n

() -

Volume 11, Issue 1 - 2023 - ISSN 2534-9538

STUDIES IN LINGUISTICS,
CuLTUuRrRE AND FLT

4

'y

ACEHEBLUM



STUDIES IN LINGUISTICS,
CuLTURE AND FLT

Volume 11, Issue 1 - 2023
Research in
English Studies and FLT

1

KoHCTAHTHH

; g Konstantin Preslavsky

5| Q¥Q & Department of Engli ACEHEBLM
It




This first issue of the eleventh volume of Studies in Linguistics, Culture, and
FLT is the end result of the work of the Department of English Studies, Faculty
of Humanities, Konstantin Preslavsky University of Shumen.

All issues in this volume have been published with the financial support
from Project of the Bulgarian National Science Fund — Bulgarian Scientific
Periodicals KI1-06 HII 4/7 dated December 1, 2022.

Editorial Board*:
Editor-in-chief: Prof. Roumyana Todorova, PhD (Bulgaria)

Co-Editor-in-chief: Assoc. Prof. Desislava Cheshmedzhieva-Stoycheva, PhD
(Bulgaria)

Editors:

Assoc. Prof. Carol Griffiths, PhD (Leeds University, UK), Prof. Dr. el-Sayed el-
Aswad (Member of the American Anthropological Association, USA), Prof. Dr.
Birsen Tiitiinis (Istanbul Kiiltiir University, Istanbul, Turkey), Prof. Dr. Habil Hristo
Kyuchukov (University of Silesia, Katowice, Poland), Prof. Dr. Habil Berrin Aksoy
(Atilim University, Ankara, Turkey), Prof. D. Litt. Maya Pencheva (Sofia University,
Sofia, Bulgaria), Prof. Peter Gérdenfors (Lund University, Lund, Sweden), Assoc.
Prof. Dr. Zeynep Z. Atayurt-Fenge (Ankara University, Ankara, Turkey), Assoc. Prof.
Dr. Habil Anna Baczkowska (Adam Mickiewicz University, Poznan, Poland), Assist.
Prof. Abdullah Ahmed Zughaibi (English Department, Jazan University, Saudi Arabia),
Assist. Prof. Joanna Mikosz, PhD (Lodz University, Lodz, Poland), Assoc. Prof. Irina
Ivanova, PhD (Shumen University, Shumen, Bulgaria), Asst. Prof. Dr. Cihat Atar
(Sakarya University, Sakarya, Turkey), Assist. Prof. Mira Bekar, PhD (Saints Cyril and
Methodius University of Skopje, Skopje, Republic of North Macedonia)

SILC is indexed and watched by SCOPUS, Index Copernicus, ErihPlus,
EBSCO, Directory of Open Access Journals, Scribd, GoogleScholar, Directory
of Research Journals Indexing (DRJI), ROAD — Directory of Open Access
Scholarly Resources, RINZ, MLA Directory of Periodicals, MLA International
Bibliography, Dimensions, National Centre for Information and Documentataion
(ID 2775), ResearchBib, Mendeley, and MIAR.

SILC is archived in CEEOL (full texts, electronic), Bulgarian National Library
St. St. Cyril and Metodius (full texts, print and electronic), and the Bulgarian
Portal for Open Science (full texts, electronic).

* The Editorial Board bear no responsibility for the content or accuracy of the articles.

© Individual contributions: respective authors
© Studies in Linguistics, Culture, and FLT

© Asenevtsi Publishing, Sofia

e-ISSN 2534-9538; p-ISSN 2534-952X
https://doi.org/10.46687

ICV 2021: 79.21

This work is licensed under a Creative Commons
53 Attribution 4.0 International License.



Contents

PREFACE ..ottt 5

DISASTER MANAGEMENT IN A DYSTOPIAN NOVEL:
A CASE STUDY OF JJ AMAWORO WILSON’S DAMNIFICADOS
ANLONY HOPLE-WESE ... 7

SEMANTIC RELATIONS IN THE TERMINOLOGY FIELD OF
MARINE ENGINEERING. POLYSEMY
NAACZNAG HETSEOVA. ... 17

THE USE OF DITRANSITIVE CONSTRUCTIONS AMONG

L1 LUGBARATI SPEAKERS OF ENGLISH IN UGANDA: A
PRELIMINARY STUDY

Peace Yikiru, Bebwa ISiNGOMaA .............c.ccccooceeevevieiiiiiieieieeeeeeenn 33

PEDAGOGICAL CONDITIONS FOR THE USE OF ELECTRONIC
EDUCATIONAL RESOURCES IN THE CONTEXT OF THE
MODERNIZATION OF LINGUISTIC EDUCATION

Dana Bartosh, Maria Kharlamova, Tatiana Pochinok, Elena Stoyanova... 49

AN INVESTIGATION OF THE SAUDI EFL TEACHERS’
PRAGMATIC AWARENESS
Abdullah Ahmed Zughaibi.....................coccoveieiiiiiiiiiiieeeeeeee e 66

ENGLISH LANGUAGE PRE-SERVICE TEACHERS’
PERSPECTIVES ON TED TALKS AS AN EDUCATIONAL SUPPORT
Burcu Kog, Pasa Tevfik Cephe................ccccoceveviiiiiiieiieiiieiieieieeieeieein 83

ASPECTS OF TEACHING AND LEARNING VERBS OF PERCEPTION
TSVCEAIINA ATCVA ...t 100






Research in English Studies and FLT 5

PREFACE

The first issue of volume 11 of Studies in Linguistics, Culture, and FLT for 2023
consists of seven papers dedicated to different aspects of English Studies and
FLT.

The issue opens up with a research by Antony Hoyte-West on the very current
topic of disaster management. In his study titled “Disaster management in a
dystopian novel: A case study of JJ Amaworo Wilson’s Damnificados” the
author reveals how relevant disaster management framework, i.e. the Prevention,
Preparedness, Response, Recovery (PPRR) model, can be applied to literary
texts to show how they can account for the responses of the literary characters,
in this case the tenants inhabiting the skyscraper in Damnificados, when faced
with a catastrophic flood that covers everything.

The next study is in the field of semantics and provides an analysis on the cases of
terminological polysemy in marine engineering. In her study Nadezhda Hristova
draws parallels between the types of polysemy observed in both Bulgarian and
English marine terminologies. Some of the conclusions reached by the author
are that “regular polysemy outnumber the cases of irregular polysemy in both
the English and the Bulgarian terminological systems of marine engineering”;
that “in both languages it is predominantly nouns and nominal deverbal forms
whose meanings are extended to polysemous terms”, and last but not least, that
“some of the instantiations of polysemy are not directly and overtly expressed
but are only contextually identifiable” (Hristova, 2023).

The issue continues with five papers related to the field of FTL. The first
one of them is on the use of some syntactical structures in L2 English. The
authors Peace Yikiru and Bebwa Insignoma use previous research in order to
present their new findings and thus refute some of the ideas held prior to the
current study. The focus here is on Ugandan English and mainly on the use
of ditransitive constructions in it. The authors use data from semi-structured
interviews with Lugbarati L1 speakers and find out that the Prepositional Phrase
Construction (PPC) built around goal verbs is preferred over the Double Object
Construction (DOC) configuration, as well as the fact that “the particularities
observed in ditransitive constructions in the variety are influenced by Bantu
languages (where the DOC is the norm)”. The study has also shown that the idea
held that Ugandans ubiquitously use the non-canonical PPC configuration for
benefactive verbs has not been confirmed for L1 Lugbarati speakers of English
mainly due to the fact that said configuration was not of convincing size in the
analysed corpus.

Then we have a paper that focuses on the use of electronic educational resources
and provides a categorization of some of the existing types, along with the
possibilities for their application in the teaching/ learning process. Dana
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Bartosh, Maria Kharlamova, Tatiana Pochinok, and Elena Stoyanova provide an
overview of the existing scholarly research on the topic and based on their own
experiment reach the conclusion that EERs have truly a significant potential for
intensifying the educational process, but only if the conditions for their use are
met.

The next paper “An investigation of the Saudi EFL teachers’ pragmatic
awareness” by Abdullah Ahmed Zughaibi uses as a starting point an earlier
research conducted on Bulgarian teachers by Irina Ivanova (2018). As the author
himself stated “Saudi EFL teachers have a relatively high level of awareness in
general, and teachers’ qualifications and gender have no significant effect on
pragmatic awareness, with female teachers having slightly higher pragmatic
awareness than male teachers, and master’s degree holders having slightly
higher pragmatic awareness than bachelor’s degree holders” (Zughaibi, 2023).
Thus, the study makes a valuable contribution to the investigation on teachers’
pragmatic awareness globally.

The study by Burcu Kog¢ and Pasa Tevfik Cephe investigates the educational
value of TED talks as assessed by English-language pre-service teachers. Some
of the most frequently mentioned positive factors shown by pre-service teachers
are that TED talks are varying, interesting, and have informative content.
They also use various accents and assure listening and pronunciation practice
outside the class, and embrace a positive mindset. Some of the negative factors
encountered are associated primarily with the workload, time constraints, and
the difficulty in finding a suitable video to watch. The authors also provided
some ideas on how to better implement TED talks in the educational process.

“Aspects of teaching and learning verbs of perception” by Tsvetalina Aneva
gives some advice on the ways problems with teaching/ learning verbs of
perception could be overcome by presenting the distinction in their passive —
active nature. Applying error analysis, the author has reached the conclusion that
it is difficult for learners of English to distinguish between the three main types
of perception verbs, namely such denoting actions, perceptions and properties
and this accounts for the mistakes made by them in choosing a progressive vs.
simple form. It is also suggested that the approach that should be undertaken
when teaching such verbs should take into account the language in its actual
use. As stated by Aneva, “students’ attention should be focused not only on
the meanings conveyed by the verbs of perception, but also on the object of
perception”.
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DISASTER MANAGEMENT IN A DYSTOPIAN NOVEL:
A CASE STUDY OF JJ AMAWORO WILSON’S
DAMNIFICADOS

Antony Hoyte-West
Independent scholar, United Kingdom

Abstract: Several years ago, the large number of people living illegally in the so-called
Tower of David, an abandoned high-rise building in the Venezuelan capital of Caracas,
caught the attention of the world’s media. Based on this unlikely source of inspiration,
a similar such skyscraper forms the centrepiece to Damnificados, a dystopian novel by
JJ Amaworo Wilson, which was first published in 2016. Set in a nameless country, this
innovative and engaging novel frequently turns to magic realism in its depiction of the
‘damnificados’, a motley crew of squatters who are under constant threat from external
perils, bothnatural and man-made. Under the guidance of the novel’s hero, Nacho, strategies
to manage these threats are developed and implemented, with significant implications for
the building’s inhabitants and their welfare. Accordingly, this exploratory contribution aims
to identify and apply a relevant disaster management framework to the first of the many
calamities portrayed in the novel, which is where the building and the city surrounding it
are inundated by a catastrophic flood. In evaluating the inhabitants’ response through the
lens of the framework, this study thereby provides an interdisciplinary overview of how
disaster management strategies can be represented in literary texts.

Keywords: flood, crisis management, PPRR model, Torre de David, dystopian fiction,
emergency response
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Introduction

The first couple of decades of the current millennium have unfortunately seen a
wide range of catastrophes, both natural and man-made. In the former devastating
floods, hurricanes, earthquakes, and volcanic eruptions can be included,
whereas human activity is to blame for tragedies like war and environmental
pollution. Though strategies for dealing with man-made and natural disasters
may be common knowledge for those dwelling in parts of our planet where
such hazards are lamentably commonplace, the impact of the recent COVID-19
coronavirus pandemic has also arguably heightened global public awareness of
disaster management in the context of epidemiological safety and security.

With the societal, economic, and geopolitical ramifications of the COVID-19
pandemic being well-attested, scholars from the fields of languages, literature,
and culture have also documented the impact of this disaster. This broad array
of research ranges from analyses of the pandemic’s effect on multilingualism,
translation, and interpreting (e.g. Blumczynski & Wilson, 2022; Liu & Cheung,
2022) to evaluations of relevant literary and creative responses (e.g. Favaro, 2021;
Dawes, 2022). Yet, disasters have provided a source of inspiration for authors
for many centuries — indeed, one of the geneses for the numerous travails of
Voltaire’s Candide (2006 [1759]) was the terrible Great Lisbon Earthquake of
1755, a disaster which quite literally shook the intellectual world of that time,
with corresponding implications for developments in literature and philosophy
over the ensuing decades (Dynes, 2000). Turning to more modern responses
to catastrophes, even in pre-pandemic times 7he New Yorker claimed that the
somewhat pessimistic era of the late 2010s was a “Golden Age for dystopian
fiction” (Lepore, 2017). With many of these fictional responses perhaps
acknowledging broader public concern about the future impact on human
society of increasing political uncertainty, climate change, and the seemingly
inexorable advance of technology, the straightforward definition of a dystopia!
potentially represents both a warning and a threat for the years to come.

In a broadly interdisciplinary manner, this article offers an overview of the
disaster management strategies present in a prizewinning dystopian novel,
Damnificados, which was first published by California-based PM Press in 2016.
The author of the work is JJ Amaworo Wilson, a British-American-Nigerian
writer and lecturer who was born in Germany but is currently resident in the
United States (Amaworo Wilson, 2023). Indeed, as will be mentioned later, the
author’s extensive international experience permeates the novel, which is set in
an alternative world similar to our own, yet inspired by magic realism. In fact,
the plot of Damnificados is distinguished by the presence of many natural and

1. The Oxford English Dictionary defines a dystopia as simply “An imaginary place or
condition in which everything is as bad as possible; opposed to utopia” (Oxford English
Dictionary, 2020).
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human-induced calamities and crises, such as plague, pandemic, war, flood,
and famine. Accordingly, using a well-known practical disaster management
framework as a template, this overview outlines a case study of the first of the
major disasters that take place in the novel.

The inspiration for the novel and an overview of
disaster management

In observing paratextual elements of the book, the front cover of Damnificados
features an image of the so-called Tower of David (Spanish: Torre de David),
a partially-constructed high-rise building in Caracas, the capital city of
Venezuela. Officially known as the Centro Financiero Confinanzas, work on
the abandoned skyscraper was begun during the early 1990s, when Venezuela
— a country with abundant natural resources — was enjoying an economic boom
fuelled by its substantial oil and natural gas reserves (Caldieron, 2013, p. 139).
However, similarly to many resource-rich countries, the rapid overdevelopment
of this sector subsequently brought about a severe financial crisis, and as such
the building was left incomplete.

While Venezuela has continued to suffer significant economic and socio-political
challenges for many years, the Tower of David began to receive considerable
media attention in the English-speaking world during the country’s acute
economic crisis in the early 2010s (see e.g. BBC News, 2013; The Guardian,
2014). During this period, the abandoned skyscraper was occupied by squatters,
homeless people, and families seeking safety and shelter, who seemingly
created a kind of parallel society within its walls. As a result, the tower and
its occupants have been the subject of scholarly interest from various fields,
disciplines, and perspectives (see e.g. Fonseca & Schlueter, 2013; Blackmore,
2017; Wilson, 2022).

Indeed, this real-life occurrence has served as a source of inspiration for
Damnificados. Despite fits title, the novel is written in English and has won
several prizes (Amaworo Wilson, 2023). It has also been translated into other
languages, with the German version reviewed in the prestigious weekly news
magazine Der Spiegel (Barragan, 2020) and the French translation reviewed
in Le Monde (Marivat, 2019). Narrated by a third-person omniscient narrator,
the book is divided into twenty-eight chapters, each of which — in a manner
reminiscent of a nineteenth-century novel (Weiss, 1971) — opens with a chapter
heading that summarises the main happenings of the plot. The novel’s title comes
from the name given to the ragtag motley crew who take over an abandoned
skyscraper in a nameless city. Consisting of around 600 people, they are termed
‘damnificados’, a Spanish term which refers to victims in the sense of “survivors
of a disaster” (Collins English-Spanish Dictionary, 2023). The book chronicles
their struggle to survive against a series of harsh external threats, including both
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natural and man-made disasters. Among themselves, a microcosmic functional
society is created, headed by Nacho, the novel’s hero who needs crutches to
walk. He is also multilingual, multitalented, and highly capable in the image
of the so-called ‘competent man’ model (see, e.g. Schneider, 2011). As hinted
at in the preceding section, the novel is magic realist in approach, and many
‘fantastic’ events occur in the work. Though, as mentioned previously, the
locale is nameless, nonetheless the descriptions and much of the nomenclature
used seem to suggest Latin American influences. However, it is also worthy
of attention that many of the placenames, characters, and other terms in the
text reference a range of other languages, such as French, German, Czech, and
Romanian.

Turning towards a brief presentation of disaster management, a variety of
different theoretical frameworks and approaches are used. Indeed, in his study,
Sementelli (2007) outlines several taxonomies of crisis and disaster management
informed by the differing processes and tools used. As such, he highlights that
these approaches can include four major groupings, such as more abstract
ones based on economic theories, and more policy-focused ones grounded in
social theories, to which can be added administrative-based approaches from
management studies, as well as decision-based initiatives founded on top-down
approaches.

With regard to relevant frameworks, the Prevention, Preparedness, Response,
Recovery (PPRR) model provides a convenient frame of analysis for the
purposes of this article. It has been widely used in disaster management (e.g.
Lewis, 2006, p. 48) and has evolved over the years since it was developed in the
1970s, though other emergency management models have of course emerged
in the ensuing decades (e.g. Wenger, 2017). As highlighted by Chaudhary and
Piracha (2021, p. 1112), the PPRR model encompasses the full scope of disaster
management, with the first two stages (Prevention and Preparedness) occurring
before the event, whilst the last two (Response and Recovery) are initiated as
soon as the disaster has happened. Though the PPRR framework has been the
subject of critique (see e.g. Cronstedt, 2002), the model remains important, as
demonstrated by its enduring role in the Australian context. By way of example,
extensive official guidelines are available regarding the implementation of
the framework in Queensland (Queensland Government, 2023), and it is also
utilised in New South Wales, where “the framework continues to define how
government agencies plan for and manage emergencies” (Holley and McArthur,
2022, p. 69).

Although the use of literary case studies may arguably be somewhat uncommon,
case studies based on fictional works have previously been discussed within
the social sciences, especially in the domain of business and management (e.g.
Alvarez & Merchan, 1992; Rhodes & Brown, 2005; Gerde & Foster, 2007). In
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the specific context of portrayals of fictional disasters, catastrophes in several
Hollywood films have also been discussed and analysed (e.g. Jerry, Thomas, Hill
& Cutter, 2000; Haney, Havice & Mitchell, 2019). Accordingly, by taking one
of the book’s many disasters as a case study, this contribution aims to examine
whether the disaster management strategy adopted by Nacho in Damnificados
can be said to align with the PPRR model.

Presentation of the case study and findings

The current case study under analysis comprises an overview of the reaction to
a catastrophic flood, an event which in the real world is often conceptualised in
warlike terms (see e.g. Gorchev, 2022). The disaster was selected for analysis
owing to its important role in defining the squatters’ continued survival in the
building. Taken from the opening chapters of the book (numbers 5-9) (Amaworo
Wilson, 2016, pp. 35-92), this first major natural disaster in Damnificados is
reminiscent not only of the Bible, but also of calamitous inundations such as
those in Gabriel Garcia Marquez’s novel /n Evil Hour, a noted work of magic
realism (Garcia Marquez, 2014 [1968]). In the case of Damnificados, the scenario
is contextualised by information detailing the aftermath of the so-called “First
Trash War”, the subsequent construction and abandonment of the tower as well
as the exodus of dispossessed people to the derelict building. Then, the rains
start, with the omniscient narrator intoning that “What they don’t know is that
the rain will soon become a flood, an inundation unseen here for a thousand
years” (Amaworo Wilson, 2016, p. 37). At first, some of the damnificados
— including Harry, one of the tower’s designated bakers — do not think that
anything seems to be out of the ordinary:

“Listen, it’s rainy season, right? Rains every year. Then it dries up, right?
And everything goes back to normal.”

“Look outside.”

Harry glances out the window. Sees a car sailing by. (Amaworo Wilson,
2016, p. 45)

The situation worsens, and the rising floodwaters mean that the tower soon
becomes completely cut off from the outside world: “All he can see is a lake of
water, fifteen feet below the first floor and rising fast” (Amaworo Wilson, 2016,
p. 47). Accordingly, the responsibility rests on Nacho, the novel’s hero, to deal
with this problem.

With regard to Prevention, the first stage of the PPRR model, the millennial
nature of the flood means that it can be characterised as an event that cannot be
averted.



12 Studies in Linguistics, Culture and FLT - Volume 11, Issue 1. ISSN 2534-952X

In terms of Preparedness, the subsequent stage of the model, at this point in the
novel the ‘damnificados’ had only just begun their occupation of the skyscraper.
Indeed, Nacho had organised the nascent community, and the building had been
spruced up and made safe for human habitation (Amaworo Wilson, 2016, p. 14).
In addition, Nacho had performed a skills audit of the squatters, with the aim
of finding out any useful capabilities that members of the community had to
share and teach each other, thus contributing to the improvement of the living
conditions. Furthermore, Nacho supervised the organisation of schooling for
the damnificados’ children to promote the acquisition of basic literacy skills
(Amaworo Wilson, 2016, p. 20). Additionally, he also managed to organise
basic defence measures for the building (Amaworo Wilson, 2016, p. 20), which
although are not directly relevant to this current incident, nonetheless prove
useful as the events of the novel proceed (Amaworo Wilson, 2016, p. 16).
However, despite their eventual usefulness, all of the above measures were not
taken in anticipation of any specific natural or man-made disaster.

Moving to the Response stage of the framework, Nacho’s initial reaction to
the catastrophic inundations is to organise a headcount of everyone who lives
in the skyscraper, with the objective of ensuring that everyone is accounted
for and to identify whether any of the damnificados are missing (Amaworo
Wilson, 2016, p. 45). The rains also impact the building’s energy supply, causing
a power cut. Nacho remains keenly aware of the consequences of the outage
for sanitation purposes, as well as regarding the tower’s ability to provide food
for its inhabitants (for example, the lack of electricity means that the ovens
in the building’s bakery cannot function) (Amaworo Wilson, 2016, pp. 46-
47). Accordingly, he introduces a system of food rationing, and ensures that
the squatters have a proper supply of candles, matches, torches, and batteries.
Additionally, Nacho requests that those residents with gas cookers make them
available for general usage (Amaworo Wilson, 2016, p. 49).

This response to the flood, however, is stymied by the arrival of a plague of
mutant disease-carrying mosquitos (Amaworo Wilson, 2016, pp. 49-51). In
scenes redolent of the lockdowns of the COVID-19 pandemic, Nacho orders that
all gatherings in the skyscraper are banned and the building’s school is closed.
As the situation worsens, Nacho is conscious of the fact that the damnificados
cannot cope alone, stating that “We have to get a message out” (Amaworo
Wilson, 2016, p. 52), thus highlighting the importance of crisis communication.
In terms of doing so, initially the tower’s flock of carrier pigeons are suggested
as a possible means of contacting the outside world. However, this is thwarted
by a practical problem: all of the pigeons have either come to an untimely end,
been consumed for food purposes, or have escaped (Amaworo Wilson, 2016, p.
52). Fortunately, a creative solution is reached. Using bedsheets which have been
sown together, the damnificados make four large linen rectangles, on each of
which the word “HELP” is painted in capital letters in eight different languages.
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These are then hung on each side of the building’s exterior, with the hope that
the necessary assistance will be provided (Amaworo Wilson, 2016, p. 53).

Regarding Recovery, the fourth and final stage of the PPRR model, the crisis
communication initiative appears to have had an effect when salvation arrives
in the form of a boat “weighed down with sacks, crates, polythene bags”
(Amaworo Wilson, 2016, p. 54). These provisions are shared out among the
damnificados (Amaworo Wilson, 2016, p. 61), before — at long last — the rains
eventually stop and the floodwaters begin to recede (Amaworo Wilson, 2016, p.
71). Subsequently, life in the tower starts to get back to normality, as heralded by
the return of the electricity supply and other utilities (p. 82). However, displaced
by the floods that have covered the city and the surrounding territories, more
and more people start to appear, seeking refuge in the tower (Amaworo Wilson,
2016, p. 91). At this juncture, Nacho realises that the building will require
additional protection and defence in the long term (Amaworo Wilson, 2016, p.
92), an insight that proves useful for the further disasters which occur as the
novel proceeds.

Concluding remarks and suggestions for future research

Asillustrated above, this exploratory overview has demonstrated that elements of
disaster management are indeed present in Nacho’s response to the catastrophic
flood. As previously outlined, these are in accordance with the PPRR model,
and therefore it can be said that Nacho’s strategies are broadly aligned to this
framework. With no way of preventing the flood, limited generic preparations
had been made but these were not specific to that particular case. However,
there was a thorough and effective response to the disaster, ultimately leading
to a successful resolution and recovery for all concerned.

Of course, the catastrophe analysed here is a fictional one, noting that, as
mentioned previously, disaster management theories are not commonly applied
to literary works. In terms of some suggestions for future research, there is clear
scope for applying the PPRR framework to some of the later disasters which take
place in Damnificados, thus gaining additional comparative information and
also examining whether any lessons have been learned from the preparation and
implementation of relevant measures. In addition, given the current popularity
of fictional works with dystopian themes, it could also be fruitful to see how
the disaster management strategies in Damnificados could compare with those
presented in other literary works. Accordingly, there are numerous avenues for
in-depth comparative work on this interesting and thought-provoking topic.
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Introduction

Semantic relations, resulting in various linguistic variations, are inherent to
human language and their analysis is related to the circumstances leading to the
speaker’s preference of one linguistic unit over another. Objects and phenomena
are not one dimensional. They are a unity of diverse components and are
related to other objects and phenomena by many links. The complexity of the
surrounding world is reflected in our minds and expressed by means of language.
One linguistic unit stands for an extra-linguistic item as a whole but reflects the
most eminent aspects of its nature. It is impossible for any language, including
specialized languages, to have a separate word for every separate aspect of the
concept they reflect. A new term cannot be always coined for a new aspect and
very often these are expressed by the old term which has acquired a new meaning
or anew shade of meaning (Molhova, 1976). The fine-grained nature of an extra-
linguistic item enables each of its aspects to be at a given moment perceived as
the most outstanding and focus-attracting one and to be used as a reference
to the whole phenomenon which can give rise to various semantic relations.
Although it is generally expected that such meaning variety is not applicable to
terminology and technical discourse, and that terms should be monosemantic,
in fact this proves far from being the case. In general languages, as well as in
terminology, it is impossible to separate a speaker’s world knowledge about a
concept from their purely linguistic knowledge since a word’s meaning is broadly
encyclopaedic in scope. This means that the meaning of a given term cannot be
triggered only in a given context without evoking, although in the background,
its related meanings belonging to the same or other conceptual fields (Taylor,
1995). Besides, no term can be fully understood without the conceptual frame
it is a part of. This frame contains other concepts against which the concrete
meaning of the term can be delineated. The relations between those terms are
the relations of comparison, opposition, extension, contiguity, substitution, etc.,
which lead to polysemous, synonymous, homonymous, or antonymous terms.
The purpose of the present article is to exemplify, analyse and compare the
cases of polysemous terms in the field of marine engineering extracted from
English and Bulgarian corpus materials of related technical texts.

Theoretical Background

Semantic Variation in Terminology

In terminology, semantic variation is mainly regarded in terms of the
relations between the linguistic form and the concept it denotes. Traditionally,
terminology has always aimed at one-to-one correspondence between a signifier
and its signified, as well as at standardization of terms. Variation in the field of
professional lexical subsystems which give rise to semantic relations such as
polysemy, synonymy, and homonymy are treated as redundant and aimed to
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be if not abolished, at least limited to cross-system relations, i.e. belonging to
different professional fields.

Popova (2012) views semantic variation in terminology from an extralinguistic
and an intralinguistic aspect. The extralinguistic terminological variation is
associated to the idea that specialized scientific and professional languages are a
variant of the general language, alongside territorial dialects and social speech.
The relations between a specialized language and the general language are
realized through the processes of terminologization and determinologization,
while the relations between the different specialized languages are realized
through the process of reterminologization. An interesting remark here is
made by Cabré (1999) who states that specialized languages are autonomous
with respect to the general language, in the sense that variation among special
languages does not bring about variation in the general languages. As a result,
a term which was subjected to determinologization tends to retain only its
prototypical specialized meaning. The intralinguistic terminological variation
is associated with the relations between the semantic and the formal level
of the terminological unit. Semantic variation is defined as the ability of a
term to denote more than one concept meanings, i.e. it concerns the various
simultaneously existing meanings, denoted by a single specialized linguistic
unit. Formal variation is defined as the parallel linguistic means of expressing
in a different way one and the same meaning. These variants coexist in the
different scientific fields (and lead to cross-system polysemy) or between the
specialized languages and the general languages and denote one and the same
concept (e.g. momosuaxa in the specialized terminology, known also as ouena
in the general language).

The crossing point between the use of a terminological unit in a specialized
language and a general language is in the scope of socioterminology and the
Communicative Theory of Terminology (CTT). Socioterminology deals with the
sociolinguistic aspects of terminology theory and accounts for terminological
variation by identifying term variants in respect to different usage contexts.
Terminological variants can reflect the knowledge, the social and professional
status of the participants in expert communication, as well as the hierarchical
relationships between speakers. It can also reflect the geographic and temporal
location of those participants (Faber, 2012). CTT establishes a closer connection
between terminology and linguistics. Variation is thus regarded from a linguistic
point of view but always in the presence of the general context of specialized
communication. CTT also removes the strict borderlines between the separate
scientific fields to which a terminological unit is to belong as it is recognized
as a node of knowledge which cannot be separated from the encyclopaedic
knowledge of the participants in the communication. As a result, semantic
variation is considered not only within a given scientific field but can also be
extended to the relations with other nodes within the whole specialized structure
of knowledge.
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Polysemy

Polysemy is the phenomenon characterized by a single word form being associated
with two or more distinct but related senses. It can be distinguished from
monosemy (where a lexical form corresponds to only one meaning) on the one
hand, and homonymy (where a lexical form corresponds to distinct unrelated
meanings) on the other hand (Falkum & Vicente, 2015). Polysemy is pervasive
in natural languages and manifests itself at all levels. Pernishka (2013, p.
524) describes it as a universal, necessary and regular linguistic phenomenon
with a huge communicative and cognitive significance. It is indicative for the
nominator’s talent of acute and precise observation and detecting typical or
unexpected signs of similarity of all sorts, or other dependencies between items
of reality (the translation is mine).

The definition and delimitation of the polysemy phenomenon itself also remains
a source of theoretical discussion among linguists. Legurska (2016) summarizes
the three approaches discussed in the scientific literature devoted to polysemy.
According to the first one, there are both monosemous and polysemous words.
The second approach sees the one-to-one correspondence between a word
and the concept it denotes as the only possibility and the apparent meaning
differences are explained as an artefact of the different contexts in which the word
appears. According to the third approach, all words are potentially polysemous.
Morkovkin (Morkovkin, 1982 cited in Legurska, 2016) introduces the terms
actual and potential polysemy, claiming that with some of the words polysemy
is already explicitly manifested, while with others, it is an inherent potentiality,
which can be actuated and revealed in the appropriate circumstances.

A possible approach to the monosemy — polysemy distinction is the prototype
theory which treats lexical forms either as instantiating two distinct senses
(polysemy), or as representing two exemplars of a single sense, one perhaps
more central than the other (monosemy) (Taylor, 1995). The phenomenon of
polysemy, in prototype theory, develops gradually over time in the cases when
a non-central member of a monosemous category increases in salience to the
point where it forms a secondary conceptual centre of the category. Hesitations
whether the category is monosemous or polysemous are natural until the full
establishment of the secondary prototype within the category. Thus, the linguistic
categories of polysemy and monosemy are to be rather treated as the categories
of the real-world items, which have fuzzy boundaries, than to be approached
from a diachronic perspective. Lakoff (1987) shares the same opinion, claiming
that related meanings of words form categories, and that meanings bear family
resemblances to one another which gives rise to cases of motivated polysemy.

Polysemy, along with homonymy of a lexical item, are also treated as cases
of sense ambiguity because they can affect the interpretation of a sentence
in different ways. The understanding of a monosemous lexical unit, on the
other hand, does not require specification of the meaning and can give rise
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only to vagueness or indeterminacy. Thus, the distinction between polysemy
and monosemy can be regarded as the distinction between ambiguity and
vagueness. A number of linguistic tests have been devised to serve the purpose.
A particularly well known one is Zwicky and Saddock’s (1975) ambiguity
identification test by conjunction reduction, where the coordination of two
different senses or meanings of a word in a single construction gives rise to a
zeugma — a sentence exhibiting certain oddity, typical for puns.

The issue of polysemy typology has not been univocally treated in literature.
In his research on ambiguity (in his interpretation the term corresponds to the
term polysemy), Apresjan (1974) distinguishes between syntactic and lexical
ambiguity. Syntactic polysemy can be described as the phenomenon whereby
multiple, related functions are expressed by a single grammatical morpheme
or construction. These are comparatively rare in the English language and
are possible with certain cases of ditransitive constructions, prepositions, the
reflexive pronouns and in some cases of conversion. However, they rarely
cause misunderstanding in the process of communication because they are
easily disambiguated by the context. In the example “To an extent these can
only be regarded as palliatives and it is necessary to consider how the motions
themselves can be reduced” (Molland, 2008), the reflexive pronoun can be
interpreted in either its emphatic use, or in the meaning of “without assistance”.
Lexical ambiguity, on the other hand, is much more frequent and is associated
with the cases of monosemous syntactic structures in which the sense variants
result from variation in the lexical meaning of the phrase constituents. In
the case of terminological polysemy, these are usually the intradisciplinary
polysemous terms, which are usually disambiguated by the phrase constituents
whose function is to outline the context and thus to specify the term sense
(e.g. ducting — 1. a fluid flow passage; a system of ducts; — mpwvbonposoo; 2.
conveying (something, such as a gas) through a duct — npoxapsane na (ayuo)
npez mpwvbonposoo). Further, Apresjan (ibid.) distinguishes between linguistic
and speech ambiguity (the translation is mine) which in the western literature
are referred to as semantic and pragmatic polysemy. Semantic polysemy means
the ability of a word, construction, or an expression to have different, although
related, meanings, while pragmatic polysemy is characterized by the meaning
specificity and diversity a given context may impose on a lexical unit. For the
purposes of the current investigation, only the cases of semantic polysemy will
be taken into consideration.

Depending on the method of meaning transfer, Apresjan (ibid.) further
differentiates between metonymically and metaphorically motivated polysemy.
Metonymy is considered a more regular and predictable way for creating sense
variants than metaphor and metonymy-based senses have greater relatedness
to the literal sense. Depending on whether the sense variants are derived and
thus related to one central lexical unit, or each new variant is motivated by
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another one — closest to it in meaning (although the extreme meanings may
not have common semantic components with the initial one), Apresjan (ibid.)
distinguishes between radial and chain ambiguity. A similar view is shared
by Molhova (1976) who distinguishes between two types of meaning shift
mechanisms: radiation — whereby the basic meaning is in the centre and all
other connotations are directly related to it; and concatenation — whereby all the
connotations are linked to the basic meaning through some kind of similarity. It
is possible a shade of meaning to lose all its connections to the central meaning
and thus grow into a separate word.

Polysemy typology is also discussed in terms of regular or logical polysemy,
on the one hand, and irregular or accidental polysemy, on the other (Apresjan,
1974; Asher, 2011; Pustejovsky, 1995 cited in Falkum & Vicente, 2015). Regular
polysemy is characterized by patterns of sense extension which are repetitive
within a language and are often encountered across languages. Regular polysemy
is mostly metonymically induced, it is characterized by productivity of its
patterns and a high degree of systematicity. An example of regular polysemy
is the relation instrument — action in which the polysemantic term bolt can be
understood as 1. the action typically performed by the instrument — 3agunmesan,
saxeawam ¢ 6oam, or as 2. the instrument itself — 60am. Polysemy is said to be
irregular if the semantic difference between the meaning variants of a word
is not present in any other word in the given language, or it is present only in
synonyms. Irregular polysemy is mostly metaphorically induced, it is accidental
and non-systematic. An interesting case is the polysemy of the terminological
expression waste heat which has two meanings — 1. heat, produced as a result
of burning waste and 2. heat, produced by internal combustion engines which
is not directly used but expelled into the environment. The first one is the direct
meaning and the second one is metaphorically based and can be considered a
case of irregular polysemy.

Terminological Polysemy

Interminology, ithasbeen generally assumed thata single term should correspond
to a single concept, so that a clear and unambiguous communication is ensured.
However, since most of the processes characteristic for the development of
natural languages can be considered equally valid for specialized languages
the practice proves the opposite. The factors making terminological monosemy
so difficult and even impossible to achieve are defined by Popova (2012, p. 67)
and correspond to the types of semantic variation determined by the author
and stated above — intralinguistic and extralinguistic. As an intralinguistic
factor she points to the asymmetry of the linguistic sign dualism which is an
essential and inherent feature of the term and gives rise to phenomena such as
polysemy and synonymy. On the other hand, the extralinguistic factor can be
found in the impossibility of every new concept, phenomenon, or fact to be
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designated by an independent linguistic unit, created and intended especially for
it. Furthermore, the global transfer of ideas and the subsequent interlinguistic
transfer of terms result in an abundance of new terminological units entering the
already existing terminological systems of the receiving languages which also
promotes polysemy and makes the one-to-one concept-term correspondence an
impossible task. A possible solution, suggested by Popova (ibid.), is at least
within a given subject field or terminological system, polysemantic terms to be
avoided. This leads to the strict identification of a term as belonging to a special
subject field and involves its placing in a specific conceptual system, and as a
result what in lexicography is considered polysemy, in terminology becomes
homonymy (Cabré, 1999). This, unfortunately, is also difficult to achieve due
to the interdisciplinary character of science and technology, a fact that is also
undeniably true for marine engineering.

The phenomenon of terminological polysemy can find its motivation in
a number of reasons. Some terminologists consider it a natural result of the
constant volume specification of a concept designated by a term (Tatarinov,
1988). It can also be regarded as a manifestation of the principle of linguistic
economy since a maximum amount of information can be transferred through a
minimum amount of lexemes with a minimum loss of linguistic meaning. The
reasons behind such a statement can be found in the aforementioned (Popova,
2012) impossibility of each and every new concept to be named by a new term.
In this sense, terminological polysemy cannot be treated as an indication of
a term’s inaccuracy. It rather indicates the degree to which a given object of
knowledge has been studied since the more detailed and precise the description
of an object is, the more developed the polysemous relations are (Georgieva,
2014). Terminological polysemy can also be motivated by the scientific and
technological development which either leads to the emergence of a new
concept that has similar features to the concept designated by the given term,
or leads to the modification of an existing concept (Grinev-Grinevich, 2008). In
both cases the old and the new concept continue to coexist, synchronically or
diachronically, in both practice and specialized literature which may obscure
the intended meaning and cause misunderstanding.

There are cases in which a concept becomes an anachronism and vacates a term
and a new concept is attached to it. The new concept may share some of the
features of the old one, as it is pointed out by Grinev-Grinevich (ibid.) but it can
also have a completely different motivation for designation. Examples of these
cases in the field of marine engineering are the terms bell and square engine.
Bell is used as part of the ship signalling system in analogues with the old-time
bells used to perform the same function. The term is preserved although the
construction and the mode of operation of the new concept are changed. Square
engine was once used to stand for a particular type of a marine steam engine
which is no longer produced and used. Nowadays, the term is used for a type
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of internal combustion engine whose bore is equal to its stroke, whence the
new motivation. Other sources of terminological polysemy are the processes of
terminologization and determinologization in the cases when a term coexists in
two contexts — a general and a specialized one, as well as the polysemy based on
metonymy. The processes of terminologization and determinologization result
in terminological units which are respectively transferred either from or into
the general language and have changed their meanings. As it was mentioned
above, these cases, from terminological point of view, are treated as instances
of cross-system homonymy. Although convenient, such a position can be rather
simplified and Faber (2012) refers to these cases as diachronic polysemy. The
explanation is that, even sometimes lost or obscured in time, the meaning
relations with the source unit are readily traceable through metaphorization and
metonymization. Instances of terminologization which lead to polysemy in the
field of marine engineering are in their majority metaphorically motivated (e.g.
tail shaft — epeben san; blade root — ocnosa na nonamka; 4eno Ha OyTaaoTo;
3p0HO0 Koneno). Formed as a result of determinologization is the polysemy of
words such as: captain — 1) the person in command of a ship; 2) the leader of a
team, especially in sports; screw — 1) an act of turning a screw or another object
having a thread; 2) cheat or swindle (someone), especially by charging them too
much for something.

Polysemy in the Field of Marine Engineering

Terminological polysemy in the field of marine engineering can be regarded
from the point of view of its motivation. Polysemantic terms can arise as a
result of their interaction with words belonging to the general language and
thus lead to the instances of cross-system homonymy or diachronic polysemy,
as it was illustrated above. Another type of terminological polysemy, based on
its motivation, is the metonymically induced polysemy or the so-called category
polysemy. In category polysemy, the content of the concept consists of features
simultaneously belonging to several logically related categories, for example:
action — result of action, process — magnitude, property — magnitude (Golovin
& Kobrin, 1987). Thus, the cases of category polysemy can be considered a
subtype of metonymically induced polysemy, or as Apresjan (1974) refers to
them — regular polysemy. Another perspective on the problem is presented by
the Generative Lexicon theory (Pustejovsky, 1995) which introduces the term
dot type or dot object referring to a type of a noun that is simultaneously a
member of more than one semantic class. According to Rumshisky (Rumshisky,
2007 cited in Martinez Alonso et al., 2011), the senses that a dot object presents
are metonymically related to one another. This means that the relation between
the semantic classes of a dot type is one of a regular polysemy.

Regular polysemy (or dot type) examples extracted from the corpus materials
in the field of marine engineering can be found in the category relations below.
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The terminological definitions in the examples are excerpted from a variety of
terminological dictionaries in the field of marine and mechanical engineering:
Babicz, 2015; Licker & Geller, 2003; Escudier & Atkins, 2013; Semerjiev et al.,
2000; Todoriev et al. 2009; Artobolevskii et al., 1979.

e action/result—forging — 1. amethod of component manufacture by hammering
metal by hand or by a machine (drop forge, press) — uspabomesane na demaiin
upe3 npoyec Ha uskosasare; 2. a part made by the process of forging — uskosxa;
casting— 1. the process of pouring molten metal into a mould so as to obtain,
after cooling, a component having the shape of the mould — uspabomeane na
Odematin upes npoyec Ha omausane; 2. a component produced by the process of
casting — omauexa.

Similar relations may be observed in the Bulgarian language with the term
kopo3ua which may refer to the 1. process/activity or to 2. the result of
the process. This can be exemplified through the following examples: 1.
“CpIIHOCTTA HA €JICKTPOXHUMHUYHATA Kopo3us € B ToBa, ue...” (‘The essence
of the electrochemical corrosion is that...’)! 2. ‘TIpubaBku 3a HaMaJIsIBaHE Ha
Kopo3usama Ha MeTalrHuTe oBbpXHOCTH. (‘Additives which reduce the metal
surface corrosion...”) (Aleksiev & Kostova, 2009, p. 52).

e instrument/action — screw — 1. a cylindrical body with helical grooves cut
into it — eunm; 2. to attach, fasten, or close by means of a screw — zagunmeanm.
In the Bulgarian language such relations are rarer and are rather indirectly
and implicitly expressed compared to the English language where the zero
derivation provides many more possibilities. An example can be given by the
different meanings — 1. instrument and 2. action — of the term 'l BH (2opuena
nomna eucoxo nanseane) found in the following sentences: 1. “...ropuBoro...
ce Haco4Ba KbM BCMyKarenHara crpana Ha [ TIBH.” (“...the fuel is directed to
the suction side of the HPFP.”) and 2. ““...I'TIBH obeauHsIBa HIKOIKO (YHKIIHH:
Ch3/IaBaHE Ha HaJSATaHE, M3MpeBapBaHe Ha ropuBo-nogasaneTo...” (*...HPFP
combines several functions: pressurizing, fuel injection timing’) (Aleksiev &
Kostova, 2009, p. 11).

e action/event — overhaul — 1. to rebuild a used machine, replacing components
as necessary, to restore it to its original working condition — u3gvpuseam ocrogen
pemonm, 2. the act of rebuilding a used machine, replacing components as
necessary, or restoring it to its original working condition — ocnosen pemonm.

* entity/ measurement — bore — 1. the hollow part inside of a pipe, a tube or
a cylinder — omeop na yurunowvpa (nanp. npu 0gueamen ¢ 8bMpPeUiHo 2opene);
2. the inside diameter of a pipe, a tube, or a cylinder, such as in a reciprocating
compressor, pump, or piston engine — ouamemuvp Ha YuIUHOLPA (MPU O8ucame
¢ sbmpewtno eopenre. In Bulgarian terminology an example is the term ouanazon

1. All translations of terms and their definitions from Bulgarian are done by the author.
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which can mean 1. o6nacT Ha CTOHHOCTUTE Ha U3MepBaHaTa BenuunHa (which
is the entity) (‘the measured values range’) and 2. o6acT Ha CTOHHOCTHTE Ha
cKajara Ha u3MepBaHe (‘measurement scale range’).

e instrument/operator — burner — 1. the part of a fluid-burning device at which
the flame is produced — eopesnxa; 2. a worker who uses a flame-cutting torch
to cut metals. In Bulgarian, the term oxnnadumen expresses a similar relation.
It can stand for 1. oxmaxmam arent — which is the instrument (‘refrigerant’):
“Xnopodanyoposbrieponuute razoe (CFC) ca Ownm wusnmon3Banu 3a
oxnadumenu ... B npoabibkeHue Ha ronuuu...” (‘Chlorofluorocarbons (CFCs)
have been used as refrigerants...for years...”) and 2. cuctema, yCTpOHCTBO, ype
U Ap. KOUTO clyku 3a oxjaxnaaHe — the operator (‘a cooler’): “HMuTepBansT
MEXy IOYMCTBAHUATA CE€ ONMpPEesisi KOHKPETHO 3a BCEKU BHUJ OXJAaAUTEN...”
(‘The interval between cleanings is individually specified for each cooler type...")
(Aleksiev & Kostova, 2009, p.79). In this case, the operator is an inanimate
entity, which is the more potential instantiation for this type of relation in the
Bulgarian language due to its morphological specificities.

e action/force — thrust — 1. to push forward; press onward — maackam, oymam;
2. the reaction force exerted on an aircraft, rocket, marine craft, structure,
etc. due to fluid flow, especially a jet, caused by a gas turbine, rocket motor,
propeller, etc. — meeaumenna cuna, ynop, pressure — 1. the application of
force to something by something else in direct contact with it — namuck 2.
in thermodynamics and fluid mechanics, the compressive force exerted by the
fluid per unit area (unit Pa) — nanseane. A Bulgarian term expressing the same
relation is cenpomuenenue which can be regarded in its more general sense: 1.
MPOTHBOIIOCTABSIHE, TpOoTHBOAEHCTBHE (‘opposition’) and in the meaning of a
physical force: 2. cunara, ¢ KOsITO €1Ha cpefia MPOTHBOCHCTBA Ha IBUIKEIIIO Ce
B Hes Tsu10 (‘the force a medium exerts on a body moving in it’).

e event/location — drain — 1. the act of draining; drainage “...deposit or sludge
formation is prevented over prolonged drain interval periods” (Woodyard,
2004); 2. A channel which carries off surface water or a pipe which carries off
liquid sewage.

e property 1/property 2 — toughness — 1. the ability of a material to resist
crack initiation and propagation (fracture toughness) — axocm; 2. the ability
of a material to absorb strain energy without fracturing — sxocm. The term
akocm in the Bulgarian language is also not univocally defined. For example,
Politehnicheski Talkoven Rechnik (Artobolevskii et al., 1979) as a definition
of sikocm, also provides two definitions: 1. cBOWCTBO Ha MarepuaiuTe Ja
HE Cce paspyllaBaT B ONpPEJCJICHH YCJIOBHU I'DAaHULMU U A2 Bb3NPHEMAT €IHU
WM IpYyTH Bb3AeHcTBHS (‘a property of materials not to be destroyed under
certain pre-defined limited conditions and to be subjected to various impacts’),
which rather corresponds to the first definition of toughness, and 2. sixoct Ha
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MarepHalia, HAMHpaIll ce POIbJKUTEIHO B YCIIOBUATA Ha Tbli3eHe (‘toughness
of a material which has long been under creep conditions’), which is closer
to the second definition of toughness and is represented as a synonym of
usowvporcaugocm. On the other hand, the second definition corresponds to the
definition of sxocm provided by Milkov (2008) who does not include the term
uzowpoiciueocm. The term uzowporcausocm is also not included as an entry in
the other dictionaries which are part of the corpus materials. The term axocm
can be also considered polysemous from the point of view of the object it
refers to. Thus, the above mentioned dictionary differentiates between 1. sskoct
Ha MmaTepuanute (toughness of materials) and 2. SKOCT Ha KOHCTPYKIIHSTA
(toughness of constructions). The same relation can be found with the term
euckozumem meaning: 1. Bucko3uteT Ha TeqHoctHTe (‘viscosity of fluids’) and
2. BUCKO3HUTET Ha TBHpAUTE Tena (‘viscosity of solids’).

e process 1/process 2 — truing — 1. adjusting a wheel so that its rim is concentric
with its axis and its faces which are in a plane perpendicular to the axis —
noopasHseare, yenmpupaue, @uuo peeyrupare, 2. grinding or otherwise
machining a surface to ensure it is flat — puro waughosane. An example from
the Bulgarian terminological system is the term desuayus whose dictionary
representation reveals the following five cases in which the term can be used:
1. oTkJIOHEHUE Ha KOpabd oT 3aaaeH Kypce (‘ship deviation from the set course’)
; 2. OTKJIOHCHHME Ha MarHUTHA CTPEJIKa Ha KOMIIAc; OTKJIOHeHHe Ha komnac (‘a
compass (magnetic needle) deviation’); 3. OTKJIOHEHUE HA PaJHOBBIHHUTE Ha
npuemamia paguoctanuus (‘a deviation of the radio waves of a receiving radio
station’); 4. OTKJIOHEHHE Ha JIBI)KCHUETO Ha TOYKA OT TPEAKTOPHSATA 332 MAIIBK
uHTepBai ot Bpeme(‘a deviation of the movement of a point from its trajectory
for a small interval of time’) 5. oTKJIOHEHKE HA YecTOTaTa OT CpeHaTa CTOWHOCT
npu yectoTHa Moxyiauus (‘frequency deviation from the frequency modulation
average value’).

* container/content — sluice — 1. a passage fitted with vertical sliding gate or
valve to regulate the flow of water in a channel or lock — w03; 2. a body of
water retained by a floodgate — usro3na 6ooa.

* measurement 1/measurement 2 — turndown ratio — 1. the ratio of maximum
to minimum flowrates over which a fluid-flow device, such as a steam
desuperheater valve, or flow meter, can operate — koeguyuenm na namanséane;
2. the ratio of maximum to minimum firing rates over which a boiler or burner
can operate — Koeghuyuenm Ha HamMaiasame.

e entity 1/ entity 2 — air-release valve — 1. a valve that releases air trapped
at a high point in a pressurized pipeline filled with a liquid — usnycxamenen
Knanau 3a 6v30yx, 2. a valve that prevents liquid in a water-supply, wastewater,
or sewage system from coming in contact with the sealing mechanism by
creating an air gap — usnyckamenen Kianau 3a 6v30yx. An example from the
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Bulgarian terminological system is the term euxposa nomna which can stand
for: 1. BaKyyMHa nomria, YueTO ACHCTBHE € OCHOBAHO Ha TIOHMIKEHO HAllTaHe
0 oCcTa Ha BUXBpa (‘a vacuum pump whose action is based on reduced pressure
along the axis of the vortex’). 2. XuapaBnrdHa MaIuHa, MpeaBalia eHePrusTa
Ha TEYHOCTTA Upe3 3aBUXPSHETO U ¢ paboTHO kojeno (‘a hydraulic machine
which transmits the energy of a liquid by swirling it by means of an impeller”).
Another example is the term epeben noac which stands for: 1. 3p00HapE3eH
HOX (‘a gear cutter’) and 2. BuHTOHape3eH HOX (‘a threading tool’).

e force 1/force 2 — back pressure — 1. in a piping system, the pressure that
opposes a fluid flow as a consequence of baffles, bends, valves, etc. — oopamno
Hansieane, 2. the exhaust pressure for an internal-combustion engine — o6pamuo
Hanseawe.

In the above three examples, the terminological polysemy is a result of one
term being used simultaneously in its broader sense and in its more specialized
meaning. Usually when the more specialized meaning is concerned the term
is accompanied with a short definition in order to avoid misunderstanding.
The same goes for the cases of the so called author polysemy, when the author
chooses to attach additional meaning to an already existing term to better serve
the purposes of the specialized text. In those cases, the Bulgarian equivalent
is rendered through the broad sense term. In Bulgarian, these terms are also
polysemous and are rendered by only one terminological unit, respectively:
Koeuyuenm Ha HamansAéawe, U3NYCKAmMeneH KIANAH 3d 6b30YX, 00pamHo
Hans2ame.

The other type of terminological polysemy, based on its motivation, is the
metaphorically induced polysemy, or the so-called irregular or non-systematic
polysemy. The meanings of such polysemous words may be associated to each
other secondarily, i.e. their senses may be considered similar by the conceptual
systems concerned or may be contextually triggered. Most often, there is a
transfer of one and the same characteristic feature between the source domain
and the target domain throughout the separate senses of the polysemous term.
The following examples of metaphorically motivated polysemous terms were
extracted from the corpus materials in the field of marine engineering:

1. shell -

1. the case of a pulley block

2. a thin, hollow cylinder

3. a hollow hemispherical structure

4. the outer wall of a vessel or tank
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Here, the metaphorical transfer is direct and transparent, based on visual
perception and more specifically on the form (2,3), or the form and the function

(L4).
2. plug —

1. An object, usually tapered, used to block a hole to prevent fluid from
escaping or flowing.

2. The central moveable part of a valve.

3. In the flow of a yield-stress fluid through a pipe or duct, the central
region often takes the form of a plug with uniform axial velocity.

4. In thermoforming, a shaping tool that forces a heated plastic sheet into
a female mould.

Here, 1 is metaphorically transferred onto 2, 3, and 4. The transfer is based on
the form similarity to the source domain object.

3. quench —

1. The process of rapid-cooling by plunging an object into a bath of water,
oil, salt, molten metal, or other media.

2. The suppression of combustion.

3. In a piston engine, the cooling of a fraction of the gases during
combustion, typically by reducing the clearance between the piston crown
and the cylinder head

Here, the metaphorical transfer is based on the action characteristics.

Metaphorically-induced terminological polysemy in the Bulgarian language is
an even more rarely encountered phenomenon than in the English language. In
her investigation on polysemy, resulting from a metaphorical transfer, Popova
(2012) proves that although present such cases are not common. The results
from her research conducted on terminological dictionaries show only one
case in the field of biology, three — in the field of chemistry, five — for physics,
four — for geography, and four — for linguistics. Popova also highlights that
metaphor is a more productive source in the cases of terminologization an
reterminologization.

Another type of polysemy may occur due to polysemantic affixes which have
been analysed by Toncheva and Velikova (Toncheva, 2003 cited in Velikova,
2017). The suffixes —age and —ing have been discussed in their capacity to form
polysemous terms. The suffix —age generates meanings such as: 1. aggregate
or whole; 2. process; 3. outcome; 4. measure or charge (Toncheva, 2003 cited
in Velikova, 2017), and the suffix —ing generates meanings such as: 1. (from
verbs) the action of, process of, result of, or something connected with a verb; 2.
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(from other nouns) something used in, consisting of, involving, etc. (Velikova,
2017). In the field of marine engineering an example can be the noun linkage,
meaning: 1. the action of linking; 2. the state of being linked; 3. a system of
links, as well as the noun gearing, meaning: 1. the act or process of providing or
fitting with gears; 2. the parts by which motion is transmitted from one portion
of machinery to another.

Conclusions

The excerpted examples show that the cases of regular polysemy outnumber the
cases of irregular polysemy in both the English and the Bulgarian terminological
systems of marine engineering. This means that the categories are logically
related and sense extension is more readily achieved on the basis of metonymical
transfer. This probably is due to the more systematic character of regular
polysemy and the fact that the strife for systematicity is typical for specialized
languages. The results also show that in both languages it is predominantly
nouns and nominal deverbal forms whose meanings are extended to polysemous
terms. In the cases of the verbs, it is usually the action which has additionally
acquired the nominal meaning as in the instances of action — force and action
— event terms.

Some of the instantiations of polysemy are not directly and overtly expressed
but are only contextually identifiable. These cases are not usually included
as dictionary entries and are only revealed by the immediate constituents of
the sentences. It can be concluded that the additional meanings developed by
polysemantic terms can be regarded as a manifestation of and explained through
the principle of linguistic economy since a maximum amount of information
can be transferred through a minimum amount of lexemes with a minimum loss
of linguistic meaning.
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Abstract: One of the important features of structural nativization of L2 varieties of English
is how their grammar converges with and/or diverges from their parent variety, usually,
British English. Building on Isingoma (2016, 2021a), this study is set out to augment
discourse on verb complementational profile in Ugandan English, focusing on ditransitive
constructions. Using naturalistic data from semi-structured interviews involving 50
participants from L1 Lugbarati (a Central Sudanic language) speakers of English, the study
shows that the Prepositional Phrase Construction (PPC) involving goal verbs is preferred
over the Double Object Construction (DOC) configuration. Moreover, our data did not
have a single incidence of benefactive DOCs. Substrate influence from Lugbarati, among
others, appears to be a contributing factor, given that DOCs are rare in this language, as
they are constrained by the semantic criterion of ‘prior possession’ of the theme/ patient by
the recipient/ beneficiary referent. The findings thus show that Isingoma’s (2016) monolithic
generalizations about this phenomenon are debatable, as he indicates that the DOC is
overwhelmingly acceptable with goal verbs in Ugandan English and that the particularities
observed in ditransitive constructions in the variety are influenced by Bantu languages
(where the DOC is the norm). Likewise, the assertion that Ugandans ubiquitously use the
non-canonical PPC configuration for benefactive verbs (Isingoma, 2016) does not hold for
LI Lugbarati speakers of English, as the configuration was manifestly sporadic in our data,
as opposed to the canonical PPC. The current study thus underscores the fact that there
is substantial interspeaker variability in Ugandan English along ethnolinguistic lines (cf-
Isingoma & Meierkord, 2022).
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Introduction: ditransitive constructions in L1 and L2 Englishes

The study aims at examining how speakers of Lugbarati (a Central Sudanic
language) use ditransitive constructions in English. Various studies have
analyzed ditransitive constructions in English, right from the 1970s to date (e.g.
Green, 1974; Oechrle, 1976; Gropen et al., 1989; Pinker, 1989; Harley, 2002;
Krifka, 2004; Bresnan & Nikitina, 2009; Beavers, 2011; Beavers & Koontz-
Garboden, 2017; Isingoma, 2018, Hlavackova & Bruhova, 2022, among others).
All these studies are concerned with what takes place in L1 (first language)
English. Studies that have examined L2 Englishes include Nyaggah (1990),
Kuha, (1997), Mukherjee and Hoffmann (2006), Hoffmann and Mukherjee
(2007), Koch and Bernaisch (2013), Bernaisch et al. (2014), Isingoma (2016),
Rothlisberger, Grafmiller and Szmrecsanyi (2017), Prorokovi¢ and Malenica
(2023), among others. Of these, only Nyaggah (1990), Kuha, (1997) and
Isingoma (2016) examine the phenomenon in African Englishes, with Isingoma
(2016) investigating how Ugandans use ditransitive constructions from a World
Englishes perspective.

Ditransitive constructions have two formal varieties, i.e. the Double Object
Construction (DOC), as in (la) and the Prepositional Phrase Construction
(PPC), as in (1b).

(I) (@ I gave John a book.
(b) I gave a book to John.

In (1a), the postverbal arguments are linearized contiguously (DOC), while in
(Ib), there is an oblique argument, introduced by a preposition (PPC). While
some of the verbs are goal verbs, as in (1), others are benefactive verbs ((2a) &
(2b)). The ditransitive verbs belonging to these two broad semantic categories
have been mapped into specific semantic classes, which show whether there is
alternation between the DOC and the PPC or not (see Pinker, 1989; Isingoma,
2018):

(2) (@ I baked John a cake. (DOC)
(b) I baked a cake for John. (PPC)

While the goal verb give, which belongs to class of ‘verbs of giving’, together
with pass, hand, sell, pay, lend, loan, serve, feed, rent..., alternates between
the DOC and the PPC, as shown in (1), the goal verb push, which belongs to
the class of ‘verbs of continuous causation of accompanied motion in some
manner’, together with carry, pull, tow..., is said to preclude the alternation,
i.e. it occurs in the PPC only (Pinker, 1989; Beavers, 2011; Isingoma, 2018,
among others). Moreover, even though ‘verbs of giving’ are said to allow the
alternation between the two linear orders, the goal ‘verb of giving’ donate does
not allow that alternation due to some etymological, semantic and phonological
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constraints (Pinker, 1989; Isingoma, 2018). Similarly, while the benefactive
‘verb of creation’ bake allows the alternation, together with a set of other ‘verbs
of creation’, i.e. bake, make, build, cook, sew, pour, wash, iron, the verb create
does not allow that alternation; it only occurs in the PPC. Many counterexamples
have been observed, though, since native speakers sometimes use the precluded
linear order of given verbs (see, e.g. Fellbaum, 2005; Bresnan & Nikitina, 2009;
Isingoma, 2018) due to not only pragmatic reasons (Krifka, 2004; Bresnan
& Nikitina, 2009) but also due to analogy and diachronic factors (Isingoma,
2018).

In L2 (second language) Englishes, there have been reports on using non-
ditransitive verbs as goal ditransitive verbs in Indian English, involving verbs
such as inform, remind, advise, confer, notify, etc. (Mukherjee & Hoffmann,
2006), while Nyaggah (1990) and Kuha (1997) show the use of the non-canonical
configuration of benefactive verbs in a sentence like Buy for me that book
(Nyaggah, 1990, p.60) in Kenyan English. Isingoma (2016) expatiates on the
overwhelming acceptance of goal DOCs in Ugandan English and the rejection
of some benefactive DOCs such as I poured him some tea in preference to the
PPC, but in its non-canonical ordering. It should be noted that the non-canonical
ordering, which is used in Ugandan and Kenyan Englishes, is also possible in standard
British/American English when there is a heavy NP shift, e.g. Carl August invited
Goethe to Weimar, and in 1792 bought for him a house on the Frauenplan,
a small plaza near the Marktplatz (COCA).” Besides, this structure is also often
possible when the patient (which comes after the beneficiary in the non-canonical PPC
ordering) requires ‘end-focus’, but end-focus on the patient is also achievable in the
DOC, unless the speaker needs to convey a ‘deputative’ reading of the benefactive
construction (Isingoma, 2016).2 However, for verbs such as organize and create, which
do not allow the DOC (cf. Levin, 1993), the non-canonical PPC is used in standard
British/American English to achieve this pragmatic purpose.

Isingoma (2016) accounts for the rejection of many benefactive DOCs and a
preference for their PPC counterparts in Ugandan English in terms of L1
substrate influence from Bantu languages. However, we are aware that (Ugandan)
Bantu languages do not have benefactive prepositions and code all benefactive
constructions by means of the DOC (Isingoma, 2021b; Kroeger, 2004). While
Isingoma (2016) has also shown that the dispreference of benefactive DOCs
is also due to the fact that benefactive verbs are inherently monotransitive
verbs that are only used ditransitively, there is a need to enrich this, given that
recent studies have shown that Ugandan English is not influenced by Bantu

1. COCA = Corpus of Contemporary American English

2. ‘Deputative benefaction’ means that the subject referent performs the action encoded by
the ditransitive verb so that the beneficiary does not have to; this reading is only available
in the PPC configuration (Van Valin & LaPolla, 1997).
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languages alone, contra Fisher (2000) and Isingoma (2016).* In fact, Isingoma
and Meierkord (2022) and Meierkord and Isingoma (2022) have argued that
speakers of different Ugandan languages may present different features in their
respective Englishes. Moreover, there is also a need to augment Isingoma’s
(2016) study not only in terms of using a different ethnolinguistic group, but
also with respect to methodology, i.e. by using naturally occurring data, as
opposed to acceptability tests that he used, although he also used examples
from Ugandan newspapers, but whose ethnolinguistic association could not be
established. Thus, the current study is set out to investigate how L1 speakers of
Lugbarati use ditransitive constructions in their L2 English and how their L1
contributes to the particularities observed.

An overview of ditransitive constructions in Lugbarati

Lugbarati is a Central Sudanic language spoken in Uganda, South Sudan and
the Democratic Republic of the Congo. It is one of the overly understudied
African languages, with only two grammar primers, written by missionaries
in the 1960s, i.e. Crazzolara (1960) and Barr (1965), while Andersen (1986, 1994)
examines some phonological features of the language, and there are also a few
bilingual dictionaries (e.g. Ongua, 1999). There are almost no known syntactic
analyses of ditransitive constructions available, save for some mention in, e.g.
Crazzolara (1960, p.24), who indicates that the adposition -#i (a particle) and dri
are used to introduce the indirect object. However, Yikiru and Isingoma (2023)
have prepared a more or less comprehensive manuscript on this subject, from
which the following account is derived.

Lugbarati has both the DOC and the PPC involving both goal verbs and
benefactive verbs, as shown in (3) and (4) from Yikiru and Isingoma (2023,

p.1f):

(3) Goal verbs
(@ Ma ma ezo ma mawua fe. (DOC)
I my girlfriend her flower give

‘I give my girlfriend her flowers.’
(b) Ma mawua fe ma ezo-ni. (PPC)
I flower give my girlfriend-to.

‘I give flowers to my girlfriend.’

3. See also Nyaggah (1990) and Kuha (1997), who attribute the occurrence of structures
like Buy for me that book in Kenyan English to Kiswahili and Kikuyu, which are also Bantu
languages.
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(4) Benefactive verbs

(@) Meri a'di ima  ati ma eribi. (DOC)
Mary cooked her father his vegetables
‘Mary cooked her father his vegetables.’

(b) Ma enya adi ‘ba aku-a 'diyi-ni. (PPC)
I food cook  people home-at them-for.

‘T cook food for them.

As can be seen, both the DOC and the PPC are available in Lugbarati, and the
PPC requires the use of the adposition particle -ni, which is translatable as to or
for in English and is attached to the recipient/beneficiary argument. Crucially,
for a ditransitive verb to occur in the DOC in Lugbarati, there must be prior
possession of the theme/patient referent by the recipient/beneficiary referent.
Thus, Yikiru and Isingoma (2023, p.5) note that the following sentence (5) is
illicit in Lugbarati:

®) *Ma ma ezo mawua fe. (DOC)
I my girlfriend flower give
‘I give my girlfriend flowers.’

The sentence is illicit because there is no possessive marker indicating that
mawua ‘flower’ belonged to the recipient ezo ‘girlfriend’ prior to the subject
referent giving it to her. This semantic restriction clearly means that there are
very few DOCs in Lugbarati. For that matter, Yikiru and Isingoma (2023) state
that Lugbarati is a PPC-dominant language. This is not an isolated case for a
language to have one configuration of ditransitive constructions dominating
the other configuration, as, for example, Isingoma (2021b, p.1) indicates that
while Rutooro has both the DOC and the PPC, it is a DOC-dominant language,
since PPCs can only occur with verbs that obey the ‘locomotional constraint’.
This requires “the governing verb in the Rutooro PPC to encode a change in
the physical location of an entity as well as a directional meaning” (Isingoma,
2021b, p.1). Hence, languages display different structures and this fact, in
language contact situations, may affect how speakers of L2 varieties of English
use ditransitive constructions, as this study will reveal.

Methodology

We used semi-structured interviews, which we recorded, in order to obtain
sentences containing ditransitive constructions in L2 English by L1 Lugbarati
speakers, and this tool enabled us to compile a corpus for our study. The semi-
structured interviews aimed at obtaining naturally occurring data, so that
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information could be derived on the use of ditransitive constructions in L2
English and this was achieved through free interaction amongst 50 respondents.
The questions that we asked the participants were designed in such a way that
would require the participants to use a number of ditransitive verbs. The 50
respondents were divided into 10 groups, where each group was composed of five
participants. Each interview conducted had an average duration of 10 minutes.
All the participants were acrolectal speakers of English, having completed at
least 13 years of English education (cf. Greenbaum & Nelson, 1996).

We transcribed each interview and obtained around 610 words per transcript.
As a result, the total number of words for our corpus was about 6,100 words.
This small corpus was then searched manually for all occurrences of ditransitive
constructions, and thirteen ditransitive verbs were recorded, i.e. give, donate,
serve, rent, pay, send, write, ask, leave, prepare, build, buy and cook, and these
were used in 88 sentences.

Results and discussion

Results from the corpus data indicate that there were occurrences of ditransitive
constructions in the corpus. Both the DOC and the PPC are attested, albeit at
varying degrees, while some ditransitive verbs did not occur at all. Following
the tradition in corpus linguistics (see, e.g. Esimaje, Gut & Antia, 2019), our
corpus of 6100 words can be normalized in comparable terms with other corpora,
using the formula N = n (106)/C, where N is the normalized frequency; # is the
observed frequency and C is the corpus size.* Hence, the following computation
shows normalized frequencies per one million words:

Table 1.
Normalized Frequency of the occurrence of ditransitive verbs

Verb type Attestation/Normalized Frequency (1million words)
Ditransitive 13(2131.14)

The above indicates that for every one million words, there would be an occurrence
of 2,131.14 ditransitive verbs. This is significant enough even though not all
ditransitive verbs were used in the corpus. The actual attestation of ditransitive
constructions in the two configurations can be visualized in Table 2:3

4. See Comparing Frequencies for Corpora of Different Sizes at https:/www.lancaster.
ac.uk/fss/courses/ling/corpus/blue/105_3.htm.

5. Note that there were no instantiations of the non-canonical DOC in our data, which is
reported to occur in some varieties of British English (Hughes & Trudgill, 1979; Isingoma,
2022).
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Table 2.
Ditransitive constructions in the corpus
Frequency of goal verbs Frequency of benefactive verbs
Canonical ALy Canonical ALl
Verb PPC Canonical DOC DOC PPC canonical
PPC PPC
give 6 2 15
donate 8 - -

serve - - 1

rent - - - - - 1

pay 1 - -

send 4 - -

write 8 - - - - -

ask - - 4

leave 6 - - - 3 -

prepare - B -

build - 4 -

buy - 7 1
cook - 12 -
Total 33 2 20 00 31 2

Total goal vs.
benefactive
constructions 55 (goal) 33 (benefactive)

Although the exact purpose of the table was not to draw a comparison between
goal verbs and benefactive verbs, these two main semantic classes of verbs cannot
be overlooked. This is because goal verbs had generally a higher frequency of use
than the benefactive verbs (but we are also aware of the fact that there are more
goal verbs than benefactive verbs that are used in both configurations). Under
goal verbs, the class of verbs that appeared in the data were ‘verbs of giving’,
in which the verbs give and donate appeared 23 and eight times, respectively,
while the verbs serve, rent, pay all appeared once.” These were followed by
‘verbs of sending’, in which only the verb send was used and it appeared four

6. For the nomenclature used here in this semantic mapping, see, e.g. Pinker (1989), Beavers
(2011), Isingoma (2018), among others.

7. Note that rent was used in the corpus benefactively, since it has both goal and benefactive
uses, as in (i) and (ii) below. It was used in the PPC in its non-canonical configuration:

6] I rented a house to him. (goal use)

(i1) I rented a house for him. (benefactive use)
Another verb in our data which has both goal and benefactive uses is leave, while write,
which is also a goal and benefactive verb, was only used with goal semantics in the data.
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times. This was then followed by ‘verbs of transfer of a message’, specifically,
ask and write, which appeared four and eight times, respectively. The last verb
group noted here were ‘verbs of future having’, where only leave was used and
it appeared six times, as a goal verb. To contrast these with benefactive verbs,
under ‘verbs of creation’, three verbs, i.e. build, cook, and prepare were used, and
these appeared four, 12, and five times, respectively. As for ‘verbs of obtaining’,
only the verb buy was used and this appeared eight times, with one sentence
appearing in the non-canonical pattern and the others in the canonical pattern.
Note also that the verb leave was also used benefactively in three sentences.

Although the verb give was used in the DOC 15 times, the data generally shows
the non-frequent use of the DOC across verb groups. In the entire corpus (6,100
words), the DOC was only used with three verbs, specifically with the verbs give
and serve (both ‘verbs of giving’) and ask (a verb of transfer of a message), and
these were used 15 times, once and four times, respectively. This gives us only
20 occurrences of DOCs, as opposed to 68 occurrences of the PPC.? Crucially,
no DOC at all was used with benefactive verbs. In order to statistically prove
the prevalence of the PPC over the DOC in both goal and benefactive verbs,
we subjected the data to a statistical significance test. Following the value
p< 0.05 and confidence interval of 95%, the One-Sample T Test shows that
the variation between the PPC and the DOC for goal verbs was statistically
significant: p= 0.020, while the occurrence of the DOC for goal verbs was not
statistically significant: p=0.225. And the proportion of DOCs in benefactive
constructions was not statistically significant: p = 0.167. This pattern of use
could partly be attributed to substrate influence from the participants’ L1, i.e.
Lugbarati, bearing in mind that multilingual speakers can combine linguistic
features from the multilingual repertoire at their disposal (Syvertsen, 2022;
Jaspers & Madsen, 2019). As already indicated above, while there are instances
of the DOC in Lugbarati, the pattern of use is very much different from that of
English, in that, instead of the DOC simply expressing a ‘caused possession’ of
an entity (cf. Pinker, 1989; Beavers, 2011), there has to be prior possession of
that entity by the recipient or the beneficiary referent in Lugbarati. Thus, there
are very few occurrences of the DOC in Lugbarati. This may imply that the
disparities in the nature of the DOC in the two languages could be the reason for
its low incidence of occurrence among L1 Lugbarati speakers of English as an
L2. While Isingoma (2016) points out the preference of the PPC over the DOC

8. It is not clear to us why give has more occurrences in the DOC than it has in the PPC,
even though we are aware that, in British English, give appears more in the DOC than in
the PPC (Hoffmann & Mukherjee, 2007, p.12). Perhaps, this is one of the manifestations of
exonormative orientation (i.e. a superstrate input from British English — the parent variety),
which has been said to characterize Ugandan English, as a variety that involves the nexus
between nativization (where substrate influence plays an important role) with some aspects
of endonormative stabilization (total acceptance of local forms) and exonormative orienta-
tion (Isingoma & Meierkord, 2019; 2022).
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in his data with respect to Ugandan English, this only concerns benefactive
constructions. According to Isingoma (2016), Ugandans overwhelmingly
accept the DOC for goal verbs. But we see here that in actual usage, the DOC
has generally a lower frequency of occurrence even for goal verbs among L1
Lugbarati speakers of English. Although Isingoma’s (2016) revelation on the
dispreference of benefactive DOC:s is attested in the current study, our findings
in fact not only show this dispreference, but also the total absence of benefactive
DOCs in our data. By contrast, Isingoma’s (2016, p.213) findings indicate that
some benefactive verbs (e.g. buy, fetch) were fully accepted in the DOC and
they were also attested in newspapers.

Besides substrate influence, another very important reason could just be a matter
of preference of the PPC over the DOC by the participants. This is supported by
earlier findings showing that L2 learners of English prefer the PPC to the DOC,
with the assumption that the former is less engaging cognitively (Jdschke, 2016,
following Chang, 2004). In a similar vein, it has been argued that the PPC is
acquired before the DOC by second language learners of English (Hawkins,
1987; Jaschke, 2016). Although the scope and nature of the current study did
not allow us to take a psycholinguistic approach in order to find out which
configuration was acquired first by our participants or even to have engagements
with participants on reasons for their preference of the PPC over the DOC, it
is possible that L1 Lugbarati speakers of English as a second language could
simply have opted for the “cognitively less complex” configuration (cf. Jaschke,
2016, p.13), i.e. the PPC. We are also aware that there are other factors that
can lead to the choice of one configuration over the other, especially language-
internal factors such as information structure, pronominalization, etc. All these
might have had an impact and can constitute a good area for further research
involving the same population. However, we are also aware that studies in
world Englishes (e.g. Kachru, 1985; Schneider, 2007; Mesthrie & Bhatt, 2008;
Isingoma & Meierkord, 2022, among others) indicate that the role of substrate
influence in shaping L2 varieties of English has been proven as an important
contributing factor to various facets of structural nativization. Thus, we could,
for now, content ourselves with the fact that substrate influence could be one of
the multifactorial predictors in the use of ditransitive constructions among L2
speakers of English.

Furthermore, there was the use of the verb give in the PPC with the benefactive
preposition for, moreover, in the non-canonical form (6), yet the context of the
discourse points to a goal meaning. Although this incidence is not significant in
statistical terms, the fact that such sentences could appear in acrolectal discourse
is a striking realization:

(6) (@) Someone gives for me a flower.

(b) They can give for me things.
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While this could be attributed to other factors, there is a dimension that can
link this occurrence with what takes place in Lugbarati. As indicated earlier,
the adposition -#i in Lugbarati is polysemous, in that it is used to mean zo or for.
English fo is used with goal verbs, while for is typically used with benefactive
verbs. For an L2 speaker of English, it is possible to mix the two prepositions,
when no formal distinction exists between the allative adposition and the
benefactive adposition in an L1 such as Lugbarati. Schmied (2004) has argued
that the polysemous nature of adpositions in African languages usually results
in interference in how Africans speak English as an L2 — something that has
been attested in several studies in this respect (e.g. Jibril, 1991; Isingoma &
Meierkord, 2022).

Our data in Table 2 also shows the occurrence of the verbs buy and rent in the
non-canonical configuration of the PPC. While there were only two sentences
in the non-canonical PPC involving these verbs (7), it is worthwhile to make
mention of what this may entail.

(7)(@) I have to rent for them the accommodation.
(b) My elder sister buys for me clothes on Christmas.

In the first place, since the discourse context here does not involve what has
been called ‘deputative benefaction’ (cf. Van Valin & LaPolla, 1997), i.e. where
the subject referent does something so that the beneficiary referent does not have
to, and given that both huy and rent allow the DOC (unlike verbs such as create
and organize), our findings here are in line with Isingoma (2016) in relation to
the fact that these non-canonical constructions, which are not pragmatically
conditioned, indeed occur in Ugandan English. However, our findings also
depart from Isingoma (2016), in that while Isingoma (2016) indicates that there
is ubiquitous use of the non-canonical configuration with benefactive verbs in
Ugandan English, our data only shows this occurrence sporadically, as out of
the 33 occurrences of benefactive constructions, only two were non-canonical.
While we acknowledge the fact that we had a small corpus, the ubiquity in
usage Isingoma (2016) emphasizes should have manifested itself here to a
considerable extent. Perhaps, the prevalence of the non-canonical configuration
is pronounced among L1 speakers of Bantu languages (cf. Isingoma, 2016,
Nyaggah, 1990, Kuha, 1997), i.e. languages which do not have benefactive
adpositions, while for speakers of languages with benefactive adpositions (e.g.
Lugbarati), the occurrence is limited, since there is similarity between L1
English and such languages. If we take this reasoning to be correct, then the
sporadic occurrence of the non-canonical benefactive PPC could be accounted
for in terms of Meierkord’s (2012) Interactions-across-Englishes model. In this
model, Meierkord (2012) posits that as there exist many varieties of English
in a given country, these varieties not only interact with each other but they
may also influence each other. Isingoma and Meierkord (2022) have provided
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some evidence to that effect with respect to the use of the preposition from to
encode stative location in Ugandan English (e.g. I ate from a restaurant.) as a
feature that could have originated from Acholi (a Nilotic language spoken in the
northern part of Uganda), where an equivalent preposition which canonically
has ablative semantics is also used to encode stative location. The use of from
to encode stative location is, however, widespread in Ugandan English and
ethnolinguistic groups without such substrate influence also use it, though at a
lower rate than L1 Acholi speakers of English. Hence, we could state that while
the use of the non-canonical PPC is ubiquitous among L1 Bantu speakers of
English (cf. Isingoma, 2016, Nyaggah, 1990, Kuha, 1997), non-Bantu speakers
such as L1 Lugbarati speakers of English also show this feature to a small extent
due to interactions across Englishes in the sense of Meierkord (2012), as has
already been proven by Isingoma and Meierkord (2022) with respect to other
features in Ugandan English. But, perhaps, the use of a bigger corpus involving
L1 Lugbarati speakers of English in the future could allow us to come up with
a clearer picture of this phenomenon.

Conclusion

This study has highlighted how L1 Lugbarati speakers use ditransitive
constructions in their L2 English. We have seen the prevalence of the PPC
configuration in our data, and this being the dominant configuration in Lugbarati,
it points to the possible role of substrate influence in the use of ditransitive
constructions among L1 Lugbarati speakers of English. The study has also shown
that, in contradistinction to Isingoma (2016), the non-canonical PPC is not as
pervasive as reported in Isingoma (2016) and this supports the idea that Ugandan
English is not solely influenced by Bantu languages, contra Isingoma (2013,
2016) and Fisher (2000). Rather, this study supports Isingoma and Meierkord’s
(2022) study, among other studies, in which the idea of ethnolinguistic varieties
of English within Ugandan English is floated. However, this state of affairs does
not rule out the fact that these ethnolinguistic varieties may influence each other
to some degree in consonance with the reasoning behind Meierkord’s (2012)
Interactions-across-Englishes model. Given the findings in this study, it might
be right to reiterate Hoffmann and Mukherjee’s (2007, p.5) enunciation to the
effect that “the concept of verb complementational profile is a useful framework
for comparative studies of varieties of English.” While our aim in this study
was not to explicitly compare varieties of English per se, this was achieved
implicitly, since any features of New Englishes are naturally compared with the
superstrate variety, in our case, British English, in terms of divergences from
or convergences with the latter. In addition, our analysis has also highlighted
intra-national variability within Ugandan English, given the departures of our
findings from those provided by Isingoma (2016). However, given the small
size of our corpus, as well as the scope of our study, our findings in the study
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will need to be strengthened by further studies in which larger corpora and a
multifactorial approach are used. Indeed, the current study is just exploratory
and has thus raised important questions, thereby setting the scene for further
studies on this syntactic phenomenon in an L2 variety of English.
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Appendix 1.
Table 3.
Statistical significance of goal verbs using the One-Sample T Test
One-Sample Test
Test Value = 0.05
t Df Sig. Mean 95% Confidence Interval of
(2-tailed) | Difference the Difference
Lower Upper
Identification 6.434 12 .000 6.95000 45966 9.3034
Frequency of PPC | 2.688 12 .020 2.64231 5003 47843
in goal verbs
Frequency of DOC | 1.279 12 225 1.48846 -1.0469 4.0238
in goal verbs
Table 4.
Statistical significance of benefactive verbs in the DOC
using the One Sample T Test
One-Sample Test
Test Value = 0.05
t Df Sig. Mean 95% Confidence Interval of
(2-tailed) | Difference the Difference
Lower Upper
Identification 6.434 12 .000 6.95000 4.5966 9.3034
Frequency of DOC | 1.471 12 167 2.33462 -1.1240 5.7932
in benefactive
verbs
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The dynamic development of the information society has an impact on all spheres
of public life and requires adjustments to the definition of modern priorities in
education. After all, the functioning and continuous improvement of education
as a pedagogical system is closely related to the level of development of society.
Among the set of interrelated structural and functional components of this
system, pedagogical conditions are distinguished, on which the success and
efficiency of the ongoing pedagogical activity depends.

The latter, in turn, necessitates the modernization of the functioning of the
education system at all levels, including higher education. The purpose of
universities is concentrated in the triangle of knowledge: education, research
activities and innovations, focused on the training of competitive specialists. At
the same time, information and communication technologies are becoming an
integral part of the educational environment.

The language policy in the information society is aimed at modernizing education
with the introduction of the latest information technologies in the educational
process and the indispensable use of electronic educational resources (EER) in
learning.

Inthe current situation, teaching foreign languages, the formation of intercultural
competence in the context of a dialogue of cultures and foreign language
professional communication occupy a key place in the competence model
(Bartosch et al., 2020). Modern educational process is focused on diagnostics
and the quality control of specialists’ training in not only innovative methods
and technologies for organizing educational activities, but also computer
technologies that ensure the expanded introduction of electronic control and
measuring materials into the educational process, the implementation of
interactive exercises based on the Internet services or test tasks on the iSpring,
MyTestXPro, Moodle platforms in order to form, control and evaluate language
and speech skills and foreign language skills (referred to as FL).

Timely identification of pedagogical conditions that relate to certain aspects
of education, taking into account the ongoing changes in educational policy in
general and language education in particular and the formulation of didactic
principles on their basis are a necessary condition for constructing private
didactics and a condition for their practical application (Khutorskoy, 2007).

Among the innovative initiatives in the field of language education policy, theory and
practice of teaching a foreign language, the development and expansion of the use of
electronic educational resources in the practice of language training are singled out.
Bukharkina believes that “the concept of an electronic resource can be defined as
any information that requires electronic devices to reproduce” (Bukharkina, 2009,
p. 32). Gura understands EER as a set of software products presented in electronic
form (Gura, 2007). Thus, EER is the most general term that combines learning tools
and is implemented on the basis of computer technology.
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But, if at the very beginning of the use of EER in the educational process,
the motivating factor for students was the very fact of their use, today, when
electronic communication tools have become an integral part of everyday life,
they have lost their former relevance and are perceived as already familiar
learning tools together with a textbook or other didactic materials. For example,
in relation to the text as the main learning tool, the most relevant issue is to
organize working with them. With regard to EER in the didactic literature, the
main emphasis is still placed on the description of existing electronic resources
that are constantly being developed and updated, variable models of various
educational programs, their potential for the development of certain skills and
abilities. The use of new developments that could return the previous level of
students’ motivation to work with these resources is associated with certain
difficulties regarding technical support at the university, financial costs, etc.
Therefore, it seems to us more appropriate to identify pedagogical conditions
that would contribute to the maximum realization of the potential of basic EER,
that is, the most frequently used ones in the educational process, to increase
students’ motivation for learning activities.

The pedagogical conditions, on the basis of which the didactic principles are
formulated further, determine the links between the learning process and
educational technologies and make it possible to organize the educational
process as efficiently as possible. Considering that the learning process is
conditioned by the social needs of society and depends on the external constantly
changing conditions in which it takes place, it is necessary to timely identify
the pedagogical conditions that relate to certain aspects of learning. Thus, the
identification of pedagogical conditions, taking into account the ongoing changes
in educational policy in general and language education in particular, and the
formulation of didactic principles on their basis are a necessary condition for
the design of particular didactics and a condition for their practical application
(Khutorskoy, 2007).

The purpose of the study is to analyze the main parameters of basic EER, that
is, the most commonly used ones, in foreign language education at university
and to identify the pedagogical conditions for their use aimed at improving
motivation of students and, as a result, the quality of education and optimizing
language training.

A number of studies have been devoted to the problems of creating a virtual
educational environment by the means of e-learning technologies and the use
of electronic educational resources. Thus, the methodological aspects of EER,
which are the part of the structure of pedagogical theory and form a system of
activities during which knowledge is mastered, were actively studied (Doliner,
2003; Robert, 2014; Vagramenko et al., 2002). In the didactic literature a
typology of EER is given as testographic and hypertext information, video or
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sound fragments and multimedia (Polat, 2012); the processes of educational
sphere computerization and the didactic properties of electronic teaching aids
at the university, school and in advanced training of teachers are considered
(Boldova, 2008; Evdokimova, 2007; Ilyina, 2013; Hannifin & Hooper, 1993;
Siemens, 2005; Trainev, 2007; Zakharova, 2006, etc.); innovative trends in the
use of ICT and e-learning methods in teaching practice are analyzed (Horton &
Horton, 2005; Khutorskoy, 2008; Nass, 2010; Sizer & Fatt 1998; Sysoyev, 2012);
the experience of using interactive teaching aids and electronic textbooks is
summarized (Ageev, 2003; Andreev, 1999; Drews, 2010; Solomatina, 2011).

A separate place in the study of e-learning is occupied by the understanding
of e-learning methods in language education and their role in the formation of
the intercultural communicative competence of students (Bartosh, Galskova &
Kharlamova, 2017; Bordovsky, Gotskaya, Ilyina, Snegurova, 2007; Georgiev
& Krastev, 2009; Kudryavtseva, 2007, Manako & Voronkin, 2014; Nesterova,
2005; etc.).

Nevertheless, a number of questions remain open regarding both the practice of
using EER andthecreationofpedagogical conditions, primarilysocio-psychological
ones, that help motivate students to work with EER in the educational process and,
accordingly, maximize the use of the didactic potential of these resources, which
is due to their constant development, as well as to the modernization of education
in general and language education in particular. Ivanova emphasizes that “[t]he
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” (Ivanova, 2021, p. 62).

Through the analysis of the scientific and methodological literature on the
process of computerization of the educational sphere and the study of the didactic
properties of electronic learning resources, data were obtained on current trends
in the use of electronic educational resources in the study of foreign languages,
and the basic EERs used in the educational process were determined.

The study of the problem was supplemented by empirical data of observation and
experimentin a projected environment using certain types of ESM. The experiment
involved the students of the 5th semester, studying the discipline “Practical course
of the German language” (total number of people — 26, German as the main foreign
language) in September-May 2022 at the Moscow State Linguistic University. The
study was conducted in natural learning conditions: students were offered various
tasks using EER. In the process of observation, an Observation Card was filled in
—aprotocol containing parameters for evaluating the behavior of students and the
quality of the tasks they performed. Each parameter has evaluation criteria, which
makes it possible to interpret the observation results quantitatively. The total
number of points for each student was calculated separately for each parameter.
Then these scores were summed up.
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Today, the modern didactic concept of learning based on electronic educational
technologies combines Internet resources, electronic libraries, online tests and
practical tasks, various computer equipment, etc. into a unified system (Solovov
& Menshikova, 2015).

The didactic properties of EERs used in the educational process, revealed during
the analysis of theoretical literature, allowed us to classify them according to
their intended purpose (Scheme 1). Each type has its own didactic functions.

The drawn up scheme was used for the experiment.

/
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Informative

By the purpose

of use |
Training
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nSAZE

characteristics
Multimedia

Figure 1. Classification of EER in teaching foreign languages

In the course of the psychological and pedagogical experiment, pedagogical
conditions were predicted, the students were offered the tasks using EER
according to their intended purpose under various conditions, that can actualize
the work with these resources for students and motivate them to active and
productive activities in a foreign language.

When analyzing the activity of students in the process of observation, the
following parameters were evaluated:

e emotional-volitional and meaningful aspects of learning activities,
e motivation for learning activities, as well as

e qualitative (psychological) characteristics of completed tasks for producing
their own statements in a foreign language.

These characteristics testify to the student’s personal interest in completing the
task. The parameters and evaluation criteria are presented in the observation
card (see Appendix 1).
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The use of different types of EER creates certain pedagogical conditions. Let
us further consider the identified pedagogical conditions for the use of various
groups of EER.

Demonstration EERs provide support for the teacher’s explanations and include
visual teaching aids developed and implemented on the basis of computer
technologies: various video products, maps, diagrams, visual aids, etc.

Changes in the cognitive activity and cognitive characteristics of students at the
present stage lead to the extensive of visualization technology in the educational
process. At the same time, visualization is understood as a method, a method of
providing information in the form of an optical image, leading to the creation
of visual images in the perceiving consciousness. “The verbal transmission of
knowledge has lost its leading character and is being replaced before our eyes
by a visual way of transmitting and perceiving information” (Babkina, 2017,
p. 14). Despite the fact that this problem is reflected in the scientific literature,
it still seems to be insufficiently developed. Researchers point to the fact that
the effectiveness of the perception of educational material in a visual way is
based on psychological patterns and depends on the degree of implementation
of the cognitive (and not just illustrative) function of the used visualization
(Lavrentiev et al., 2002).

This circumstance provokes the close attention paid by the psychological and
pedagogical literature to the technology of visualization using electronic means
and the integration of students’ computer perception of information into the
educational process. At the same time, it is necessary to take into account the
correspondence of the structure of visual educational information to the laws of
cognitive activity.

So, in the course of our research, when presenting a new grammatical material,
anaphoric and cataphoric connections in the text, two methods of its presentation
were implemented. According to the first method, the deductive method, the
material was explained by the teacher using a presentation with the examples.
According to the second method — inductive, the students were asked to analyze
the examples presented in the presentation and derive a rule, and through an
interactive presentation they could transform the sentences, rearrange the
studied phenomena in the sentences. Assessing the activity of students in the
process of observation according to the parameters in the "Observation Card"
showed that when using the inductive method, the total of all points for the
evaluation criteria was 2 times higher than the number of points that was noted
when using the deductive method.

Based on this, we can formulate the following pedagogical condition for the
use of EER in education: integration of visual educational information into the
educational process using electronic means, while simultaneously activating
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the cognitive activity of students and taking into account their cognitive
characteristics, contributes to the better perception of this information and the
development of the cognitive abilities of students.

The second type of EER — informational — is aimed at developing the ability
of students to find information, summarize and critically evaluate it, to develop
their skills and abilities in reading, listening based on authentic texts, speaking
based on a problematic discussion of information, as well as replenishing
vocabulary, familiarization with the sociocultural aspect of the language,
the peculiarities of the speech behavior of native speakers, the formation of
sustainable motivation based on the systematic study of “live” materials
(Bartosch et al., 2017). EER authentic and educational data is actively presented
on the Internet, but can also be developed by the teacher and students with the
help of certain resources (for example, Kapwing, Clipflair, Amara — platforms
for adding subtitles in different languages and voice acting; Sony Vegas Pro 10
or Any Video Converter — programs for creating your own video; Paint.NET,
Comic Life, Pixton — programs for creating comics; Zunal, Quster — services for
creating web quests, etc.).

The relevance of information is one of the main advantages of an EER, in
contrast to printed textbooks, and is especially important when it comes to
statistical data. But relevance implies not only the “freshness” of information,
but also its significance and importance for the recipient. And in this sense, this
concept is relative and subjective. Accordingly, while providing students with
a variety of information by electronic means, it is necessary to simultaneously
give them the opportunity to choose relevant information for themselves.

So, for example, students on various topics were asked to: a) make a review
of an article selected by the teacher from the Internet; b) make a review of an
article chosen by students on the Internet on their own, and acquaint classmates
with its content. In the first case, during the observation, a low level of activity
was revealed, 25% of the students did not complete the task. In the second case,
there was high activity in all evaluation parameters.

An independent search for the information by students and its description
allows not only to realize the personality-oriented nature of learning, but also
provides more opportunities for subsequent discussion of the analyzed data and
organization of discussions. The teacher can manage the selection of material
without depriving students of independence in determining the relevance of
information.

The possibility for students to choose relevant information for themselves
through information EER is a condition for its perception as personally
significant and, accordingly, a condition for increasing learning motivation and
learning productivity.
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The third type of EER — training — includes interactive tests and exercises,
simulators, intellectual games, etc. EER data provide students with the
opportunity to choose an individual training plan independently, a system of
training tasks and the tasks depending on the level of preparation, to make
their own choice of ways to control and correct skills. Thus, the subjects of the
educational process develop an individual style of activity, a culture of self-
determination is formed, and their personal development is stimulated.

Using the resources of Wordsearch, Kubbu.com, Socrative.com, Quizzlet,
Quizziz, and others, the teacher can create training tasks independently, taking
into account the language capabilities and preferences of the group.

These tasks, performed by electronic means, are usually called “interactive”,
since the information and communication system actively and diversely
responds to the actions of a user. Taking into account the methodological
concept of interactivity, we consider it necessary to include in such tasks a
creative or research aspect, as well as such capabilities of computer systems as
hypertext and multimedia, that is, to focus students not only on the discussion
of educational material, but above all on the active interaction of the teacher
represented by the system and the user represented by the student. These
opportunities allow the teacher to train various types of speech activity and
involve them in different combinations, which in turn helps to understand
linguistic phenomena, form foreign language abilities, and automate linguistic
and speech actions. Observations show that students are more motivated to
perform interactive language tasks, in which they can, through hyperlinks,
derive the rule themselves or find out additional information on a particular
linguistic phenomenon, that is, those tasks that are of a research nature. At
the same time, we noted that students prefer tasks with feedback, that is, the
reaction of the computer to the student’s input answer. Feedback allows students
to instantly check which language means and phenomena they have mastered
and evaluate their progress.

Thus, the following can be distinguished as pedagogical conditions for the use
of EER in the educational process: the interactive nature of computer tasks
increases the productivity of learning in comparison with technical means
without the feedback, the activity nature of training EER contributes to the
motivation of students to a greater extent and determines the possibility of
their individual educational trajectory than passively perceived and practiced
educational material.

EERs that provide communication are part of the EERs allocated on the
basis of their intended purpose. Blog technology can be used in almost any age
audience, regardless of the level of language proficiency, since it has great didactic
potential due to the properties of this resource, such as: publicity, linearity,
hypertext structure, multimedia, the ability to moderate Wiki technologies
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provide students with the opportunity to participate in the creation and editing
of a document. This element is useful if a group of students is working together
on a task (Ilyina, 2013, p.12). Wiki technology in the educational process
provides an opportunity to organize extracurricular networking on a language
and cultural project.

The use of Pod Cast tasks makes it possible to develop and improve the skills of
recognizingspeechsoundsaspartofthe formation of communicative competence,
to master various types of speech activity and language phenomena, to develop
one’s own linguistic abilities, etc., intensifying the student’s independent work
online (Solomatina, 2011).

Means of synchronous video-internet communication provide an opportunity
to organize video and audio communication between two or more users in real
time in the educational process. At the same time, students develop auditory,
dialogic and monological skills. In addition, these tools allow teachers to leave
video and audio messages online and offline, which makes it possible to post
time-delayed comments on the viewed materials in the chat, record and send
video or audio materials, organize group discussions, etc. One can also use
chats, in which up to 6 students are simultaneously in real time on or offline, to
develop students’ ability to read and write in a foreign language.

Thus, in the course of the study, we organized extracurricular work on a remote
basis. The main goal is the development and improvement of communicative
competence, but not by performing specially selected exercises and tasks by the
students, but by involving them in the process of free motivated communication.
In the created group, the teacher periodically published certain problem/
discussion questions on the topic of the lesson and asked the students to speak
out. The advantages of this format of work include a delay in time (students
can answer within one day or a weekend), and they have the opportunity to
think and formulate an answer. Also, the students can react to other people’s
opinions. Discussion questions were compiled by the teacher independently
on the basis of educational topics or were borrowed from the textbook. The
teacher also offered questions to the texts, for example, about the behavior of
characters or certain events, as well as such tasks as to find interesting facts
about something, explore the etymology of words, express an opinion about a
quote, etc. Observations showed a high level of student activity in all evaluation
parameters. Observations show that the automation of certain language or
speech models is more productive not outside and not before foreign language-
speech activity, but in the conditions of this activity, that is, in the process of
direct communication.

The properties of modern resources give students more opportunities to develop
cognitive and creative abilities, and, accordingly, linguistic ones.
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Thus, we can conclude that an increase in the share of open tasks in the
educational process, implemented through EER, is a condition for increasing
the share of communication in the classroom and, accordingly, the effectiveness
and intensity of the development of foreign language speaking skills.

The group of EERSs, allocated according to the characteristics of the technical
means used, includes multimedia and information and communication
resources. Multimedia are computer tools that, simultaneously with the help
of sound, animated computer graphics, video sequence, present information
in various forms (textual, auditory, graphic, video information) and provide a
person with the possibility of interaction with it. This means that a computer
in addition to textual methods enables the user to receive information through
all possible channels of perception: audio, video, animation, 3D image, etc.
Therefore, multimedia makes it possible to perceive information simultaneously
by several sensory organs, presenting any audiovisual information on the
computer screen and establishing an interactive dialogue between the user and
the computer system.

Multimedia implies the integration of text, sound, image, video, i.e. their
presentation in a single spatial and temporal stream. Such integration provides
a comprehensive impact on students, the possibility of their virtual immersion
in a professional, subject-visual, language environment, etc.

Information and communication resources are understood as “information
channels and software tools for creating, collecting, storing, transmitting,
processing, using information” (Sysoyev, 2012). This concept is synonymous
with the concept of “electronic technologies”, since we are talking about the
technical capabilities to carry out wireless communication, develop interfaces,
visualize, transform, systematize and update information, etc. Thus, not all
information and communication resources can be called multimedia, but all
multimedia resources belong to information and communication.

Experts argue that a multisensory environment speeds up response, improves
accuracy, improves stimulus perception and coding at the moment of learning
(Andreeva, 2017; Pastushenko & Popova, 2014). This statement is based on
research in psychology, in particular on the position of multisensory integration
in sensory perception (Smith, 2020).

In the course of practical observation, a higher activity of students was noted
when working with videos (the total score of one of the lessons was 226) than
when working with a dialogue in the textbook (the total score of one of the
lessons was 134).

Accordingly, the use of multimedia EERs, which ensure the simultaneous use of
different sense organs and channels of information perception, is a condition
for more productive perception and assimilation of information.
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In the process of observation, students were offered tasks using EER according
to their intended purpose under various conditions. The analyzed activity of
students made it possible to draw a conclusion about the expediency of certain
pedagogical conditions.

In the course of the study, pedagogical conditions were established when using
various types of EER, which ensure the effectiveness of the process of teaching
foreign languages. On the basis of systematic observations of the activity of
students in the classroom and the evaluation of their productive activities,
pedagogical conditions were identified that contribute to the activity of students
when working with EER, taking into account the intended purpose of these
resources.

The use of Demonstration EER provides visualization of educational material
and activates the cognitive activity of students.

The application of Informational EER increases the amount of knowledge and
provides personal growth, increasing motivation in learning. Training EER
ensures the productivity of training, creates conditions for the individualization
of training, stimulates the independence of working out the material, which
undoubtedly motivates the students. Providing communication EERs lead to
increased communication and intensification of speaking skills and speech
production.

Multimedia and Information and communication EER create conditions for
the complex impact and activation of the educational and cognitive activity of
students and increase the effectiveness of learning.

Thus, electronic educational resources make it possible to increase the efficiency
of the educational process by activating the cognitive activity of students by
including them in an emotional cognitive activity organized on the basis of
multi-media technologies. It provides an opportunity to study the material on
individual educational tracks, taking into account personal inclinations and the
level of intellectual development of students; provides visibility in teaching;
increases the level of independence in the development of discipline.

The modern learning process cannot be imagined without stable links between
learning processes and information and communication technologies, the most
important component of the introduction of which into the educational process
are electronic educational resources.

EERs have significant opportunities for intensifying the educational process,
which is manifested in automated control, instant access to information, in
the individualization of learning, in the ability of students to determine their
educational trajectory.
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EER, assuring virtual foreign language communication, provide an opportunity
to work with the information of various types and motivate students, carry out
communication and networking between a teacher and a student, create an
atmosphere of cooperation and co-creation in the “student-student” system.

The identified pedagogical conditions for the use of EER in teaching foreign
languages, regarding the objectives of a particular stage of learning, taking into
account the cognitive characteristics of students, the possibility of choosing and
determining the relevant information by students, the interactive and activity
nature of computer tasks, increasing the share of open tasks, multimedia
resources in the educational process, are aimed at guiding the teacher in
choosing the necessary EER and the methodology for its application to increase
the productivity and efficiency of language training.

Informatization of the educational space requires the search for new
methodological, organizational and technological solutions in the field of
teaching foreign languages, the effectiveness of which is associated with
e-learning a subject, taking into account the sociocultural peculiarities and the
cognitive base of students.
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Appendix 1.
Observation Card
No Observation parameters | Scores
1. Emotionally volitional aspect of educational activity
Active, controls his actions in accordance with the learning situation. 2
Active, but does not correlate his actions and words 1
with the learning situation
Inappropriate verbal or motor activity. 0
2. The content aspect of learning activities
Focused on learning activities: active participation in the task, 2
interest in activities
Partially focused on learning activities: selective participation 1
in the task, lack of visible interest in activities
Passive in relation to the educational process: passive or 0
non-participation in the task, lack of interest in activities
3. Motivation for learning activities
Adequate: interest, emotionality 2
Partial: interest in certain types of learning activities or 1
for a limited period of time
Inadequate: Ignores task completion 0
4. Qualitative characteristics of students’ answers
Initiative 0-1
Individuality/originality 0-1
Independence 0-1
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Abstract: This study aims to investigate Saudi teachers’ pragmatic awareness and the
impact of their gender and qualification. A lack of appropriate knowledge and pragmatic
activities may limit students’ pragmatic growth in the target language. Thus far, most
pragmatic research has focused on issues concerning learners’ pragmatic competence,
with only a few studies focusing on teachers’ pragmatic competence, particularly in
English as a Foreign Language (EFL) contexts. A total of 86 EFL teachers from Saudi
public schools participated in this study. The questionnaire created by Ivanova (2018) was
used to collect data for this study. The findings indicated that even though some teachers
did not respond or provided irrelevant or incorrect examples of speech acts, Saudi EFL
teachers have a relatively high level of awareness in general, and teachers’ qualifications
and gender have no significant effect on pragmatic awareness, with female teachers having
slightly higher pragmatic awareness than male teachers, and master’s degree holders
having slightly higher pragmatic awareness than bachelor’s degree holders. This suggests
that, while individual characteristics, such as gender and degree, have no apparent effect
on awareness, teachers should be aware of their own pragmatic competence to develop
their students’ pragmatic competence.
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Introduction

Little research has been conducted on how English pragmatic knowledge is
perceived and evaluated by Saudi Arabic-speaking teachers. Thus, this study
hopefully will enable policy and professional development decision-makers to
take the required actions to guarantee that English teaching produces better
results. In a nation such as Saudi Arabia, where English is taught as a foreign
language, educational authorities take steps to encourage English language
teaching and assessment methods. The Saudi 2030 Vision has placed much
emphasis on projects, such as providing pupils with the knowledge and skills
they need for future employment (Human Capability Development Program,
n.d.). Speaking the target language is essential owing to the rise in foreign
investment and the growing role of Saudi Arabia in the international economy.
This prompted the Ministry of Education to develop measures to increase the
quality of English teaching techniques. In addition, it has recently made English
a compulsory part of the primary school curriculum (Ministry of Education,
2021).

Studies have shown that providing English as a Foreign Language (EFL) students
with pragmatic instruction helps them become more fluent communicators (see,
e.g., Tajeddin & Alemi, 2020). According to Taguchi (2008), while EFL learners
may not interact with native English speakers, they can develop pragmalinguistic
and sociopragmatic competences similar to learners in English as a Second
Language (ESL) contexts and native speakers. Taguchi (2008) explains,

Hence, it seems that learners in a FL environment are not necessarily
disadvantaged in pragmatic development; pragmatic comprehension develops
naturally in domestic, formal classroom settings that afford limited opportunity
for input, communicative practice, and pragmatic awareness, as long as the
context affords sufficient resources for such development (p. 443).

Although the evidence for effective pragmatics teaching methods is inconclusive,
review papers (e.g., Taguchi, 2015) show that explicit education is more effective
than implicit instruction. Studies have shown that implicit and explicit pragmatic
instruction in both ESL and EFL settings improves pragmatic competence
(Bardovi-Harlig, 2001; Taguchi, 2015). However, formal pragmatic instruction
in EFL signifies L2 pragmatic norms and raises EFL learners’ awareness, which
improves their target language comprehension (Bu, 2012; Chang, 2011; Rose,
2005). Bu (2012), for example, discovered that Chinese EFL students who
received explicit pragmatics instruction outperformed students who received
implicit and no pragmatics instruction. The study reported that direct instruction
improves language learners’ ability to use language in everyday contexts,
whereas explicit instruction helps them focus and accomplish better results.

Teachers are the primary source of L2 input in EFL environments. Their
classroom interactions offer students linguistic and lexical information and
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skills for speaking effectively in the target language in various situations. A lack
of adequate information and correct pragmatic practices may impact students’
pragmatic development in the target language. Students’ low sociopragmatic
awareness may also be viewed as a consequence of teachers’ general lack of
pragmatic instruction (Wyner & Cohen, 2015).

Researchers (e.g., Bardovi-Harlig & Griffin, 2005; House, 1996; Koike &
Pearson, 2005; Rose, 2005) have shown that pragmatic awareness pedagogy
positively influences students’ pragmatic competence while learning a second
language. Thus, this study is conducted to fully understand teachers’ pragmatic
awareness, particularly in contexts where students’ interaction with the foreign
language is limited and strongly dependent on their instructor.

More research on the pragmatic beliefs and attitudes of pre-and in-service
teachers should be conducted to effectively target and customize pragmatics
instruction (Savvidou & Economidou-Kogetsidis, 2019). To understand EFL
learners’ communicative capacity, we need to examine a hitherto unknown area
of literature: the pragmatic competence of Saudi Arabian teachers in public
schools. This study aims to shed light on teachers’ pragmatic awareness and
address the following research questions.

1. To what degree do Saudi EFL teachers believe pragmatics is important
in acquiring a second language and teaching pragmatics?

2. How do gender and educational qualifications influence teachers’
responses?

3. What are some frequent speech acts that English teachers are aware of?

Literature Review

Communicative Competence and Speech Acts

EFL teachers can positively impact their students’ pragmatic competence.
However, teachers need a high level of competence to achieve this positive impact.
Pragmatic competence, that is the ability to understand and convey meanings
flexibly in literal and non-literal ways, has been a major focus of interlanguage
pragmatics. It is described as the study of the processes through which non-
native speakers of a language develop their competence in understanding
and performing actions in a target language (Kasper & Rose, 2002). This is
partly due to the popularity of various communicative competence theories in
the 1980s and 1990s (Kasper & Rose, 2002; Taguchi, 2011). The following is
Crystal’s (2008, p. 379) definition of pragmatics:

The study of language from the point of view of users, especially of the choices
they make, the constraints they encounter in using language in social interaction
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and the effects their use of language has on other participants in the act of
communication.

According to the literature, both linguistic competence and pragmatic ability are
crucial components of communicative competence. In response to Chomsky’s
distinction between competence and performance, Hymes (1972) characterized
communicative competence as encompassing not only language skills (or
grammatical competence), but also contextual or sociolinguistic competence.
As a result, many scholars have proposed and developed theoretical models
for defining communicative competence (Bachman, 1990; Bachman & Palmer,
1996; Canale, 1983; Canale & Swain, 1980). Communicative competence
traditionally consists of two main parts: the ability to use language appropriately
and the understanding of language, which includes linguistic competency and
pragmatic competence (Niezgoda & Roéver, 2001; Taguchi, 2011). The latter
includes achieving communicative ability in a second language.

Sociopragmatics and pragmalinguistics, the two facets of pragmatic competence
highlighted by models of communicative competence, are both important for
understanding the pragmatics of a given situation (Bachman, 1990; Leech,
2016). The former refers to how individuals’ social perceptions affect their
performance and understanding of linguistic activities and is defined as “the
Sociological interface of pragmatics” (Leech, 2016, p. 10). The latter refers
to “the particular resources which a given language provides for conveying
particular illocutions” (Leech, 2016, p. 11).

Speech act theory is a subfield of pragmatics that investigates how words may be
used to execute acts, in addition to conveying information (Omar & Razi, 2022).
Speech acts are utterances with locutionary, illocutionary, and perlocutionary
forces. (Omar & Razi, 2022). A speech act’s linguistic or literal meaning is
its locutionary or propositional meaning. Based on their state of mind and
circumstances, the speakers’ implied meaning of the speech is an illocutionary
force. A speech act’s perlocutionary force is determined by its influence on the
listener (Huang, 2014; Searle, 1976).

Searle (1976) categorizes speech acts by illocutionary force, or the speaker’s
intended meaning, to include representatives, directives, commissives,
expressives, and declarations. A representative speech is any statement in
which the speaker commits to the fact or truth. Directives tell someone to do
something. Commissives are speakers’ commitments to doing something in the
future; they include pledges, threats, and offers. Expressive speech acts convey
psychological states. A declaration is a statement that affects or changes the
state of an object. Although research on learners has been conducted in this
field, investigations on language instructors’ pragmatic knowledge are relatively
rare.
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Teachers’ Pragmatic Awareness Research

Teachers are the major source of L2 input in EFL settings. Teachers’ educational
programs should incorporate pragmatics because a pragmatic understanding
of norms and variation is necessary for language teachers’ knowledge base
(Ishihara, 2011). While studies suggest that implicit and explicit pragmatic
teaching in both ESL and EFL contexts enhance pragmatic ability (Bardovi-
Harlig, 2001; Taguchi, 2015), formal pragmatic instruction in EFL denotes L2
pragmatic norms and elevates EFL learners’ awareness, which improves target
language comprehension (Bu, 2012; Chang, 2011; Rose, 2005).

Recently, researchers have attempted to uncover more about teachers’ pragmatic
awareness, particularly in EFL contexts, when exposure to a foreign language
is restricted and depends on the instructor. To assess pragmatic awareness
and its role in teaching and learning a language, Ivanova (2018) conducted a
study on 30 English teachers working in secondary schools in Bulgaria. She
used a comprehensive survey with open-ended questions regarding various
aspects of pragmatics and Likert-scale statements that participants agreed or
disagreed with. According to the study’s findings, while the majority of teachers
demonstrated some level of pragmatic awareness and confirmed that teaching
and assessing pragmatic competence is essential, 43% of teachers were unable
to mention any speech acts.

Tajeddin and Khodaparast (2020) examined EFL teachers’ metapragmatic
awareness and pragmatic instruction. A 30-item questionnaire was distributed
to 300 EFL teachers from private language institutions, and they were examined
according to four components: teachers, learners, institutes and colleges, and
coursebooks and assessments. Classes of 30 instructors were qualitatively
assessed using a 20-item observation checklist. The results showed that only
‘language teachers’ had high pragmatic awareness. However, class observations
showed they did not regularly teach pragmatic features. Furthermore, the mean
pragmatic awareness questionnaire scores of the less-experienced and more-
experienced teachers were not statistically significant except for language
teachers. The lack of pragmatic training in teacher education programs may
explain the poor awareness and practice.

Glaser (2020) evaluated 84 future foreign language instructors in Germany,
which used a different study tool and judged examination to determine their level
of pragmatic awareness. The task had 15 situations that assessed instructors’
abilities to recognize and correct grammatical and pragmatic mistakes. Despite
being able to identify pragmatic challenges, the instructors struggled to resolve
them.

Ariani et al. (2021) investigated the perceptions of 104 Indonesian EFL teachers
on pragmatic competence and pragmatic socialization using an exploratory
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research design that included a questionnaire and focus group interviews. The
results revealed that even though teachers have a tendency to isolate linguistic
knowledge from its application in a given context, most acknowledged the need
to teach English pragmatics. They recognized the importance of pragmatic
socialization in developing learners’ pragmatic competence and identified the
numerous pragmatic socializing roles that EFL learners need to be aware of.
Teachers considered explicit and implicit language socialization procedures
promising and worthwhile to practice, even though how to execute them was
unclear.

A descriptive study and sequential mixed methods were employed by Korkmaz
and Karatepe (2023) to evaluate Turkish university EFL instructors’ pragmatic
awareness and competence. 61 EFL instructors’ pragmatic awareness and
competence were assessed using 12 items in five categories: teaching linguistic
knowledge; pragmatic knowledge and communicative English teaching;
teaching strategies for teaching pragmatic knowledge; culture and identity in
teaching English and the need to comprehend various varieties of English; and
aspects impacting teaching pragmatics. It was found that EFL teachers had
a moderate understanding of pragmatics and how to teach pragmatics. Most
instructors emphasized the need to teach about pragmatics and cross-cultural
issues, and they incorporated teaching styles and practices that address the
needs of linguistically and culturally diverse students.

Al-Qahtani (2020) used a mixed-method study methodology to investigate
the importance of teaching pragmatic competence in English, how Saudi EFL
teachers incorporate it into their teaching, and the challenges they experience.
The researchers employed semi-structured interviews and guided classroom
observations, and 160 Saudi EFL instructors (male and female) from public
schools answered a pragmatic competence questionnaire. While there was
a lack of proper pragmatic input, there was a recognizable incorporation of
pragmatic teaching. The study also revealed that, while teaching pragmatics,
the teachers encounter numerous challenges and constraints that call for training
programs to help teachers improve their abilities to deal with pragmatic-based
instructional activities.

Few studies have been conducted to explore the differences in pragmatic
competence between male and female English foreign-language teachers. Even
though gender is one of the most fundamental features of individual differences,
studies have only highlighted the differences between men and women in a
few areas, such as language taboos, phonetics, vocabulary, communication
patterns, and so on (Usuludin et al., 2021). Chen (2017) found significant gender
differences in pragmatic competence among non-English-major postgraduates
in China, with females having better pragmatic competence than males but no
significant differences among majors, age, or job experience.



72 Studies in Linguistics, Culture and FLT - Volume 11, Issue 1. ISSN 2534-952X

In another study on gender differences in pragmatic competence and motivation,
Usuludin et al. (2021) compared male and female students’ pragmatic skills
and motivation. The study included 109 tenth-grade EFL students (male and
female) in high schools. They found that the pragmatic competence of male
and female students differed significantly and that pragmatic competence and
English learning motivation were positively correlated.

In Al-Qahtani (2020), there were no statistically significant variations in
teachers’ average estimates of the extent to which they employed pragmatic
competence when teaching English as a foreign language (EFL) based on gender
(male, female). Saudi male and female EFL learners’ pragmatic awareness
was examined by Almegren (2022). There were slight variances between both
genders in the pragmatic awareness of 56 intermediate-to-advanced university
EFL learners, male and female language learners. However, the statistical
analysis revealed no significant gender differences.

Several studies in EFL contexts concur that EFL teachers experience challenges
while teaching pragmatics, even when their pragmatic awareness seems
sufficient. Teachers are considered the source of the greater part of learning
inputs, although this field of study remains underrepresented. Research is
scarce on English language teachers who are not native speakers, in addition
to a scarcity of research on EFL pragmatic awareness. There appears to be no
consensus among researchers regarding the approaches that should be used to
investigate this issue. Teachers can work in various settings, each with unique
challenges and opportunities. It is worthwhile to investigate Saudi teachers’
knowledge of pragmatic competence, gender, and qualifications, which may
influence their pragmatic teaching practices.

In light of these issues, this study aims to assess the pragmatic awareness of
Saudi teachers in a context that has not been sufficiently addressed in prior
studies.

Methods

Depending on the nature of the study and the information needed, this study
used a descriptive technique that involved collecting data about a particular
occurrence and analyzing that data to arrive at the conclusion. This study used a
quantitative method to gauge Saudi teachers’ pragmatic competence awareness
to increase their students’ competence.

The questionnaire developed by Ivanova (2018) was used to collect data on the
study’s objectives. This instrument has three major sections. The first component
gathered information about the participants’ age, gender, qualification, and
length of experience. Furthermore, the teachers were asked to answer two
questions about their knowledge of the concept of pragmatics and whether
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they considered their own pragmatic ability to be good. The second section
of the questionnaire evaluated the participants’ awareness and assessment of
pragmatics. This section has ten questions, each with a Likert scale score ranging
from one (Strongly Agree) to five (Strongly Disagree). The statements on which
they were asked to agree or disagree concerned their beliefs about pragmatics
and its teaching. In the third section of the questionnaire, the participants were
asked to list speech acts that students must master to communicate successfully
in English.

This study followed the ethical procedures of the institution. The first draft of the
generated questionnaire was administered to five teachers to assess its content
validity and to ensure that the language used was clear and understandable.
The teachers agreed that the items were appropriate for the objectives and that
phrasing was appropriate.

After providing the instructions detailing the research goal and a link to
an online questionnaire, the questionnaire was distributed to the teachers via
social media platforms to ensure that the survey reached a broad number of
respondents. In contrast to the original study by Ivanova (2018), this study’s
respondents were given a brief explanation of what pragmatic competence
is, to obtain more accurate information about their perceptions and to avoid
alienating them by challenging their knowledge. During the second academic
semester of 2021, 120, male and female Saudi teachers majoring in English and
working as English teachers in Saudi Arabia’s public schools completed the
online questionnaire, which resulted in a random sample of male and female
participants. Two participants had PhDs, while 32 said they were unfamiliar
with pragmatic competence. Consequently, 34 responses were eliminated from
the study, yielding a sample size of 86. Of the participants, 60.5% were male,
and 39.5% were female; 64% had bachelor’s degrees in English, while 36% had
master’s degrees. The information on the participants is presented in Table 1.

Table 1.
Participants’ Information
Variables Frequency Valid percent
Female 34 39.5
Gender
Male 52 60.5
Bachelor 55 64.0
Degree
Master 31 36.0
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Variables Frequency Valid percent
30 or younger 8 9.3
31-39 48 55.8
Age
40-49 26 30.2
50 or older 4 47
Teach g 2-28 years
experience

Afterdatacleaning, 86 Englishteachers’ responses were evaluated. The participants
differed in age, gender, academic degree, and teaching experience. The numerical
data were imported into Statistical Package for the Social Sciences version 23.
(SPSS). The responses were categorized according to the three study questions.
Descriptive statistics were produced to establish the participants’ perception of
pragmatic competence, and inferential statistics (independent t-tests) were used
to identify differences depending on the gender and qualification variables. Given
the diversity of the respondents, Cronbach’s alpha evaluation of the questionnaire
items yielded a reliability measure of 0.93.

Results

Ivanova’s (2018) survey was used to investigate and analyze the participants’
levels of pragmatic awareness. This includes participants’ familiarity with
pragmatics and their beliefs about the importance of pragmatics. To respond
to the first question, which concerns teachers’ perspectives regarding the
significance of pragmatics in learning a second language and the approaches
they use to teach pragmatics, teachers’ perspectives were calculated using
means, standard deviations, frequencies, and percentages.

As shown in Table 2, the participants demonstrated a relatively high level of
awareness in almost all items. Of the teachers, 73.3% believed that having a
competent level of pragmatics is essential for language learners. Even though
the vast majority of respondents (approximately 68.6%) believed that pragmatics
should be part of effective language education programs, only approximately
56.9% of teachers believed that pragmatics should be explored and tested. Of the
teachers, 68.6% were either in agreement or strongly agreed that politeness was
fundamental to pragmatics. However, 61.7% of teachers believed that politeness
differs greatly from one culture to another. Regarding speaking in English, most
teachers (66.2%) believed that having a solid understanding of the appropriate
politeness norms is essential for students.

Regarding the pragmatic teaching practices teachers engage in, most teachers
stated that they make their students aware of the significance of pragmatic
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competence and draw their attention to pragmatic appropriateness, with 57%
and 55.8% of teachers reporting these practices, respectively. In contrast, less
than half of the teachers admitted (48.8%) that they did not address the pragmatic
errors made by their students in a systematic manner. Of the teachers, 61.6%
agreed or strongly agreed that their students were sensitive to rude or aggressive
verbal behavior.

Table 2.
Participants’ Responses about the Importance of Pragmatics
and their Pragmatic Teaching Practices (N=86)

sSb | D NL A SA
N| % [N| % | N| % [N|%|[N|%

381 (1217 |81 |7 (81| 9 |105]35|40.7| 28 | 326

ltem M | SD

PC is important for lan-
guage learners.

The instruction of PC
should be part of an ef-
fective language teaching
program.
Learners’ PC should be

part of an effective lan- {3.51(1.19| 8 | 93 | 7 | 81| 22 [256| 31| 36 | 18 |20.9
guage testing program.
Politeness is an important
aspect of pragmatics.
Politeness is culture-
specific.

It is important for students
to be aware of politeness
norms when speaking
English.
| make my students aware
of the significance of PCin| 3.48 [1.29| 8 | 9.3 |14 |16.3| 15 [17.4| 27 |31.4| 22 |25.6
language learning
| draw my students’ atten-
tion to pragmatic appropri-| 3.35|1.23| 8 | 9.3 | 16 |18.6| 14 [16.3| 34 |39.5| 14 |16.3
ateness
| correct learners’ pragmat-
ic error systematically
My students are sensitive
to impolite or aggressive |{3.66 (118 6 | 7 | 8 | 9.3 | 19 [221| 29 |33.7| 24 |27.9

verbal behavior

M = Mean; SD = Standard Deviation; SD = strongly disagree; D = disagree; NL = neutral; SA =

strongly agree; A = agree; N = number of respondents; % = the percentage of responses; PC =
Pragmatic Competence

367(116| 7 |81 |7 |81 |13 |15.1]39|453| 20 |23.3

387 (12116 | 7 | 6| 7 |15 |17.4]25|29.1| 34 |39.5

366(128| 8|93 |8 (93|17 |19.8]25|29.1| 28 |32.6

3.69(143|11(12.8|10[11.6| 8 | 9.3 |23 |26.7| 34 |39.5

3291116 | 7 |15(174| 23 |26.7| 32 |37.2| 10 | 11.6
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To address the second question concerning how teachers’ responses varied based
on gender and qualifications, independent t-tests were conducted to evaluate
the differences based on gender and qualification variables. Male teachers had
a mean score of 35.65, whereas female teachers had a mean score of 36.53.
Male teachers had a standard deviation of 9.47, whereas female teachers had
a standard deviation of 10.27. This implies that female teachers have slightly
higher pragmatic awareness than male teachers. However, this difference was
not statistically significant when comparing the male and female teachers (p
= 0.686, > 0.05). Bachelor’s degree holders had a mean score of 35.76, with a
standard deviation of 10.26. The mean value for individuals with a master’s
degree, in contrast, was 36.42, with a standard deviation of 8.90. This implies
that master’s degree holders possess a slightly greater pragmatic awareness
than bachelor’s degree holders. However, the difference in qualifications across
teachers did not reach statistical significance (p = 0.766, > 0.05). These results
suggest that there were no statistically significant changes.

For the third research question concerning common examples of speech acts that
English teachers are familiar with, 28 teachers (32.6%) did not respond to the
question. In contrast, 58 teachers responded to the question with answers that
were either irrelevant (or inaccurate) or correct (34.9% and 32.6%, respectively).
This accounted for 67.4% of all responses received.

Table 3 below shows the speech acts identified by the teachers and the frequency
with which they occurred. On average, 28 teachers (32.6%) could name between
two and four correct speech acts. The majority of correct speech acts stated
by teachers were directive and expressive (25% each), and the most frequently
mentioned speech act was request (17% of the examples), followed by apologies
(11.4%). The teachers were less familiar with promises, which only one teacher
noted, and asserting, which was addressed by two teachers.

Table 3.
Participants’ Responses about the Speech Acts (N=28)
Speech Act Frequency Valid percent

Representatives 5 5.7
representative 3 2.3
assertion, description 2 2.3
Directives 22 25.0
request 15 17.0
suggestion 4 45
inviting 3 34
Commissives 9 10.2
refusal 5 5.7
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Speech Act Frequency Valid percent
promising 1 1.1
offering 3 34
Expressives 22 25.0
expressive 4 45
apology 10 1.4
greeting/welcoming 4 45
complaining 4 4.5

Many teachers did not understand the concept of a speech act, as evidenced
by the fact that 32.6% of all teachers were unable to mention any speech acts,
and 34.9% of all teachers provided either inaccurate or irrelevant answers. The
following are examples of some of these responses:

1. “Skills in communication”
2. “Demonstrating command of the language when speaking”

3. “Use of tenses in a correct way to demonstrate the ability to speak,
listen, and write in English”

4. “The use of correct grammar to speak using a variety of vocabulary”
5. “To introduce yourself”

6. “To comprehend the language”

7. “Practicing the language”

One of the teachers stated that he was familiar with the concept of speech acts
but was unable to name any or provide an example. The findings indicate that
many teachers have inadequate knowledge of pragmatics, particularly speech
acts.

Discussion

This study investigated EFL public school teachers in Saudi Arabia for their
pragmatic awareness, which seems to be disregarded in efforts to comprehend
the components of learners’ communicative capacity. Specifically, this study
focuses on answering three research questions.

The first study question examined the respondents’ pragmatics knowledge and
their pragmatic competence assessment. In general, Saudi EFL teachers consider
pragmatics crucial in learning a second language and the extent to which they
really practice teaching pragmatics. Most teachers demonstrated a high degree
of awareness in almost all items. The results reveal that, although 32 participants
said that they were unfamiliar with pragmatic competence and were, therefore,
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excluded from the study, the notion of pragmatics is still evident to some
language teachers. The teachers reported that language learners need a solid
pragmatic foundation and that pragmatics should be incorporated into language
education programs and language testing. They also believe that politeness is
essential and culture-specific and that it is crucial for English-speaking learners
to learn politeness rules. Teachers reported on teaching pragmatic competence
and appropriateness to their students. Although teachers stated that they did
not handle students’ pragmatic mistakes systematically, most believed that their
students were sensitive to aggressive speech.

This is consistent with Ivanova’s (2018) findings, which show that, despite some
gaps in their knowledge in the field, most teachers believe that pragmatics is
essential for language learners and should be instructed and assessed as part of
any effective English teaching, that politeness is an essential culturally unique
part of pragmatics, and that pupils should be aware of the target language’s
politeness standards. Other researchers, such as Glaser (2020) and Korkmaz
and Karatepe (2023), found that teachers have an understanding of pragmatics.

The second study question determined how teachers’ responses differed by
gender and qualifications. The statistical analysis of the teachers’ qualifications
(bachelor’s, master’s, degrees) and gender (male and female) did not reveal
significant differences between the groups. These findings contradict those of
Usuludin et al. (2021) and Chen (2017), who investigated gender differences
in pragmatic competence and found significant differences between male and
female learners.

Although the difference was not statistically significant in the current study,
females were found to outperform their male counterparts. The results are in line
with those of Almegren (2022), who investigated learners’ gender differences
in the Saudi context and reported that females scored higher in two parts of the
pragmatic competence instrument. However, the statistical analysis revealed no
significant gender differences.

There was a slight increase in the mean scores for the importance of pragmatics
in teaching and learning in the view of the teachers, indicating that as teachers
advanced in their academic studies, they acknowledged the value of pragmatics
in teaching and learning. This is consistent with Tajeddin and Khodaparast’s
(2020) study, which indicated that the mean scores on the pragmatic awareness
questionnaire for less and more experienced instructors were not statistically
significant. However, a lack of essential preparation and sufficient pragmatic
input in teacher education and training may explain why the findings did not
show a significant difference between teachers with different qualifications.

For the third study question, although many teachers did not respond or their
responses were irrelevant or incorrect, most correct speech acts reported by



Research in English Studies and FLT 70

teachers were directive and expressive, and the most common one was request,
followed by apologies. Promise and assertion were the least mentioned. This is
in partial agreement with Ivanova’s (2018) study, in which teachers struggled to
name speech acts, but provided appropriate examples of requests, refusals, and
apologies. As Ivanova (2018) explained, requests, refusals, and apologies are
speech acts taught in schools and included in course books.

Conclusion

The pragmatic competence of Saudi Arabian teachers in public schools is an
understudied area of the literature that needs to be explored to better target
and personalize pragmatic instruction and to understand EFL learners’
communicative competence.

Examining pragmatic awareness and the effect of gender and qualifications
among EFL Saudi teachers, the findings from our admittedly small sample
suggest that although the concept of pragmatics remains hazy for some teachers,
most teachers demonstrated a relatively high level of awareness in almost all of
the items and that teacher degrees (bachelor’s and master’s degrees) and gender
(males and females) had no significant effect on pragmatic awareness, with
female teachers having slightly higher pragmatic awareness than male teachers
and master’s degree holders having a slightly higher pragmatic awareness
than bachelor’s degree holders. Although some teachers did not respond or
provided irrelevant or incorrect examples of speech acts, most correct speech
acts reported by teachers were directive and expressive, with requests being the
most common and apologies being the least common. This implies that while
individual characteristics such as gender and degree have no significant impact
on awareness, teachers should be aware of their own pragmatic competence
to improve learners’ pragmatic competence. Teachers should use materials
and various teaching resources to make English classes more effective to raise
learners’ awareness of the importance of pragmatic knowledge. Exam questions
should be designed to assess students’ pragmatic competence. Educational
leaders, as well as policy and professional development decision-makers, should
take steps to improve EFL learners’ pragmatic awareness and communicative
competence through more engaging teaching methodologies and appropriate
assessment methods.

Future research on EFL teachers’ pragmatic competence should aim to provide
a clearer picture of how teachers can raise learners’ pragmatic awareness.
Furthermore, while this study assessed EFL teachers’ pragmatic awareness by
asking them about their perceptions and the speech acts they were familiar with,
observational studies are needed in this context to gain a better understanding
of teachers’ actual awareness and teaching practices. Given the importance
of teachers in the EFL context, future research should examine other teacher-
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related factors that may influence students’ pragmatic competence, such as
years of teaching experience, motivation, and pragmatic knowledge.
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ENGLISH LANGUAGE PRE-SERVICE TEACHERS’
PERSPECTIVES ON TED TALKS AS AN
EDUCATIONAL SUPPORT
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Abstract: The study examines the potential educational value of TED (technology,

entertainment, and design) Talks as supplementary resources in the form of an assignment
for teaching English as a foreign language in a teacher education context. Three questions
guided our research: (1) What are English language pre-service teachers’ perspectives on

the use of TED Talks in a course for teacher education? (2) What are the problems uttered
by English language pre-service teachers on the use of TED Talks in a course for teacher
education? (3) What are English language pre-service teachers’ suggestions for improving
the use of TED Talks as educational support? The data for this case study were collected by
means of an open-ended survey questionnaire prepared by the researchers. Sixty-one first-

grade university students majoring in teaching English as a foreign language participated
in this study as a part of their regular listening and pronunciation course for a semester.

The data were analyzed using a simple thematic analysis. The results revealed a number of
factors affecting the pre-service teachers’ perspectives on the use of TED Talks in a course

for teacher education. Varying, interesting, and informative content, exposure to various

accents, listening and pronunciation practice outside the class, embracing a positive
mindset, and being granted the autonomy to choose the video to watch each week were
among the most frequently mentioned positive factors, while workload, time constraints,

and difficulty finding a suitable video to watch were among the most frequently mentioned
negative ones. Implications for integrating TED Talks into language teacher education and
foreign language teaching were discussed.
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Introduction

In the current era of extensive globalization, education is no exception to the
trend of benefiting from technological advances as technology allows any time,
everywhere access to an abundance of instructional resources. The use of
electronic tools makes both learning and teaching more engaging and relevant,
and if students and teachers utilize it effectively, they may achieve beneficial
learning results.

The emergence of resources such as Technology, Entertainment, and Design
Talks, known as TED Talks, whose mission is to disseminate “ideas worth
sharing” to possibly educate and enlighten millions of individuals, has provided
educators with new opportunities to use technology for student learning. To
provide some background information, the TED community, providing 10- to
18-minute lectures with concise and focused information, serves as a platform
for the dissemination and discussion of ideas that may be applied to several
fields including education. Furthermore, what distinguishes TED Talks from
other video streaming websites is adhered to its “interactive transcript” function
included in the script (Park & Cha, 2013). Viewers may read the transcript
while watching a TED video and can go back and forth by selecting the relevant
section of the script if they wish to repeat or skip a particular segment of the
recording. In addition, viewers can easily share TED videos with others by
downloading them to their computer or using a social networking application
that can be accessed at any time, regardless of location, thanks to the most
advanced communications technology.

Literature Review

The use of TED Talks as a teaching tool has grown in popularity across a range of
academic fields, such as sports (Lopez-Carril, Aiid & Gonzalez-Serrano, 2020),
philosophy (Danilina & Shabunina, 2018), medicine (Filip, 2021), engineering
(Garcia-Pinar, 2019), education (Banker & Gourmelos, 2013), and most
importantly language teaching (Harb, 2018). Particularly, such resources may
assist the process of learning a language, which is one of the fundamental means
of human communication and one of the most important components of our life.
According to Watkins and Wilkins (2011), for example, TED Talks have proved
to be a good source of speeches covering a wide range of subjects, so in English
for Academic Purposes (EAP) classes, they may be used to strengthen students’
academic skills such as note-taking. Moreover, students may continue to discuss,
debate, and reflect on a speaker’s ideas even after the talk is over. According to
Taibi, Chawla, Dietze, Marenzi, and Fetahu (2015), TED talks are valuable in
the classroom because (a) they are knowledge resources with rich and accessible
information and insights for students, and (b) they are instructional materials
dedicated to language learning, especially with the wide range of multilingual
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transcripts. Similarly, Li, Gao, and Zhang (2016) stress that students’ imaginations
and creativity might benefit from the great variety of subjects covered in TED
Talks. Moreover, as a result of their exposure to World Englishes, students may
acquire authentic vocabulary knowledge and a variety of English accents, which
contributes to the development of their listening and speaking skills (Park & Cha,
2013). The authenticity of TED Talks allows students to not only be exposed to
authentic contexts in which English is used (Aleles & Hall, 2016) but also to get
additional listening practice (Stognieva, 2019).

Having such a considerable number of benefits, the TED technique of sharing
worthy ideas has also received some criticism, such as simplifying subjects to
fit them into a convenient and entertaining presentation (Romanelli, Cain &
McNamara, 2014). As a result, students who follow TED Talks may be less
eager to investigate evidence, theory, or disagreement. TED Talks may also
give students a misleading perception of simplicity and promote an approach to
learning that is seldom seen in the real world. Despite TED Talks’ limitations
and legitimate criticisms, Romanelli et al. (2014) state that educators may use
the talks as a part of a larger course sequence that helps students connect with
the subject or ignites student interest in issues that are later addressed in greater
detail.

The increase in the popularity of TED Talks has correlated with an increase
in empirical studies conducted to understand the value of TED Talks as a
pedagogical resource. In their study with Korean pre-service language teachers,
Park and Cha (2013) examine pre-service teachers’ views on using TED.com to
design listening exercises for teacher training to suggest changes to traditional
listening courses in Korean teacher colleges. The findings reveal that pre-service
language teachers regard TED.com as a valuable source to foster learners’
autonomy and motivation as lifelong language learners. The study carried out
by Ishinuki (2014) has yielded rather interesting results. Namely, their results
indicate that utilizing TED Talks alone does not appear to close the motivation
gap between motivated and unmotivated students. In addition, personalized
counselling and feedback can be crucial in fostering learner autonomy among
unmotivated students who suffer from anxiety or a lack of self-efficacy. The
meticulous literature review has revealed various other studies focused on
examining the potential use of TED Talks in foreign language teaching (to list
a few recent studies (Al-Jarf, 2021; Chang & Huang, 2015; Karunakar, 2019;
Nurcholish, Handayani & Nurhidayanti, 2023; Sailun & Idayani, 2018; Salem,
2019; Shelestova, Kalizhanova, Romanyuk & Zhuman, 2021; Stognieva, 2019;
Tilwani et al., 2022).
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Research Aim and Questions

The researchers were intrigued by the question: How can teacher educators
ensure the delivery of meaningful, up-to-date knowledge in an ever-changing
educational landscape? As research suggests, with the exponential rise of
technology and information, it is a necessity for teacher educators to rethink the
content to make it relevant to pre-service language teachers, applicable to many
disciplines, and beneficial to both individuals and society. Moreover, teacher
educators are responsible for “modelling innovative teaching techniques that
their students can apply in their own classrooms” (DaVia Rubenstein, 2012,
p. 262). Having evaluated several possible technological tools to model up-
to-date teaching techniques, the researchers have agreed on using TED Talks
as educational support in a listening and pronunciation skills course at a pre-
service language teacher education program. The following research questions
have been formulated:

1. What are English language pre-service teachers’ perspectives on the
use of TED Talks in a course for teacher education?

2. What are the problems uttered by English language pre-service teachers
on the use of TED Talks in a course for teacher education?

3. What are English language pre-service teachers’ suggestions for
improving the use of TED Talks as educational support?

Methodology

Research Design

Research, as defined by Dornyei (2007, p.15), “simply means trying to find
answers to questions, an activity every one of us does all the time to learn more
about the world around us”. While planning the research, choosing an appropriate
method to answer research questions is one of the most crucial steps in the
research process; thus, researchers must be able to articulate and defend their
choice (Creswell, 2003). For the research design of the current study, a qualitative
case study served as the basis since it provides straightforward descriptions of
experiences and perceptions, particularly in areas where little is known about
the investigated topic (Sandelowski & Barroso, 2003). According to Yin (2003),
a case study may have multiple purposes, including evaluating a specific case.
As in this study, a researcher might, for instance, evaluate the educational value
of an implementation or application from students’ perspectives.

Research Setting and Participants

This research was conducted in the four-year English Language Teacher
Education Program at a state university in Turkey. The participants for the study
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were sixty-one first-grade university students majoring in teaching English as
a foreign language and participating in it as a part of their regular listening
and pronunciation course for a 14-week semester. Information regarding gender
distribution (Female: 31, Male: 30) is demonstrated in the pie chart below.

Gender

.

= Female = Male

Figure 1. Gender Distribution

In the course, pre-service language teachers are expected to do an assignment
by means of listening to or watching TED talks outside the class in their free
time, recording a minute or two of their reflection on the talk, uploading it on
the Padlet platform for their classmates to be able to listen to, and finally leaving
written comments on at least two of their classmates’ audio-recorded reflections
weekly for ten weeks. The Padlet link is shared by the course instructor, and the
deadline to submit each audio recording and comments is Sunday at 23.59.

As shown in the pie chart below, the majority of English language student
teachers successfully completed the ten-week assignment.

Fulfillment of
the Assignment

m Complete  ® Incomplete

Figure 2. Fulfillment of the Assignment

The study has been designed to explore the potential educational value of TED
Talks as supplementary resources in the form of an assignment for teaching
English in a teacher education context. Since the assignment made use of TED
Talks as supplementary resources, the purpose of the study is to describe English
language student teachers’ perspectives on the use of TED Talks in a course for
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teacher education, the challenges they encountered, and their suggestions to
improve the assignment made use of TED Talks as supplementary resources.
This study would provide teacher educators with information about the possible
benefits of using TED Talks as supplementary resources, student teachers’
reported difficulties in completing an assignment that lasts for ten weeks, and
pedagogical procedures that need to be planned in integrating TED Talks
into courses as supplementary resources in the context of language teacher
education.

Data Collection

A structured survey questionnaire with open-ended questions was used to gather
qualitative data for this study. As a qualitative research method, an open-ended
survey questionnaire assisted the researchers in naturally analyzing the data by
eliciting information that could be difficult to gather using other data collection
approaches, such as the observation of emotions, thoughts, and intentions (Wen,
2004). The open-ended survey questions were developed in accordance with
the research questions and the relevant literature. Then two experts with PhD
degrees in the field were consulted for their feedback. In line with their feedback,
necessary adaptations were made, and the questions were finalized. The final
survey questionnaire was comprised of five questions as follows:

1. Were you able to do the assignment weekly? Why? Why not?

2.Do you think this assignment has had any positive effects on your
personal/ academic/ professional growth? Please explain and give
examples if possible.

3. What were the weaknesses of this assignment? How could this
assignment be improved to help you most?

4. Would you give such assignments to your students in the future? Why?
Why not? Please explain.

5. Is there anything else that you would like to add?

Data Analysis

In this research, the following qualitative data were gathered from the survey
responses of sixty-one participants. The survey questions collected English
language student teachers’ perceptions of the potential educational value
of TED Talks as supplementary resources in the form of an assignment for
teaching English in a teacher education context based on their understanding
and experiences. The participants were informed about the study and asked to
sign a consent form. As qualitative data analysis offers the researcher an insider’s
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perspective on the field by fostering a close relationship with the participants
and the events occurring in their natural setting (Burns, 1997), each researcher
read through the interview transcripts carefully. The data were analyzed
using a simple thematic analysis, which is defined as “a research method for
the subjective interpretation of the content of text data through the systematic
classification process of coding and identifying themes” (Hsieh & Shannon
2005, p.1278). This allowed each researcher to identify, analyze, and report
the emergent themes related to English language student teachers’ perceptions
of TED Talks as supplementary resources in the form of an assignment for
teaching English in a teacher education context. Since categories were derived
from data during analysis, recurring themes from the content were gathered
to gain a richer understanding of a phenomenon (Braun & Clarke, 2006). In
order to ensure the validity and trustworthiness of the data analysis phase, the
researchers went over the themes together, discussed the uncommon themes,
and finalized the data analysis.

Findings

As mentioned in the methodology part, the qualitative data were gathered
from the survey responses of sixty-one English language student teachers. The
results were utilized to answer the research questions on the perspectives of pre-
service English language teachers on the use of TED Talks as an educational
supplement in a teacher education course, the reasons behind their failure to
complete the assignment, and their suggestions for improving the use of TED
Talks as educational support.

The themes and sub-themes that emerged from the data are shown in Table 1.
It also displays the number of comments, which indicates the frequency with
which participants discussed certain subjects.

Table 1.
Overview of the identified themes, sub-themes, and the number of comments.
Themes Sub-Themes Comment
+ Personal Aspect
Theme 1: English language pre- - Content
service teachers’ evaluations of the - Affective factors
use of TED Talks as educational - Soft skills 91
support in a course for teacher * Professional Aspect
education - Subject Matter: English

- Pedagogical skills




90 Studies in Linguistics, Culture and FLT - Volume 11, Issue 1. ISSN 2534-952X

Themes Sub-Themes Comment

* Personal Development
- Variety of topics
- Broadening horizons
- Positive mindset
- Talking about feelings 48
- Dealing with psychological issues
- Time-management
- Putting knowledge into practice
- Being autonomous

* Professional Development
- Subject Matter: English
- Speaking skills
Theme 2: Advantages of the use of - Fluency
TED Talks as educational support - Pronunciation

in a course for teacher education - Clarity
- Content

- Organization
- Listening skills
- Exposure to different accents 43
- Comprehension
- Writing skills
- Vocabulary knowledge
- Pedagogical Skills
- Reflection
- Commenting
- Planning and delivering a talk
- Peer learning
- Teaching technique (tip)

+ Assignment-related
- Duration
- Deadline
- Not assigning a topic for each week
- Audio-recorded reflections

- Being graded
Theme 3: Problems related to the - Limited to TED Talks
use of TED Talks as educational - Lack of face-to-face interaction
support in a course for teacher - Lack of instructors’ feedback on reflections
education - Lack of instructors’ feedback on students’

recording in terms of accuracy and fluency
* TED Talks-related
- Variety
* Personal
- Social anxiety
- Lack of the habit of doing such assignments
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Themes Sub-Themes Comment
* Deadline every two weeks
+ Assigning a topic for everyone to watch
+ Sharing a topic pool
* Integrating a face-to-face phase
* Instructors’ feedback on audio recordings
and comments

Theme 4: Suggestions for the use
of TED Talks as educational sup-
port in teacher education

20

Theme 1: Pre-service English language teachers’ evaluations of the use of
TED Talks as educational support in a course for teacher education

The evaluations of English language pre-service teachers’ use of TED Talks
as educational support in a teacher education course centered around two
subthemes: personal and professional. As shown in the table, a total of 91
evaluations, encompassing these two subthemes, were conducted. The most
key data is that pre-service teachers evaluated both subthemes almost equally.
Although there were 48 evaluations for the personal sub-theme, there were 43
evaluations for the professional sub-theme. The quotes of pre-service language
teachers are not edited by the researchers but are provided in their authentic
versions.

Personal Aspect

More than half of the participants commented on the personal aspect of the
use of TED Talks as educational support in a course for teacher education,
including content, affective factors, and soft skills. The shared examples of how
TED Talks contributed to their personal growth are as follows:

...... effected me in every positive aspects, especially personally. Every
time [ watched a ted talk, I learnt something new and I tried to use the
information I’ve gained in my life. For instance, sleeping 8 hours a day is
not necessary and your body can maintain the sleep you have automatically.”
(Student No.I)

“The TED Talks have influenced me how to better manage daily psychological
problems such as anxiety, stress, and loss of self-confidence.” (Student
No.22)

“....there were so many useful/ vital information given from real life.”
(Student No.8)

113

.......after some of the motivational/ inspirational ted talks, now I think I
manage my time and my emotions better.” (Student No.10)
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Professional Aspect

Apart from the preceding subtheme, the pre-service language teachers almost
equally emphasized the benefits of using TED Talks as educational support for
their professional growth in terms of proficiency in English language skills and
pedagogical skills. Among the many examples are the following:

“It has improved my both listening and speaking skills. It helped me with
correct pronunciation.” (Student No. 32)

“.......because I improved my pronunciation by recording them.” (Student
No.42)

“First of all, I learned numerous words and phrases.” (Student No.5)

“.....helped me grow my listening, and also understand all the accents that
speakers speak.” (Student No.6)

“...growth in my writing because it got better. And my sentences got
advanced, I started to use different words while I speak.” (Student No.13)

“....It gave me an idea to use when I become a teacher.” (Student No. 43)

Theme 2: Advantages of the use of TED Talks as educational support in a
course for teacher education

The second theme worth-mentioning was the advantages associated with the
use of TED Talks as educational support in a course for teacher education. This
theme indicated that English language pre-service teachers believed that the use
of TED Talks had contributed to their personal and professional development. As
for personal development, they expressed overwhelmingly positive views about
the use of TED Talks as educational support in teacher education programs.
It focused especially on the variety of topics that TED Talks include, which
enabled pre-service teachers to broaden their horizons, embrace a positive
mindset, talk about their feelings, deal with psychological issues, manage their
time better, put the knowledge they gain to practice, and be autonomous. Some
of the examples are as follows:

“I think it had positive effects on both my English speaking skills and my
mindset.” (Student No.10)

“I found new interesting and effective techniques or facts about my life,
career, lifestyle etc.” (Student No.12)

“In my personal life, ......... so ted talks gave me many precious informations
about several topics.” (Student No. 14)

On the other hand, pre-service teachers listed a number of positive outcomes
for professional development, such as advancing in English language skills, not
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limited to speaking and listening skills but also writing and vocabulary and
gaining pedagogical knowledge on how to be a better teacher. To share a few:

“....it contributed to my listening, speaking and writing skills.” (Student
No.59)

“Also, pronunciation is a plus in my view” (Student No.57)

“....made me more aware about pronunciation of the words.” (Student
No.49)

“while listening to others, I realized that I have many mispronounced
words stuck with me.” (Student No.44)

“.....had positive effects on my professional growth as a future teacher
because it is important for me to be able to explain the information and
attract the audience.” (Student No. 18)

“.....I was able to prepare talks easier.” (Student No.4)

Theme 3: Problems related to the use of TED Talks as educational support
in a course for teacher education

The third theme was about the difficulties associated with using TED Talks as
educational support. This has garnered 44 comments. The pre-service language
teachers noted difficulties associated with the assignment itself, TED Talks, and
their own traits. They mainly underlined the fact that even though TED Talks
cover a variety of topics, limiting the assignment only to watching TED Talks
decreases its benefit. Also, most of them complained about their workload due
to having several assignments from other courses. Another worth mentioning
finding was about pre-service teachers’ attributing the problems to their own
traits. Here are some examples of what they argued:

“.....might be the durability. I believe students might get tired of doing this
every week.” (Student No.51)

“With no deadline like weekly deadline puts pressure.” (Student No.21)

“...we changed subjects every week. Therefore, we couldn’t dive deeper into
every subject.” (Student No.22)

“I think the weaknesses are up to the students. I consider these assignments
as a good chance to improve in different areas. However, if the students do
not care enough, it will be no helpful to them.” (Student No.45)

“I have social anxiety, so it was a bit hard for me to record my voice at the
first stages. Later on I got used to it, and gained more confidence.” (Student
No.16)
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“....I didn’t like watching ted talks before because I could not understand
speakers properly, and this bothered me. Thanks to this assignment, I learnt
that sometimes we have to confront our weaknesses.....this assignment
turned into an amusing task for me.” (Student No. 5)

Theme 4: Suggestions for the use of TED Talks as educational support in
teacher education

The last theme was related to pre-service teachers’ suggestions for improvements
while using TED Talks as educational support in teacher education. They
provided some solid suggestions, such as setting the deadline for every two
weeks, assigning a topic for each week, sharing a topic pool, integrating a face-
to-face reflection phase, and providing feedback on pre-service teachers’ audio
recordings and comments.

...... we can do this assignment face to face in every two week.” (Student
No.l)

“...making it an activity inside of classroom would benefit more since
students would not be worrying about the grades.” (Student No.15)

“I loved how this assignment was made on the internet instead of face-
to-face. Because I was stressed enough for the presentations that we do in
speaking.” (Student No.26)

“The sources could be expanded (For instance, it would be good to be able to
use not only TED Talks, but other videos, podcasts etc).” (Student No.18)

“....finding videos was hard too. Maybe a list of videos can be given that
includes videos in various topics, so that it interests everyone.” (Student No.
29)

“...would be much better if I could see my progress.....we did it unconsciously
without knowing how to reflect on thoughts.” (Student No.40)

“Some feedbacks about our accuracy and vocabulary might help us better. If
there was a feedback a little in detail would help me a lot.” (Student No.17)

Discussion & Conclusion

The purpose of this research was to examine the potential educational value
of TED Talks as supplementary resources in the form of an assignment for
teaching English as a foreign language in a teacher education context. The
prominent findings to be discussed with relevant literature are as follows:

e The results supported the educational value of TED Talks, and this is
consistent with previous studies on teaching the English language (Shelestova
etal., 2021), speaking skills (Li et.al, 2016; Sailun & Idayani, 2018), listening
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skills (Al-Jarf, 2021; Nurcholish et al., 2023; Tilwani et al., 2022), vocabulary
knowledge (Salem, 2019), and writing skills (Harb, 2018).

e This research provides further empirical evidence identifying that being
exposed to TED Talks also empowers personal growth in terms of having a
broad knowledge of various subjects (Park & Cha, 2013; DaVia Rubenstein,
2012), broadening horizons (Chang & Huang, 2015), being self-confident
(Banker & Gourmelos, 2013), being autonomous (DaVia Rubenstein, 2012;
Hubbard, 2011; Jeong, 2008), and managing time efficiently (Romanelli
et al., 2014), as well as professional growth as future teachers in terms of
familiarizing with innovative instructional practices (DaVia Rubenstein,
2012).

e The study revealed a significant challenge in finding realistic and efficient
ways of individualizing instruction cementing the significance of assisting
students to self-regulate learning effectively (Butler, 2002). Furthermore, prior
studies have confirmed the difficulty of dividing the attention across many
students at once in whole-class instruction (e.g. Butler, 2002; Schunk, 1994).
Therefore, teachers may be encouraged to adopt the Goldilocks principle,
which proposes a “not too much, not too little, but just right” approach to set
an assignment in terms of content, time, and deadline (Brookhart, 2008).

e The findings regarding pre-service teachers’ demand for receiving
feedback on their audio recordings and even the comments they left for their
classmates’ audio recordings in the online platform (Padlet) are consistent
with similar studies in the literature. Tasdemir and Yalcin Arslan (2018)
reported that students strongly believe in the effectiveness of teachers as
sources of feedback. The results seem to be consistent with those of Schulz
(2001), who stated that the majority of students prefer their teachers as a
source of feedback.

The present study has several limitations. First, the sample is limited to a
group of English language pre-service teachers studying at a teacher education
program in a state university. Consequently, the findings might not be employed
to portray the situations at other universities in different regions of Turkey.
Further studies should have a larger sample size and, if feasible, cover a wider
geographical range to provide a larger picture of relevant accounts. Second,
the use of TED Talks as an educational source is limited to a listening and
pronunciation course here. Further studies are needed in other fields of education
to test the potential educational value of TED Talks. Third, the data came from
only one source: an open-ended survey questionnaire. Future empirical studies
are expected to involve diverse data collection tools to triangulate data and gain
a deeper understanding of the educational value of TED Talks.
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In conclusion, this study examined the perspectives of English language pre-
service teachers towards the use of TED Talks as an educational source in the
context of teacher education. According to the qualitative findings, pre-service
teachers supported the use of TED Talks as an instructional resource in the
context of teacher education. In addition, they evidenced that the use of TED
Talks empowered having a broad knowledge of a variety of subjects, broadening
horizons, embracing a positive mindset, knowing oneself better, gaining self-
confidence, being proficient in the target language in listening, speaking, and
writing skills with expanded vocabulary knowledge. In addition, their gain
included soft skills related to autonomy, time management, and self-regulation.
However, some participants argued that the use of TED Talks as an educational
source had the following uttered drawbacks: deadline, limited variety, lack of
in-class phase, and lack of teachers’ feedback on students’ reflections. In light
of the disadvantages, the present study then made recommendations for the
future use of TED Talks as an educational source in language learning and
teaching programs to individualize the process as much as possible, including
setting the deadline with the involvement of learners, not limiting the material
only to TED Talks, providing a pool of sample Talks to guide students, adding
a reflection-in-class phase as post-listening, and gathering feedback during
the implementation to obtain information about the experiences of individual
students and providing immediate assistance or guidance to meet the individual
needs. By following the aforementioned recommendations, future studies may
be designed to gain more empirical data on the use of TED Talks as educational
support in varied contexts.
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Introduction

Academic studies on perception verbs have been conducted in a variety of
languages: English and Russian (Rylina, 2013), English and Vietnamese (Oanch,
2016), English and Spanish (MacArthur, Krennmayr & Littlemore, 2015; Rojo
& Valenzuela, 2005), English and Arabic (Jumaah, Rashid, Jabar & Ali, 2020),
English, Spanish and Basque (Ibarretxe-Antufiano, 1997, 1999), English and
Portuguese (Santos, 2006), English and Chinese (Li, 2013; Yu, 2004, 2008),
Bulgarian and Polish (Mihailova, 2001), English, French and Romanian (Neagu,
2013), English, German, French, Spanish, Italian and Hungarian (Galac, 2020).
A lot of research has been focused on the contrastive analysis of the meanings
of perception verbs in different languages. However, little attention has been
paid to the practical aspect of teaching perception verbs. Most course books and
grammar books' in English such as MacMillan English Grammar in Context
Advanced (Vince, 2008), FCE Use of English 1 (Evans, 2014), Advanced
Grammar in Use. (Hewings, 2005), Ready for First (Norris, 2013), Enterprise
Grammar 3 (Evans & Dooley, 2011), etc., focus on the contrast between dynamic
and stative verbs. They put an emphasis on rare occurrences in the progressive
form of stative verbs as they represent a state which does not involve a notion
of movement toward completion. Verbs denoting passive perception verbs are
presented in contrast to active perception verbs, which involve an activity by
the subject.

Research questions

This paper touches on some practical aspects of developing lexical and
grammatical competence with regard to perception verbs. The main aim of the
present research is to investigate students’ linguistic competence with regard
to the use of perception verbs. Therefore, the article attempts to answer the
following questions:

1. What are the main difficulties Bulgarian first-year students with little prior
knowledge of the language face regarding perception verbs?

2. Are the difficulties related mainly to applying grammar rules or do they stem
from lexical incompetence?

Participants and data collection

The corpus of the study contains two tasks done by 20 non-specialist first-
year students with limited prior knowledge of the language. Given the fact that
perception verbs are not extensively covered in the lower levels of English course
books some problems were expected to be observed. During the course, prior
to doing the test, students’ attention was drawn to the main characteristics of

1. The sources of language material are listed in the Reference section.
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the different types of perception verbs (presented below) and the grammar rules
which apply to using them, paying special attention to the difference between
active and passive perception. At the end of the semester, students were asked
to do a short test, which consisted of two tasks, containing the basic verbs of
perception. Since the participants were in their beginner level of learning the
language, only the basic perception verbs were used in the test.

Methods

The study applies qualitative and quantitative error analysis to identify and
examine learners’ deviations in the use of perception verbs. According to
Richards et al. (1992) error analysis is essential in that it helps identifying the
sources of errors and obtaining information on difficulties in language learning
with the aim to improve the teaching-learning process. The main problems
that the target group of students face were identified as a result of a two-step
procedure: first the types of errors were identified and classified in four major
categories, and second, quantitative analysis was conducted.

Teaching verbs of perception

The fact that cognitive verbs may occur in the progressive often makes it difficult
for students to choose between the simple and the progressive form of the verb
in sentences such as:

1. The food tastes/ is tasting delicious.

Viberg’s typological study of perception verbs provides a useful framework to
present the differences between verbs of perception which can be categorized
into three types depending on the semantic roles played by their subjects (see
Viberg, 1984). In (1) the speaker reports on what is perceived, and the subject is
not a perceiver (Aneva, 2020). To make it more easily comprehensible, students’
attention can be drawn to the difference between the three groups of verbs of
perception as follows:

Group A (active): Group B (non-active): Group C (non-active):
listen to hear sound
look at see look
smell smell smell
taste taste taste
touch feel feel

Group A verbs specify that the perceiver is “focusing” on a specific object. The
verbs in this group can be used in the progressive.

2. Kelly is listening to her teacher carefully.
3. John is looking at you.

4. She is smelling the roses (= she is sniffing).
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The three sentences indicate that the subject is performing the action. Moreover,
the verbs describe a volitional process.

Group B verbs specify general perception and are non-progressive.
5. He hears a noise. (Not “He is hearing a noise.”)
6. I see it. (Not “I am seeing it.”)

7. Every morning when [ wake up I smell coffee coming from the kitchen.
(Not “I am smelling coffee.”)

Despite the fact that the verbs in sentences (5), (6), (7) above present actions
happening at the time of speaking, using the progressive form would be
completely wrong because the subject is not intentionally performing an
activity, i.e. these verbs indicate that the subject perceives something without
focusing their attention on the action. For better clarification sentence (7) can
be paraphrased in “Every morning when I wake up I can feel the scent of coffee
coming from the kitchen.” Consequently, in the case of “smell” in the Simple
Tense the accent is on the feeling, whereas in the progressive form the emphasis
is on the physical performance.

It should be taken into account, however, that when “feel” is used to describe
emotions, the progressive is sometimes used. Hall (2003, p. 25) suggests that
some verbs of perception can be used in both the simple and the progressive
form without change in meanings:

8. I feel good. Or I am feeling good.

“See” is another verb that can sometimes be used in expressions in the progressive
but with a difference in meaning.

9. The doctor we’ve been seeing has our records.
10. I’m seeing a friend.
11. They’ve been seeing each other for a month.

In the three examples the verb “see” does not mean visually perceive but bears
the meaning of “meet” or “have a relationship with someone.”

Group C verbs refer to appearance and could be replaced by the verb “seem” and
are non-progressive. This group includes the descriptive perception verbs. Scovel
(1971, p. 83) calls them resultative verbs because they are verbal actions which are
clearly the result of state of using a sense organ. Consider the following examples:

12. It sounds great.
13. They look bad.

14. Tt smells awful.
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In all of the sentences above, the verbs “sounds”, “look” and “smells” describe
the person’s awareness of the quality of what is heard, seen or smelled.

Another method that can make perception verbs more easily comprehensible
for students is to study and focus learners’ attention on the distinction between
experiencer-based (activity and experience) and source-based (percept/
copulative) verbs of perception (Viberg, 1983).

The grammatical subject of experiencer-based perception verbs is the perceiver
and they emphasize the perceiver’s role in the act of perception. These verbs
always require an object, i.e. a necessary condition is the presence of an
object of the perceptual act. They can be further subdivided into activity and
experience perception verbs. The activity perception verbs signify an intended
act of perception:

15. T really listened to the sound of my violin. It was such a terrible noise.
16. He turned on the radio and listened to the local news.

17. Karen smelled the flower with delight.

18. He is tasting the sauce.

In sentences (15) and (16), the subject intended to listen to the sound of the violin
orthe radio and in (17) Karen intentionally smelled the flower. In sentence (18) the
verb “taste” refers to “put food or drink in your mouth to find out what flavour it
has”, as suggested by Cambridge Dictionary. In such special circumstances, one
may assume that state verbs have been changed into active verbs.

On the other hand, experience perception verbs do not express voluntary
activities, i.e. they describe a non-intended act of perception. As in:

19. I heard a noise coming from behind me.
20. Karen tasted the garlic in the soup.

In (19), one can hear something without intentionally listening to it. The same is
true for (20), where Karen can distinguish the characteristic flavour of the garlic.
They are simply acts of perception that the performer of the action naturally
experiences without any volition on the part of the subject.

The grammatical subject of source-based (percept/ copulative) verbs (Viberg,
1983) is the object of perception and the agent of perception is sometimes
wholly absent from the sentence. These verbs, unlike experiencer-based, are not
followed by an object. These verbs refer to making an assessment concerning
the state of the object of perception, and are often used evidentially:

21. Your mother looks very young.
21 a. Your mother appears to be very young.

22. This sandwich tastes delicious (= it has a delicious flavor).
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The speaker reports on what is perceived here, and neither “your mother” nor
“the sandwich” are perceivers. The meaning of perception becomes obvious if
the verb “look™ (21) is replaced with the verb “appear” (21 a).

Practical aspects

Non-active (experience) perception verbs, described in Group 2 (“hear”, “see”,
“smell”, “taste”, “feel”), share some characteristics:

e They are often used with the auxiliary verb “can’:

23. Can you hear what I am saying?

24. 1 can see you.

25. You can taste the chilli in the dish but it is a little sweet.

It is interesting to note that, in (23), (24) avoiding the use of the modal verb does
not change the interpretation of the sentences since their meaning is not focused
on the ability of the speaker to hear or see. This is especially noticeable in (23),
which could be transformed to Do you hear what I am saying? The modal verb
is used when the speaker refers to what can be seen, heard, etc., at the moment
(Evans & Dooley, 2011). In (25) the construction [can + taste] is used to describe
the act of recognizing the flavour of the dish.

e Experience perception verbs are not used in the progressive form, unlike
verbs which express voluntary actions (“look (at)”, “listen (to)”):

26. I hear what you’re saying
27. 1 am listening to you, for whatever that’s worth.

However, when expressing voluntary actions, they can be used in the progressive
form:

28. I can see a light in the distance. (involuntary), (= I can actually see).
Are you seeing your brother tomorrow? (voluntary), (= Are you meeting
your brother tomorrow?).

29. This scarf feels like silk. (involuntary), (= it has the texture of).
30. Mum is feeling Jo’s forehead. (voluntary), (= she is touching).

31. This sandwich tastes delicious. (involuntary), (= it has a good
flavour).

32. She is tasting the sauce to see if it’s OK. (voluntary), (= she is tasting
the flavour).
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e Most grammar books (Evans, 2014; Hewings, 2005; Vince, 1998, 2003) focus
on two general structures of verbs of perception with other verbs. There is
usually a difference of meaning between the two structures.

1. Subject + Verbs of perception + Object + Bare infinitive

This pattern suggests an activity which is completed. The bare infinitive is
used after these verbs when the doer of hearing/ seeing hears or sees the whole
action or event.

33. I saw Helen take the wallet from your bag yesterday.
34. I heard her sing a lovely song.

These two examples could be interpreted as follows: I was there, Helen put her
hand in your bag and took out your wallet. I saw everything (33); I sat listening,
she started singing a song and I listened to her until she finished it (34).

In both sentences the speaker reports seeing and respectively hearing the
completed action, i.e. the verbs “take” and “sing” imply the meaning of
completeness. It is important to remember that the bare infinitive is not used

9% ¢,

with the verbs “taste”, “smell” or “touch”. However, it can be used with “feel”.
Consider the following examples:

35. I can feel his heart beating slowly.
36. 1 felt him shudder.
37. Do you smell something burning?

In the case of the verb “smell” it is always followed by an -ing form, as it is a
momentary registering of a process in the course of its happening.

2. Subject + Verbs of perception + Object + ing-form

This pattern suggests an activity in progress. The -ing form is used to suggest
that we hear an action or event in progress.

38. I saw Jane crossing the street this morning.

In sentence (38) the speaker reports seeing Jane while crossing the street, i.e.
the speaker did not witness the whole process but only part of it so the action is
incomplete.

39. I heard her singing a song as [ walked past her room.

A possible interpretation of sentence (39) is: When I heard her, she was singing
a song. She might have been in the middle of her singing and I didn’t hear the
whole song.
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Another usage of the -ing form after verbs of perception suggests repetition:
40. I saw him throwing stones at the dogs. (= He kept throwing stones.)

It is important to bear in mind that after these verbs possessive forms cannot be
used with an -ing form:

41. I saw Peter getting out of the train. (NOT: *I saw Peter’s getting out
of the train.)

Van der Meer (1994) explains the difference between bare-infinitive and the
ing-construction as an opposition of Static vs. Dynamic respectively (1994, p.
477). He distinguishes the ing-construction (39) as a static one, since it presents
“a frozen picture”, while pointing out that the bare infinitive complement (34)
bears more Dynamic characteristics and indicates simultaneous actions.

3. Subject + Verbs of perception + Object + Past participle

99 GG

Visual and auditory perception verbs (“see”, “hear”, “watch”, “notice”, etc.), can
also be followed by an object + past participle as in:

42. I heard my name repeated several times. (= My name was repeated
several times.)

While in the passive form, the bare infinitive is replaced by the to-infinitive:
43. They were heard to sing something.

All the examples above illustrate that there are some restrictions to passive forms
with perception verbs. Felser (1998) explains these grammatical restrictions
with the fact that verbs of perception behave as control verbs.

e Verbs denoting passive perception, in contrast to active perception verbs,
cannot be used in the imperative as in the following examples:

44. Look, but don’t touch.

This is not the case with the verb “hear”, denoting passive perception, which can
be used in the imperative instead of “listen”. Consider the following examples:

45. Listen to me, Georges.
45 a. Hear me, Georges.

Although hearing in the physical sense is a part of the whole process, both verbs
are used to attract the listener’s attention.

e Perception verbs are modified by adjectives. Consider the following
examples:

46. The roses in the vase look beautiful.

46 a. "The roses in the vase look beautifully.
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In their desire to actively master English grammar foreign learners strictly apply
the rule to pair verbs with adverbs and often forget that perception verbs are
modified by adjectives (46), applying the pattern S + Vp + Adj. Emphasizing
the difference and paying particular attention to the role of the subject in the
sentence is a way to avoid misapplying the modifier.

47. The pie in the oven smells delicious.
47 a. "The pie in the oven smells deliciously.

Using an adverbs in (47a) will mean that the pie is capable of performing
an action. In (47 a) the verb “smell” describes a state rather than an action.
Therefore, it should be modified by an adjective.

Data Analysis

The test consists of two tasks (see Appendix). The first one provides respondents
with two options and requires them to choose the correct one. This task examines
students’ ability to apply grammar rules deciding on the correct present tense
form and examines their aptness to choose the simple or progressive form of the
perception verbs in fifteen sentences. The types of errors made are presented in
the following table:

Table 1.
Types of students’ errors in Task 1
N | Classificati Total N Correct | Incorrect | Percentage
assification of errors
sentences | answers | answers | of errors
1. Expressing activity/ 9 17 63 35%
process
2. | Different meaning of the 3 42 18 30%
perception verb
3. | Influence of adverbs of 5 20 80 80%
time

The analysis of the results shows that 30% of the students face challenges to
notice the different meanings that the verbs denote and as a result apply grammar
rules incorrectly (e.g. I don’t see anything./ I am not seeing anything.), while
35% find difficulty identifying the type of action that perception verbs denote
(e.g. This soup is tasting good./ This soup tastes good).

Most of the errors refer to the use of the incorrect forms of the verbs according
to the tense. The highest percentage of the incorrect answers is 80% in the
sentences which contain adverbs of time. These results indicate that students face
difficulty using perception verbs and are easily misled in the presence of adverbs
and adverb phrases in the sentence, focusing on the progressive form of the verb
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and overlooking other rules (e.g. Bernard looks healthy this week./ Bernard is
looking healthy this week.) This could be considered as incomplete applications
of rules and a possible factor for this could be overgeneralization, which refers
to the incorrect application of the previously learned material regarding Simple
and Progressive tenses. Since the participants are in their beginners’ stage
of learning English, they tend to focus on applying grammar rules regarding
the Present Progressive tense, which is widely practised in the Al, A2 levels,
overlooking the rules regarding perception verbs. Another possible explanation
is the emphasis on grammar tenses in the lower levels of English, which draws
learners to look for key words used in Progressive tenses.

The second task, in which students have performed better is focused on the
inductive way of studying language and grammar. It is designed to evaluate
students’ ability to define the action described by perception verbs as voluntary
or involuntary in 12 sentences.

Table 2.
Types of students’ errors in Task 2
N | Classification of errors | Total N | Correctan- | Incorrect | Percentage
sentences swers answers of errors
1. | Activity and experience 12 180 60 25%
perception verbs.

The percentage of the incorrect responses is 25%, which is the lowest in both
tasks. Successful completion of the task is to show that students have successfully
comprehended linguistic concepts and they have successfully derived rules
regarding the voluntary actions that perception verbs denote, which is of
main importance when choosing the correct grammatical form. Students have
performed better in this task, which is an indicator that it is easier for learners
to derive concepts that perception verbs denote bearing in mind the specific
context in which they appear.

Conclusion and implications

The analysis of students’ answers to the two tasks reveals that students are
likely to mix up the meanings and the uses of the three kinds of verbs connected
to the senses. This might stem from a lack of exercises containing all three
types, particularly at lower levels, which makes it difficult for students to
identify the main differences between the verbs denoting actions, perceptions
or properties.

Another issue that requires special attention is the fact that students are quite
likely to experience problems choosing the correct simple or progressive form
of the perception verb in combination with adverbs. (The meat smells/ is
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smelling bad today). A possible explanation of students’ errors in this direction
is the insufficient practice in identifying the types of perception verbs and the
tendency to focus on and strictly adhere to the basic tenses in the beginner
levels of studying English.

The findings outlined in this paper confirm that in order to achieve the main
goal of teaching English as a foreign language in its oral and written forms, it
is necessary to use a special approach which takes into account the language in
its actual use. This approach suggests that students’ attention should be focused
not only on the meanings conveyed by the verbs of perception, but also on the
object of perception.

The results prove the universal connection between grammar and lexical
meanings and the need to emphasize that lexical meanings are determined not
only by grammar, but by the respective context they are used in.

The analysis of the results of the present research could be useful for identifying
the weak areas of learning perception verbs and applying effective teaching
techniques.
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Appendix

Test
Task 1. Choose the correct form.

1. My husband is always tasting/ always tastes the food while I'm cooking! It’s
very annoying.

2. This coffee doesn’t taste/ is not tasting good this morning.
3. I don’t see / am not seeing anything.

4. The waiter is tasting/ tastes the wine.

5. 1 am seeing/ see dad tomorrow.

6. Now I see/ am seeing what you mean.

7. The meat smells/ is smelling bad today.

8. Why are you smelling/ do you smell the soup?
9. She is feeling/ feels his arm on her shoulder.
10. Bernard looks/ is looking happy.

11. This soup is tasting/ tastes good.

12. This material is feeling/ feels like silk.
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Task 2. Define the action that the words in bold denote as voluntary/
involuntary.

1. I am seeing Susan tonight.

2.1 can hear the birds singing.

3. Try to tell what this is just by feeling it.

4. I looked out of the window but saw nothing.
5. Come and see us again soon.

6. Are you seeing anyone?

7. You can taste the chilli in the dish but it is a little sweet.
8. Smell this and tell me what you think it is

9. She could hear voices in the kitchen.

10. Come on! I want to hear all about it.

11. Do you smell something burning?

12.Taste this sauce and tell me if it needs seasoning.

Abbreviations:

S Subject

Vp Perception verb
Adj Adjective
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