as they themselves admitted, was often left 
without any feedback to students.
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Looking for solutions to these crisis-induced problems, the changes listed above 
should be considered in order to redesign and improve online teaching as it 
will not and should not remain a thing of the past after the pandemic, and the 
teachers should be ready to implement the learnt lessons in a future hybrid 
form of education that is more flexible and more student-centered. Back in 2013, 
Palloff and Pratt pointed out that “the key to success in an online class rests not 
with the content that is being presented, but with the method by which the course 
is delivered” (2013, p. 190). The changes in the nature of conceptualizing and 
implementing teaching which were induced by the Covid-19 pandemic might 
pave the way to a new teaching and learning philosophy, and it remains to be 
seen how the initial difficulties caused by the transition to online teaching will 
give rise to new developments in education. 
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Abstract: English is a useful and necessary tool for any ESP student and so too 
horticulture students will need English in their future careers. Therefore, being able to 
communicate effectively and use the language in their field appropriately will help their 
business and increase their level of professionalism. This article will explore various 
techniques for the teaching of specialized horticultural vocabulary, in particular the 
terminological aspects of viticulture and viniculture which together form an important 
and widespread branch of horticulture with high degree of internationalization, 
given the rising popularity of wine and grape growing around the world. While each 
branch of ESP deals with its own unique features, so too English for horticulture 
and its subdivision, viticulture, has its own challenges in terms of vocabulary, of 
the equivalence between L1 and English and of usage. This article will analyze such 
particularities and explore ways in which various levels of specialized vocabulary can 
be taught to students in an engaging and effective manner. 
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Introduction 
The large amount of ESP research has proven many times over that vocabulary 
teaching and learning is one of the most important aspects of ESP alongside 
the development of the four basic skills; in fact, it is the underlying component 
on which the skills can be developed (Khazaal, 2019), the “foundation upon 
which to build the overall language proficiency” (Costeleanu, 2019, p. 1001). 
vocabulary acquisition is essential in ESP because it helps learners understand 
the language and ideas of their own field of activity (Woodward-Kron, 2008, 
p. 246; Coxhead, 2013, p. 116; Brooks, 2014, p. 153). Knowledge of vocabulary 
(technical or domain-specific as well as general) is among the top requirements 
for successful communication in a professional environment (Gatehouse, 2001; 
Adam et al., 2013, p. 427).

Context and specific issues
My own experience has been with the students enrolled in the Horticulture 
program at “Ovidius” University of Constanta (Romania). They study for four 
years for their bachelor degree and their curriculum includes disciplines such as 
olericulture, pomology, viticulture and enology, landscaping and arboriculture. 
However, these staple disciplines, which also comprise most of the fundamental 
horticultural terminology, are studied in the third and fourth year, while English 
for specific purposes is studied in the first and second year. This imbalance 
poses some difficulties because the students are not yet aware of most of the 
important concepts specific to horticulture, therefore it is sometimes the task 
of the English teacher to disambiguate the terminology both in L1 and L2. In 
the first and second year the disciplines in their curriculum include topics that 
constitute the basis for what is to come, namely botany and plant physiology, 
pedology, farming machinery, microbiology, biochemistry, phytopathology, 
entomology, agrochemistry and genetics. This curriculum that stretches over 
the four years of study establishes the basis of the terminology they should be 
familiar with, both in L1 and L2. 

The ESP class is allotted two hours per week for four semesters, but whether 
such a complex vocabulary can be covered in this time depends to a large extent 
on the students and their level of proficiency. Their knowledge varies from 
generation to generation, but there is a general consistency in that the students 
can usually be ranked in the lower-intermediate level with few intermediate-
advanced peaks. This poses difficulties to the teaching of specialized vocabulary 
because the learners do not have good knowledge of the general English 
vocabulary recommended by West’s 1953 General Service List or its recent 
updates in 2013 by Brezina & Gablasova (Brezina & Gablasova, 2015) as well 
as Browne, Culligan and Phillips (Browne, 2013). Thus, the ESP teacher must 
adapt to both students’ proficiency level and specialized knowledge in order 
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to produce a successful teaching experience. Unfortunately, when the level 
of proficiency is too low, the amount of specialized vocabulary to be taught 
is much diminished by the fact that the students first need to fill their gaps 
in general vocabulary (Kavaliauskienë & Janulevièienë, 2000), a regrettable 
situation often encountered in ESP. It is therefore more important for the ESP 
teacher to teach the students how to detect and learn the terminology in the 
future, outside the English class, to offer them useful tools in this regard and 
encourage critical thinking.   

needs analysis
In terms of needs analysis, this should always be the basic step before designing 
ESP materials because it indicates both what the learners already possess 
(proficiency level, motivation) and what they want to achieve (vulić, 2013, 
p. 866). This is a necessary step because the ESP class should respond to 
the learners’ needs (Dudley-Evans & St John, 1998, p. 4) and should prepare 
them to face future professional environments (Kovács, 2011). In an academic 
context, needs analysis renders rather mixed results because the students have 
a wide variety of options in their future careers, therefore their needs are quite 
complex as a result. The ESP teacher must therefore cover a wide range of skills 
and knowledge. Sometimes, students are not the best source of information 
for needs analysis because not all their motives are straightforward and they 
are not aware of all the possibilities they may face when they graduate. very 
often, depending on the domain of study, they are also not very interested in 
learning a foreign language, English as it is often the case, because they do not 
see themselves needing this tool in their future careers. In the case of programs 
such as agriculture or horticulture, the students’ reasons for choosing to enroll 
should be very obvious and still sometimes they are not. Some are pushed by 
their parents because of a family business or because they believe there is a 
future in this occupation, others chose it because they failed the admission test 
to a different program, others simply like flowers and decide to see how it goes. 
About half do not have very clear targets for their future therefore it can be 
difficult to engage them by using the usual ESP means. These opinions have 
been identified as a result of questionnaires or discussions with the students at 
the beginning of their academic life and have been consistent over the years.

Therefore, it is often better to include in needs analysis the opinions of teachers, 
graduate students and other people who work in the field in order to understand 
what careers in horticulture might involve, should the students actually choose to 
follow this path. Given that horticulture graduates can work as experts, advisers, 
inspectors, managers, researchers or even public servants or teachers in the 
field, they may need a variety of advanced English language skills depending 
on their range of activities. Receptive skills (reading and listening) are used 
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for gathering information by reading articles, textbooks, procedure, guides, 
brochures, posters, emails or by listening to speeches by various specialists 
in their field at conferences or symposia. The productive skills (writing and 
speaking) are used for communication with other professionals by writing 
emails or by speaking directly at conferences, symposia, farming and food 
fairs and shows, by writing speeches or presentations and speaking in public or 
private, making connections with possible business partners, farmers and other 
professionals in the field. 

The domains of viticulture, winemaking and enology are particularly prone 
to such effervescence illustrated by the many activities mentioned previously 
because of their high degree of internationalization, given the rising popularity 
of wine and grape growing around the world. Therefore, horticulture graduates 
that decide to follow this path may have even more need of English if they are 
to grow their venture and connect with professionals from other countries in the 
viticulture, wine or even hospitality business. Hiring a full-time translator may 
be expensive for a small business or for someone just starting their vineyard 
or wine venture, therefore possessing basic English skills (Kadagidze & 
Tskhvitava, 2015, p.16) and knowledge of essential terminology is imperative. 
While very few, if any, are likely to choose the academic avenue and continue 
solely as researchers, if the students decide to work as horticultural engineers, 
grape growers or enologists they will still need to understand the academic 
vocabulary when they need to read articles about the state-of-the-art in 
horticulture, therefore elements of this type of vocabulary are also required.

Terminology issues
viticulture and winemaking are rather multilingual domains. Given that the 
tradition of grape growing was perfected and popularized in France, there is a lot 
of French terminology related to the cultivation of the grapevine that is still used 
as such even in English, but the terms also have an Anglo-Saxon equivalent (e.g. 
veraison = onset of grape ripening, barrique = barrel (225l), millerandage = shot 
berries, négociant = trader or wine merchant, vigneron = grape grower, sur lie = 
on the lees). While the French may have precedence in naming stages and other 
concepts related to grape growing and winemaking, there are other languages 
that offer their contribution to these complex domains such as Italian and even 
German. However, given that English has become lingua franca in practically 
all fields of activity, doubled by the fact that English-speaking countries such 
as the United States of America, Australia, New Zealand or South Africa have 
gained much notoriety in the wine business over the past few decades (MacNeil, 
2015), English has also become the language of communication in this niche 
domain as well. Enologists and winemakers are hired by wineries all over the 
world, wine tasters but also grape growers travel to a variety of countries to 
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participate in wine shows, wine tasting events but also scientific conferences 
and gatherings in order to stay up to date with the latest discoveries in the 
field. There is a considerable amount of reading material online, from scientific 
articles to the acclaimed wine magazines that are well-known in this field, not 
to mention the many films, documentaries or short videos that can also be found 
online. All these are written or spoken in English for full accessibility to anyone, 
whether novice or expert, amateur or professional. 

If we are to take all these into account, the terminology that students should 
become familiar with, just for this branch of horticulture, is immense. However, 
the ESP class must also include the terminology of the other branches mentioned 
previously. The good news is that many elements related to the grapevine plant 
itself, as well as its cultivation, are common to other crops such fruit trees, for 
example. Thus, the basic parts of the plant are the same (root, stem/trunk, shoot, 
bud, leaf, flower etc.) and the differences will be emphasized (graft union, arm, 
cordon, cane, spur, berry etc.). Also, the basic cultivation techniques are similar 
(terms related to soil type, weather conditions, types of plant propagation, 
planting, irrigation, fertilization, pruning, training, pest control, harvesting 
etc.) and again the differences can be emphasized for each of these stages. Most 
of the major differences, however, occur after harvesting, in the winemaking 
process with its specific stages and technology. Still, depending on the learners’ 
level, a selection should be made as there is no need to insist on highly specific 
terminology that may be rarely encountered in a more general horticultural 
context. The meaning of such terms can be determined once the learners’ skills 
improve and they are more knowledgeable of their own field as well. Thus, 
terms such as crown gall (disease), riddling (procedure), tastevin (object) and 
the wide range of complicated chemicals that are contained in wine will not 
necessarily be encountered by horticulturists in their everyday activities, but 
may be encountered more often by those directly involved in this particular 
branch, namely viticulture and winemaking. 

Given the limited time and other impediments, it is therefore more important 
to teach students cognates, defined as words with similar form in two different 
languages (Atkinson, 1993, p. 59), and distinguish them from non-cognates 
(Dudley-Evans & St John, 1998, p. 81), word families (Costeleanu, 2019, p. 
1000), how to differentiate among the main parts of speech and thus how to 
recognize and use appropriately nouns, verbs, adjectives but also pronouns, 
adverbs, prepositions and conjunctions. The students should also be encouraged 
to become more selective and critical in their searching and usage of correct 
English equivalents for Romanian terms, and should also be taught how to identify 
correctly the meaning and L1/L2 equivalents of those ordinary everyday words 
that “can carry very specific meanings in particular contexts” (Coxhead, 2013, 
p. 116). The difficult skill of recognizing and using collocations, which are very 
often encountered in specialized vocabulary (Kadagidze & Tskhvitava, 2015, 
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p. 15), is one of the most important tasks of the ESP teacher (Kavaliauskienë & 
Janulevièienë, 2000), and this in fact refers to probably the most suitable method 
to be applied in ESP (Xhaferi, 2009), namely the lexical approach introduced 
by Michael Lewis who connects fluency to the amount of “prefabricated items” 
(Lewis, 1997, p. 15) or chunks of language a learner can acquire.

Here are some examples of the types of terms mentioned previously that can be 
found in viticulture and winemaking:

Cognates. This category includes most chemical processes involved in 
winemaking and chemicals found in must or wine, which are orthographically 
and phonetically similar in Romanian and English  (anthocyanin = antocianină, 
biotin = biotină, dextran = dextran, ethyl = etil, flavonoid = flavonoidă, galactan 
= galactan, hexose = hexoză, inhibitor = inhibitor, lactone = lactonă, malic 
acid = acid malic, oxide = oxid, peptide = peptidă, phenol = fenol, resveratrol 
= resveratrol, sterol = sterol, tannin = tanin, vinification = vinificare etc.) as 
well as other terms, for example those related to botany and plant physiology 
(anthesis = anteză, filament = filament, internode = internod, lobe = lob, pedicel 
= pedicel, rachis = rahis etc.). 

Words with specific meaning in specific contexts. Terms such as bladder, 
bleeding, eye, legs, meniscus, skin, vein, tears are specific to human anatomy 
but can be encountered in viticulture and winemaking with other meanings, 
although related to some extent. For example, bleeding in human anatomy refers 
to a hemorrhage, the flow of blood from a wound, from a ruptured blood vessel. 
The Romanian equivalent in this case is sângerare. In the case of grapevine, 
bleeding similarly occurs when the vessels that transport the sap (which can be 
equated to blood in the case of plants) are cut during the spring pruning of the 
vine. However, the Romanian equivalent in this case is no longer sângerare but 
plâns which means crying in English, most likely due to the transparent aspect 
of the sap, similar to tears. Similar explanations can be given for the other terms 
mentioned and many others such as crown, chimera, blade, dumb, mute, spur, 
sucker, thief, turbulence, etc. The students should be made to understand that 
the first or most common equivalent they may find for a term may not be the one 
normally used in L1 or L2 in that particular context. They should be careful and 
check in order to use the terminology correctly so as to avoid confusion as well 
as appear unprofessional.

Word families. Nominalization, usually by derivational morphology, is often 
encountered in agriculture as a whole as well as horticulture and the branches 
we are dealing with, viticulture and winemaking. For example, the addition of 
the suffix -ing often creates words designating actions, processes, techniques 
or procedures: to graft  grafting, to prune  pruning, to stake  staking, 
to trellis  trellising, to train  training, to thin  thinning, to process  
processing, to press  pressing, to fine  fining, to bottle  bottling, to blend 
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 blending, to rack  racking, etc. This device makes it easy for the teacher to 
draw the students’ attention to the differences among words within families as 
well as usage. Many other families of words are worth emphasizing, for example 
to ripen-ripe-ripening, which students always confuse and which is generally 
encountered in horticulture.

Collocations. As specified previously, collocations are a staple in specialized 
language, and viticulture and winemaking are no exception. The term wine 
alone collocates with dozens of words and here are a few examples: 

wine + noun noun + wine adjective + wine verb + wine

wine acidity

wine barrel

wine bottle

wine cellar

wine chemistry

wine drinker

wine fraud

wine grapes

wine merchant

wine region

wine trade

box wine

Burgundy wine

country wine

dessert wine

fruit wine

honey wine

ice wine

press wine

table wine

botrytized wine

cloudy wine

dry wine

fortified wine

French wine

organic wine

red wine

sparkling wine

spiced wine

tainted wine

varietal wine

to bottle wine

to clarify wine

to drink wine

to fine wine

to make wine

to rack wine

to spoil wine

to store wine

to taste wine

Examples of collocations with other terms specific to these domains are: primary 
fermentation, malolactic conversion, filtration process, microbial stabilisation, 
budding knife, bench grafting, graft union, berry set, fermented grapes, grape 
berry, grape growing, grape juice, noble grapes, seedless grapes, table grapes, 
bush training, cane pruning, head training, training system, bunch of grapes, 
American vine, established vine, old vine, potted vine, vine guard, vine row, 
vine spacing, terraced vineyard, vineyard management, biodynamic viticulture, 
organic viticulture, sustainable viticulture, low-input viticulture, cool-climate 
viticulture, bladder press, bottle sealing wax, conveyor belt, vibrating sorting 
table and many others.  

Vocabulary teaching strategies
While we established previously that the complexity of their professional duties 
will require the learners to master all four skills, the ESP class may aim to 
develop some skills more than others and this choice depends on certain factors 
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most important among them being the students’ proficiency level, their priority 
needs and also which of the four skills ensures the most vocabulary exposure. 
So, the purpose is to teach specialized vocabulary in an efficient and engaging 
manner, to ensure high levels of retention and create the skills for ongoing 
learning, but the conditions are not always ideal for all these requirements to be 
met. Any type of strategy should take into account the important steps of how 
vocabulary is introduced, but also how it is practiced, repeated and revised to 
ensure retention. In other words,  

Lexical items can be, in theory, learned de-contextualised, but it does 
not ensure mastery of the item. Contextualised learning is preferable, 
because learning vocabulary is not a simple memorisation of lexical 
phrases. They must be integrated into the learner’s linguistic resources 
so that they are spontaneously available when needed. vocabulary us-
age is not the same as its knowledge. And it is a teacher’s job to activate 
these items in a classroom. This means that learners must process this 
newly acquired vocabulary. Therefore, a logical follow-up is a multi-step 
procedure: 1) checking comprehension of authentic passages; 2) provid-
ing more practice; 3) revision and 4) consolidation. (Kavaliauskienë & 
Janulevièienë, 2000)

It goes without saying that, regardless of methods and techniques, it is particularly 
important in ESP that the materials be authentic and the learning contextualized, 
as advised above. There is such a considerable amount of research that advocates 
for the use of a corpus of authentic texts in ESP that it has become a standard 
(Lee, 1995; Blagojević, 2013; Wu, 2014; Hou, 2014) and I will not insist on this 
topic except to say that using corpora is invaluable, especially for the detection 
and understanding of collocations specific to the field (Dudley-Evans and St 
John 1998, pp. 84-85) which can then be corrected by using methods such as 
Tim Johns’ concordancer program, for example (Gabrielatos, 2005). 

The materials can be more general or more focused depending on how much 
these domains are prioritized during the ESP class, depending on whether the 
students are enrolled in the horticulture program and learn about viticulture and 
winemaking marginally or their program is entirely focused on this branch of 
horticulture. My experience has been the former, therefore, I tried to offer the 
students the basics, the most common specialized vocabulary encountered in 
this field, on levels of specialization. The students should know, for example, the 
English equivalents for basic concepts about the plant as well as its cultivation 
and uses such as grapevine, grapes, vineyard, plant, leaf, seed, wine and other 
similar sub-technical or semi-technical terms that are known and used in 
everyday speech by non-specialists as well. A second level would go deeper into 
the discipline, to terms that are not commonly used in everyday conversation 
and more specific to the wider horticulture domain in general but also to the 
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viticulture one in particular, such as planting, harvesting, irrigation, spraying, 
viticulturist, vine, winemaking, winery etc. The third level would constitute 
terms that are specific to and highly used in viticulture and winemaking such 
as cane, spur, trellis, training system, yeast, primary fermentation, fining, free 
run, etc. Going through all the levels should occur regardless of the proficiency 
level, but the more advanced the level, the more specialized words we will be 
able to teach and the learners to retain.

Introduction of new vocabulary is most often done by means of the two 
receptive skills, reading and listening, while the practice is accomplished through 
the productive skills, writing and speaking. The corresponding activities should 
be modulated according to the proficiency level. 

My experience has taught me to employ variety in order to prevent monotony 
and diversify the approach. The actual conditions of the class matter very much 
and sometimes the students appreciate a more monotonous or focused type of 
activity, other times they may find interaction and diversity more conducive to 
learning. It depends on the time of the day the ESP class is scheduled, how tired 
or hungry the students are, their state of mind, what disciplines they had before 
and how exhausting they were, and many other factors. It is, again, the task of 
the ESP teacher to be flexible and adapt. 

Reading and listening are the usual starting points for related vocabulary 
activities. The choice of material is, again, according to the proficiency level of 
the students, but the topics can be found in a wide variety. In terms of reading 
materials, my choice has normally been from the practical side of viticulture and 
winemaking, therefore I chose fragments that discussed cultivation techniques 
or general grape processing techniques so that the basic concepts can be 
encountered. In order to make the activity efficient, less time-consuming and 
focused on the chosen topic, it is advisable that the texts be adapted, shortened 
or compiled from different fragments so that the result can be easily assimilated 
by the learners, with concentrated terminology and not exceedingly long. I used 
a variety of sources, from books (e.g. Lon Rombаugh’s The Grape Grower, 
2002.) to encyclopedia articles (www.britannica.com) and other dedicated 
websites such FAO, viticulturists’ blogs and sites detailing life in a vineyard or 
wine magazines (www.winespectator.com) depending on the target vocabulary. 
The magazine articles are generally reviews of wine or wineries and therefore 
contain more general vocabulary with a smaller percentage of highly technical 
terms because their intended audience is the general public as well as the 
connoisseurs. These are also helpful for taste descriptors, but such terminology 
goes too far into a niche. For more advanced learners, even scientific articles 
can be used as they also increase their contact with academic English. However, 
in my experience, working with intermediate or lower-intermediate students, I 
normally used books or magazine articles about viticulture and winemaking. 
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The text is then the starting point for vocabulary activities. The students are 
given definitions / descriptions (Kadagidze and Tskhvitava, 2015, p. 18) or the 
L1 equivalent and they have to find the terms in the text. Then other exercises 
such as matching with definition or with an image, fill in gaps, derivation 
practice, hangman, crossword puzzles and others can be used to encourage 
practice and consolidation of the specialized terminology. In terms of reading, 
it is worth mentioning here the findings of research about intensive reading or 
sustained silent reading. It “refers to reading short texts thoroughly and with 
clear goals” (Koay, 2015) and it helps with comprehension and meaning but 
also with vocabulary. It requires effort and focus, it has clear goals and, when 
carefully planned and implemented, it is very useful for the acquisition of new 
vocabulary (Macalister, 2011; Cotoc, 2019; Khazaal 2019). 

In terms of listening materials, the criteria are the same as the ones for reading 
materials when it comes to topics and type of vocabulary. YouTube offers a 
myriad of video material, from short videos about cultivation techniques 
(propagation, planting, pruning, training, general vineyard care, harvesting, 
processing, vinification techniques and others) to longer documentaries about 
wine regions or famous wineries. TedEd also has good educational videos 
from many fields but maybe not such a wide variety in the horticulture field. 
In order to be useful and efficient, the videos chosen for classroom use should 
be somewhere between three and six minutes long, the speakers should speak 
clearly, without an accent, and ideally slowly, characteristics that are particularly 
necessary in the case of students with lower proficiency level. The sound should 
have a good quality and should not be smothered by ambient noises or music. 
The video or audio file can be used either for comprehension practice or it is 
given to the students as a text with gaps and they will fill in the gaps with the 
words or phrases they hear in the audio recording. The new terminology is part 
of the text/audio file which can then be used just like the reading text described 
previously, as a starting point for a wide variety of vocabulary activities. 

It is useful to mention at this point the value of incidental vocabulary learning, 
mainly through listening. Several studies investigated this possibility and 
concluded that there is value in it. The premise is that if the text/audio file 
is interesting for the learners in terms of content, the language is acquired 
subconsciously or incidentally (Danilina & Shabunina, 2020, p. 18). In the case of 
video recordings, the combination between seeing the words in L1 (e.g. subtitles) 
and hearing them pronounced at the same time proved successful in a study that 
tested vocabulary retention from listening to mobile vocabulary lessons during 
physical activity: “Multiple instances of listening to the vocabulary with L1 – 
L2 translation and the subsequent pronunciation of it while performing physical 
actions allows students to create not only receptive, but also reproductive skills 
of L2 translation and communication. This way of vocabulary acquisition 
activates implicit memory.” (Zubenko & Shwedel, 2019, p. 91). Other studies 
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testing the acquisition of new words when watching a Tv program with L1 
subtitles or captions in class emphasized a small impact and a small number of 
words learned (Peters, Heynen & Puimège, 2016, p. 146). However, there may 
not be enough time to do such activities in class, therefore, as an extra activity 
for self-study, it can prove useful, even if the gain is small. Students studying 
viticulture and winemaking can benefit from such activities as part of their 
individual study time. The teacher can recommend an appropriate selection 
of films or documentaries with good L1 subtitles, but there is a rather wide 
collection of such video files on various platforms from YouTube to Curiosity 
Stream, which also provide subtitles in L1. When the students themselves choose 
what to watch, this gives them an opportunity to employ critical thinking and 
check what they hear, which is something the teachers should encourage. 

Brainstorming, the typical icebreaker, can sometimes be used to introduce 
new vocabulary, with the aid of L1, as a reminder of previous vocabulary and 
connection to the new. visual aids are very effective (Georgieva, 2010) and 
break the text routine. More arid vocabulary that may result in a too technical 
and rather boring text such as plant parts, farming machinery or other structures 
is better illustrated literally with images. A drawing of a grapevine plant, for 
example, can contain on the side a list of the specific terms (root system, trunk, 
arm, cordon, shoot, cane, spur, leaf, tendril, inflorescence, bunch of grapes) 
and the students are asked to match those terms with the parts of the plant 
numbered in the image. Other exercises can stem from this image as well (see 
Table 1 below), such as labeling, where the students are asked match the terms 
to the image and actually write the words in the picture, next to the appropriate 
plant part. This helps with memorization as well as spelling, especially when it 
comes to more difficult terms. Also, when the activity is done, the students will 
have a complete and helpful visual aid, with the correct terminology next to the 
corresponding plant part. Another technique that works both for introduction of 
vocabulary as well as practice and consolidation is translation. In my previous 
research (Chirobocea, 2018a; Chirobocea, 2018b) I have often advocated for the 
use of translation in ESP even though the Communicative Approach has made 
us apprehensive about using L1 and translation. However, in ESP, translation 
used as a technique in focused and contextualized activities can be very useful 
and creates positive results. I will not elaborate on this at this point as I have 
described this approach in detail in the research mentioned above, but I will 
offer an example. The stages of winemaking can be introduced by short L1 
sentences to be translated into L2 and a follow-up activity can ask the students 
to match short definitions to the new terminology discovered in the previous 
translations (see Table 2 below). 
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Table 1. Example of vocabulary activity involving visual aids. 

Follow-up exercise. Fill in the blanks with terms from the image above:

1) S… are the small segments left on a c… after the c… are pruned in autumn 
or winter.

2) The b… of grapes develop on c… and s… and are harvested in autumn.

3) The g… is a bulge on the t…, just above the r… .

4) T… are modifications of the stem and help the plant cling onto a support. 
(Scheme and activities created by the author)

Table 2.  
Example of vocabulary activity involving translation exercises.  

The underlined terms represent the target terminology

Recoltarea. Când sunt destul de copți 
și conțin cantitatea optimă de zahăr, 
strugurii sunt recoltaţi atât mecanic 
cât şi manual.  

Harvesting. When they are ripe 
enough and contain the optimal 
amount of sugar, the grapes are 
harvested both mechanically and by 
hand. 

Desciorchinarea și zdrobirea. 
Desciorchinarea este procesul de 
separare a boabelor de rahis iar 
zdrobirea implică stoarcerea uşoară 
şi ruperea pieliţei boabelor pentru a 
elibera sucul din bace.

Destemming and crushing. 
Destemming is the process of 
separating the grapes from the 
rachis while crushing involves gentle 
squeezing and the breaking of the 
grape skins to release the juice from 
the berries. 

Fermentația primară. Drojdia este 
în mod normal prezentă deja pe 
struguri şi ajută la fermentaţia 
primară în procesul de vinificație.

Primary fermentation. Yeast is 
normally already present on the 
grapes and helps with primary 
fermentation in the winemaking 
process.
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Presarea reprezintă aplicarea 
presiunii asupra strugurilor pentru a 
separa sucul de pieliţe.

Pressing represents the application of 
pressure on the grapes to separate the 
juice from the skins. 

Limpezirea și filtrarea. Agenţii 
de limpezire sunt folosiţi pentru 
a diminua taninul şi a elimina 
particulele care pot tulbura vinul. 
Scopul filtrării este clarificarea şi 
stabilizarea microbiană.

Fining and filtration. Fining agents 
are used to diminish tannin and to 
eliminate particles that can cloud 
the wine. The purpose of filtration 
is clarification and microbial 
stabilization. 

Follow-up exercise. Use the previous translation exercise to find the correct 
terms that fit the definitions given:

(Scheme and activities created by the author)

Practice, consolidation and revision of the new vocabulary are very important 
stages, especially for ESP students because they are either not very interested 
in learning English or simply do not have contact with the English language 
outside the ESP class, as other researchers point as well:

Revision and consolidation are a required part of the process of vocabulary 
acquisition. The process of forgetting is very fast. According to research 
on memorising, a human being forgets 80 per cent of new information in 
24 hours. It might sound exaggerated, but there is some truth in it, though 
these figures are different for different people. But the fact remains that 
the less a person is interested in something, the faster the process of 
forgetting is. Thus, revision and consolidation must take place after a 
lapse of time. (Kavaliauskienë & Janulevièienë, 2000)

There are many ways in which specialized vocabulary can be practiced and 
revised. An effective one, which I detailed in my previous research specifically 
about the horticulture syllabus (Chirobocea, 2018c, pp. 167-168), is to always 
keep the terminology fresh, to organize the topics covered over a semester or 
a year so that the vocabulary is related and always repeated from one lesson to 
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the next, with more additions every time. When the topics are related to one 
particular field, such as viticulture, it is in fact very difficult to avoid repeating 
the terms. Thus, if the topics flow from one week to the next through cultivation 
techniques, climate and soil, propagation methods, planting, training systems, 
pruning systems, activities in a vineyard, growth stages of the grapevine, 
harvesting, processing methods, winemaking stages etc. it is impossible not to 
go through many of the terms almost every week because we cannot talk about 
pruning without mentioning canes, shoots and spurs, or irrigation without 
elements of soil and weather and so on. This ensures that the terminology is 
constantly revised, the students see, hear and produce the terms regularly over 
the course of a semester or a year. 

There are many techniques that can achieve this goal of constant repetition 
and consolidation, and variety ensures retention as well as avoidance of 
monotony. Learning lists of words is not exactly a favorite or efficient method, 
although some researchers found it can work (Yamamoto, 2014). The same 
types of activities mentioned previously (various types of matching, gap filling, 
derivation exercises, error correction, hangman and crossword puzzles as well 
as short translations) are very effective and ensure diversity. However, they 
still keep the learners in a rather restricted and safe environment where they 
accomplish activities according to a pattern. 

At this point it is worth mentioning the issue of receptive versus productive 
vocabulary because learners may know the meaning of many more terms than 
they can actually produce in written or spoken language. This imbalance results 
in poor performance in terms of productive skills. Knowing the meaning of a 
term is not the same as understanding usage, therefore the productive skills are 
a good way of consolidating vocabulary and of transferring knowledge from 
the receptive into the productive area. This is problematic because students 
are usually very apprehensive about writing and even more about speaking, 
especially at lower levels of proficiency, but ESP teachers should be encouraging 
and persist in getting the learners out of their shells. Writing tasks can range 
from short answers to questions related to a reading or listening activity to 
longer descriptive, argumentative or expository texts. It is easier, especially 
for lower levels of proficiency, to start with descriptions, simple texts where 
the students are encouraged to use simple sentences, the present tense, and as 
much vocabulary as they know, gradually increasing complexity as they build 
confidence and their knowledge increases. Descriptive texts in this context 
include short descriptions (prompted by a text or an image) of the grapevine 
plant, of a vineyard, of the main stages of cultivation, of the issues that each stage 
might have, of the winemaking process and the issues that each stage might have, 
of a winery etc. They can also describe a particular device, for example the wine 
press, what it is made up of and how it functions. Argumentative texts can start 
from a text, an image, from brainstorming, a table or graph with information 



78 Studies in Linguistics, Culture and FLT - Volume 9, Issue 2. ISSN 2534-952X

they can interpret. Thus, they can discuss the advantages and disadvantages of 
cultivating grapevine (maybe compared to a different crop), of using a particular 
pruning or training system instead of another, of using one type of irrigation 
in the vineyard instead of another, of cultivating table grapes or wine grapes, 
of producing dry wine or sweet wine, of using manual labor or mechanization, 
difference between conventional and organic viticulture/ winemaking, etc. 

The same topics can be used for prompted conversation, short discussions, 
gradually increasing complexity. Such speaking activities can start from a 
text, from an image or from an audio recording. Role-play activities, which are 
good speaking activities for more advanced students, can be either prepared 
in advance or impromptu and their topics can revolve around more practical 
topics such as organizing a wine tasting, a job interview for vineyard laborers 
or organizing a booth at a grape or wine fest, fair or show. While in the written 
tasks the learners work individually, can look up terms and have more time to 
polish their sentences, in the speaking activities the students feel they are put on 
the spot and suddenly do not remember any words. But they must not be cut off 
from their materials and textbooks. Even more, a list of terms can be provided 
for a specific speaking task, which will include the most frequent ones related to 
that particular topic because these are learning events, not exams and the more 
they see and use a terms the better. 

More advanced students may benefit more from other types of activities, 
such as those providing task-based or project-based learning, which are more 
complex, involve team work, more effort and different strategies, and include 
all the steps of vocabulary teaching: introduction (the learners discover and 
look up the terminology themselves), practice and revision (they will use the 
terminology many times during the preparation of their projects). In fact, such 
activities have proven much more successful for vocabulary acquisition than the 
traditional approach in ESP (Jurčenko, 2015; Sarani & Sahebi, 2012) as well as 
“increased confidence, enjoyment and motivation among learners” (East, 2017). 
They also function to expose the learners to situations they will likely deal 
with in their future careers (vukićević-Đorđević, 2019, p. 296). The domains 
of viticulture and winemaking are particularly prone to this type of activities 
and the students can develop other useful skills during the course of preparing 
for complex tasks such as researching a topic, working in teams, selecting and 
synthesizing information, making presentations, developing critical thinking, 
debating on issues and bringing arguments. Possible topics can include the one 
mentioned previously for the writing and speaking activities, but also: 
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Topics Advice on what the students should take into account 
for presentations or projects

The best irrigation 
pattern in a 
vineyard

advantages and disadvantages of various types of 
irrigation (sprinkler, surface, drip)

topography

costs, installation, equipment

ecological and efficiency issues

The best solutions 
for fertilization in a 
vineyard

what nutrients does grapevine need more?

types of fertilizers and distribution

chemical or organic fertilizers?

other solutions for fertilization in a vineyard

The best solutions 
for pest control in a 
vineyard

common grapevine pests

pests depending on location (climate, topography, 
country)

chemical or organic pesticides?

alternatives to chemical pesticides

Solutions for grape 
harvesting and 
processing

preparation, time of the year

hiring workforce

mechanization or manual labor?

buying equipment (examples)

Promotion of 
organic viticulture

what are the advantages and disadvantages?

it is sustainable?

what does it involve from the practical point of view?

use convincing arguments

Extra material is important and should be provided for self-study. This helps the 
students learn at their own pace, interact with original material, different from 
the one discussed in the classroom, test themselves, improve retention as well as 
the volume of vocabulary they acquire, whether it is general or technical. This 
extra material can be easily created and made available online, on platforms such 
as Moodle, Google Classroom, Wakelet, Kahoot and others. Self-assessment 
tests can be created on Google Forms and the students can see their results 
immediately. Flashcards can be created on sites such as https://flashcard.online/ 
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and uploaded as pdf. files on any online platform. Also, as mentioned earlier, 
links to audio or video files for fun and further learning can also be provided 
on any chosen platform. Glossaries of the terminology taught in class, with L1 
equivalents, are also a useful tool for revision and self-testing. 

Conclusion
This has been an overview of the characteristics of viticulture and winemaking 
vocabulary, with a perspective on the variety of techniques that can be employed 
to teach it. The use of authentic materials, multimodality and multimedia 
adapted to the specificities of this type of vocabulary can lead to the successful 
acquisition of terminology through various activities that also encourage the 
development of the four skills as well as critical thinking and skills for ongoing 
learning outside the ESP class. Adapted to the learners’ language proficiency 
and domain-specific knowledge, techniques such as reading or listening and 
the activities stemming from them, as well as translation, writing, role-play and 
task-based activities can introduce, practice, consolidate and revise both general 
and technical vocabulary. Less researched techniques such as intensive reading 
or incidental learning from video or audio means should not be disregarded 
either because they may prove helpful for vocabulary gain as well as introduce 
variety. The activities can be easily adapted to the language of horticulture in 
general or viticulture and winemaking in particular as they offer a wide range 
of topics to be explored. It is also highly recommended to make use of online 
resources such as material in digital format and online platforms which are 
particularly useful and more rapidly available to learners who can exploit them 
for further learning and self-testing. 
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