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PREFACE

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

The papers can be grouped around the following fields of research: FLT,
linguistics, media studies, and literature. There is also a review related to the
topical issue of the COVID-19 pandemic and its consequences on teaching and
studying foreign languages, more specifically translation and interpreting.

The first article by Barbara Muszynska and Maria Elena Gémez Parra is on the
effectiveness of EFL course materials developed on the basis of critical language
pedagogy and on the pluriliteracies teaching. Such educational materials are
useful for language learning and help learners’ personal growth and development
provided teacher roles are changed in favor of the contextualization of those
materials.

The issue goes on with a paper by Priyatno Ardi, Rina Sari, Luki Emiliya
Hidayat, Oktavia Tri Sanggala Dewi, Bambang Yudi Cahyono on the recently
discussed topics of online teacher progress, this time related to in-service
EFL teachers’ online professional development program in Indonesia from
an ecological perspective. The findings showed that personal factors such as
motivation, marital status, and spirituality, as well as systemic factors related to
the national policy about EFL teacher certification, teacher education institution,
home school, and family played a major role for the maintenance of teachers’
well-being during this program.

There is yet another paper dedicated to EFL, and in particular to an online
practicum model for pre-service English as a Foreign Language teacher
education programs suggested by Ali Ilya and Aysegiil Daloglu. The present
study focuses on the learning advantages and skills student teachers made after
a semester of online teaching. In the course of study, learners were involved
in observation and reflection, collaboration, and evaluation which led to good
learning outcomes.

The next paper by Ivaylo Dagnev deals with verbs denoting authorial position
in a contrastive Bulgarian-English study of two corpora of medical research
articles with high impact factors covering almost every field of medicine. The
data contain three types of verbs: factive, non-factive and counterfactive and
have been processed with the help of word processing programs for greater
accuracy. One of the conclusions is that Bulgarian authors avoid expressing
categorical disagreements which is not the case with the authors of the English-
language medical research articles.
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The fifth article titled ““Thoughts, that breathe, and words, that burn,” or the
growth of a writer’s mind: Elizabeth Barrett Browning’s diary” is by Yana
Rowland. Tt explores scholarly debates on 19 ¢. English literature, femininity,
diurnal narrative, and aesthetic experience. The diary is a confession of the
last two years of Elizabeth’s life at the family estate of Hope End, and is a
kind of self-acclaim by way of self-denial. This paper comes to prove the fact
that self-questioning distinguishes E. B. Browning as a writer whose ‘private
diary identifies the concept of time as the kernel of her perception of identity as
responsibility’.

Thenextstudy is again in the field of literary studies. In “The Autofictional Ailing
Self: Depression in Sylvia Plath’s The Bell Jar and Cella Serghi’s The Spider’s
Web — a Comparison” Hristo Boev elaborates on the COVID-19 pandemic and
the depression ensuing from it by discussing two novels by the American writer
Sylvia Plath and the Romanian writer Cella Serghi with the aim of comparing
the autofictional representations of depression. The comparative analysis helps
understanding an identical issue — the modern 21% century disease and promotes
an author from a smaller national literature to the realms of World Literature.

The issue continues with a study by Eriola Qafzezi and Fabiola Kadi in the field
of media discourse titled ‘(S)talking Women: Portrayal of Females in Online
Discourse of Social Media in Albania’ targeting multimodal representations of
societal issues related to the depiction of intentional female abuse, denigration
and negativity. The authors believe that the information rendered will raise
awareness about such problematic approaches toward females in Albania and
will help resolving them to some extent.

Finally, the current volume focuses on a book review related to the very topical
COVID-19 pandemic and the issues related to translation and interpreting. Its
title is “Translation and Interpreting in the Age of COVID-19’ and the reviewer
is Antony Hoyte-West. The book puts an emphasis on the adaptations which
seem to have remained after the coronavirus disease, namely working remotely
from home, increased digitalisation, as well as changing employment patterns
across many professional domains. The book presents the standpoints of twenty-
five authors from different institutions in nine countries across three continents
in five-chapters on translation, six chapters on interpreting, and five chapters
on translator and interpreter didactics during the coronavirus period. Some of
the challenges are related to the change of face-to-face interpreting to remote
interpreting, more specifically to remote simultaneous interpreting and the
technology from a sociological perspective. Students and staff opinions on the
matter were also discussed. A number of computer-assisted interpreting tools
were dwelled upon and their pedagogical and practical assets were pointed out.
It highlights the fact that translation and interpreting will definitely undergo
some changes so that they can correspond to society’s post-pandemic needs.
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THE EFFECTIVENESS OF EFL COURSE MATERIALS
DEVELOPED ON THE GROUNDS OF CRITICAL LANGUAGE
PEDAGOGY AND THE PLURILITERACIES TEACHING
FOR DEEPER LEARNING APPROACH

'Barbara Muszynska; *Maria Elena Gomez Parra
IDSW University of Lower Silesia (Poland); *Universidad de Cérdoba (Spain)

Abstract: A review of literature that underpinned the theoretical framework for materials
design presented in this study contributed to the development of English language course
through the lens of Critical Language Pedagogy (CLP) and the Pluriliteracies Teaching for
Deeper Learning approach (PTDL). The purpose of the study was to gain initial knowledge
on the effectiveness of such an approach for materials design, which could provide the basis
for further questions related to the actualized learning potential of educational materials.
With this purpose in mind, an interpretive content analysis of the Scenario-based Assessment
for Learning Experiences questionnaires was conducted upon the course completion with
university students from Spain and Poland. The obtained results suggest that educational
materials prepared on the grounds of CLP and PTDL have the potential to support language
learning in linguistically diverse educational contexts and can be characterized by their
actualized learning potential. It is noteworthy that 30% of participants reported that the
experience of working with the course led to personal growth and development. Nonetheless,
as this research shows, such a process requires a change in the role of the teacher and a shift
in the perception of learning goals in favor of the contextualization of learning materials,
which is what future research should further examine.

Keywords: Critical Language Pedagogy, Pluriliteracies Teaching for Deeper Learning,
English language materials design, university students
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Introduction

This study is part of a larger research project where a thorough and critical
analysis of the literature on materials design has been conducted to bring new
knowledge to light, concerning broadly understood language education. The
initial analysis revealed a lack of evidence-based language learning materials
for adult learners, notably, materials that would be designed through the prism
of Critical Language Pedagogy (CLP) (Crawford, 1978; Crawford-Lange, 1981;
Auerbach, 1990; Crookes, 2012) and the Pluriliteracies Teaching for Deeper
Learning approach (PTDL) (Coyle & Meyer, 2021). The objective of the broader
research was to know whether combining the two named above perspectives in
language materials design could set the ground for the development of learning
materials facilitating participatory learning, social understanding, promoting
diversity and inclusivity in language education. This research has contributed
to the development of English language course materials' written by Barbara
Muszynska (2020) who is also the author of the preliminary study described
in this article. Its goal was to gain initial knowledge, which could provide
the basis for further questions related to the actualized learning potential of
educational materials (Bundsgaard & Thomas, 2011) to establish the relevance
of the information obtained. With this purpose in mind, the Scenario-based
Assessment for Learning Experiences questionnaire (Haynes, Spence &
Lenze 2009) was used among students from different cultural backgrounds to
validate this research and to verify the correctness of the formulated research
questions concerning: (a) aspects of potential learning opportunities and their
actualization; (b) verification whether the selected learning materials work
in different cultural contexts; (¢) in what respect the learning situation was
successful. Throughout the research process, the authors of this study were
reflecting on Stenhouse’s concept (1983, p. 192), asserting that teachers need
to be involved not only in the development of the educational programme but
also in the evaluation and subsequent adaptation of teaching materials in order
to improve educational programmes, as they are used in the classroom in their
educational context (Hammersley, 2004).

The research questions which guided this research are as follows:

1) How did the students assess the appropriateness of the educational materials
used in class?

2) What were the students’ reactions to the change in the paradigm of teaching
and learning?

3) What were the effective and ineffective learning opportunities?

1. The title of the course is ‘Inclusive, Plurilingual and Pluricultural Learning Environment
for English language Learning’ (2020). The course is compatible with the WCAG 2.0 stan-
dards for students with disabilities and is available online for a free download.
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The literature review in this article encompasses Critical Language Pedagogy,
Pluriliteracies Teaching for Deeper Learning, and materials design. The research
methodology implemented in this study includes interpretive content analysis,
scenario-based assessment for learning experiences questionnaire, and the
actualized learning potential of the learning materials. The analysis presented
shows that students from the University of Malaga in Spain and the University
of Lower Silesia in Poland, appreciated working together during the course,
organizing their learning, and using their language repertoires to communicate
and construct new meanings, however, not always without perplexity. The
approach of combing CLP and the PTDL shows promising results in materials
design and its actualized potential of learning. It can facilitate participatory
learning, and contribute to critical reflection in learners and self-management
of their learning process. However, it requires a change in the role of the teacher
and a shift in the perception of learning goals in favor of the contextualization
of learning materials.

Literature review

Critical Language Pedagogy

Crookes (2010) represented the view that the application of the practicality of
critical pedagogy to second language education and the development of sample
second language education materials for teachers could contribute to increasing
diversity in lessons and help teachers become familiar with theories concerning
language education. Moreover, Canagarajah (2015) believes that critical
pedagogy, in the context of language education, should be oriented towards
practical action and is not a set of ideas, but rather a way of “doing, learning,
and teaching” (p. 932). Such practice is motivated by a different attitude towards
school and society. Within this perspective, both students and teachers bring their
real-life experiences and needs to the educational process to operate a change
in it, including changing the means and purposes of learning to create a more
ethical, educational and social environment for learning (Canagarajah, 2015, p.
932). The development of social and linguistic competence enriches our sense
of respect, tolerance, sensitivity to race, gender, disability, environment and
social problems (Bulut & Arikan, 2015, p. 19). Languages are learned through
participation in social practices where learners use their language repertoire
to communicate and learn. Hence, the role of the teacher should be to create
a scaffolding between the educational process and students as independent
language learners. It is through language that we perceive the world, and it
is through the language of the school/university that students have access to
subject/academic knowledge. The ability to understand and express complex
linguistic concepts orally and in writing (in the mother tongue, or a foreign
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or second language) as well as metalinguistic competence, i.e., the ability to
understand and express linguistic differences, is crucial in education.

Pluriliteracies Teaching for Deeper Learning

The Pluriliteracies Approach to Teaching and Learning (Meyer et al., 2015)
develops learners’ ability to read, write, understand, use and engage with written
texts in more than one language, thereby contributing to deeper learning and
the development of transferable skills. This approach focuses on supporting
learners in mastering subject content or topics and enabling them to understand
them effectively through the lens of different cultures and languages (Meyer et
al., 2015, p. 2). This approach is built on the idea that education should contribute
to the development of learners. Therefore, subject content learning is not about
listing facts, but rather deepening students’ conceptual understanding, which
ultimately contributes to the acquisition and development of both universal
skills and new ways of thinking. In this approach, language is recognized as
the key to developing and increasing conceptual understanding. It is this focus
on language that ultimately leads to deeper learning, which can be described
as the ability to take what has been learned in a specific situation and apply it
to another. By supporting students in pluriliteracy skills, we can enable them
to construct and communicate content purposefully and effectively across
languages and cultures, and prepare them for living and working in the modern
world (Meyer et al., 2015, p. 3).

The Pluriliteracies Teaching for Deeper Learning (PTDL) is complementary
to the above. It is based on a revised understanding of language and its role
in learning, especially where language is seen as a means of knowing the
world and learning as a process of meaning-making (Meyer & Coyle 2021).
The pluriliteracies approach shows that progress in learning is based on the
successful activation of two key processes: the internalization of concepts and
the automation of relevant skills. Learning cannot be separated from language,
so the progress learners make is reflected in their ability to communicate and
demonstrate their understanding. Critical reflection by the learners themselves
and self-management of their learning is also crucial in this process.

Materials Design

The approach educators adopt to educational materials design reflects not
only their perceptions, values and knowledge but also their views on school
and society. The ways in which languages are used in education, the design

2. Council of Europe (2020). Education begins with language. Thematic report. Pub-
lications Office of the European Union. https://op.europa.eu/en/publication-detail/-/
publication/6b7e2851-b5fb-11ea-bb7a-0laa75ed71al/language-en
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of teaching and learning materials and the organization of learning are social
constructs in specific cultural settings. They may favor inclusion or exclusion
of certain groups and individuals, as learning is deeply rooted in society
and culture (Vygotsky, 1978) and power is deeply embedded in the notions
of culture and language (Fairclough, 1999). Developing social and linguistic
competences could make us enrich our sense of respect, tolerance and become
more sensitive to issues related to race, gender, disability, environmental and
social problems (Bulut & Arikan, 2015, p. 19). This requires a shift from passive
to active learning, in which learning would involve a meaningful organization
of experiences so that it could be more easily transferrable and applied to other
situations (Taba, 1962).

Learners respond to the educational programmes in different ways, depending
on their cultural interpretations and previous life experiences. Therefore, when
planning the course, author 1 has decided to draw from problem-centered design.
This approach is represented in Critical Language Pedagogy (Auerbach, 1990;
Crawford, 1978; Shin & Crookes, 2005; Crookes, 2012; Canagarajah, 2015).
The problem-centered design, based on reconstructionism and reconceptualism,
considers learners’ life situations and social problems (inequality and social
injustice). Educational programmes and materials based on this model are
prepared beforehand and are adapted to the problems and (life) situations of
the learners while learning. Problem-based learning supports active learning. It
empowers learners to conduct research, links theory with practice, and applies
knowledge and skills to solve particular real-life problems posed by the students
(Savery, 2006).

The course

The fundamental element of building the language course and educational
materials in this study was social responsibility. The authors of this article
advocate designing educational materials that are adaptable to cultural
contexts, students (life) situations, and language levels. The activities in the
course are diverse and inclusive, fostering participatory and plurilingual
learning environments. Since the language in this approach is not solely seen as
a medium of communication, but also as an instrument for thinking, this course
exercises the idea that meaning-making, problem-solving and being creative in
more than one language is the right of every student. The goal of the course is to
approach teaching and learning as social processes in which learners are active
co-constructors of knowledge with teachers (Jacobs & Farrell, 2001), and where
language learning is seen as a process not a product (Ellis & Sinclair, 1989).
Therefore, the goal of this course is not only the focus on language learning
but also facilitating participatory learning, encouraging social understanding
and creating opportunities to voice students’ perspectives and engage in society
matters through activism (the course content includes cultural biographies,
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narrative accounts, society and community matters, among others). The above
can be achieved by creating mutually negotiated pathways for learning with
the students, which is the reason why the content of the course is adaptable to
various cultural contexts. Every Unit of learning includes information about
the Unit (theme, aims, genre for writing and assessment). Students can find
functional language boxes and learning strategies embedded in the Units.
The assessment sections comprise of reflection activities, writing a learning
log, mentoring of learning (in groups or individual, in person or on a Forum
online), and learning sets (working in a small group on an assignment) as well
as individual assignments. As a result, learners should feel encouraged to reflect
on their language work and to self-direct it through mentoring of learning,
where they assess and reflect upon their learning process. The teacher is able
to assess students’ actual learning strategies through retrospective interviews
and conversations about completing tasks during the course. The main genres
in academic writing are introduced with an emphasis on empathy writing for
social purpose (Nesi & Gardner, 2012).

Barbara Muszynska’s aim was to promote diversity and inclusivity in education,
to advocate critical language awareness, deeper learning, transferable knowledge
and skills through connection to the real world. Language learning in this course
is viewed through the lens of the concept of interlingual grammar® and the idea
of multi-competence* (Cook, 1999). The goal was to give learners an impulse for
discussion and a space for active participation in preventing injustice, inequality
and exclusion.

Methodology

Research Design

An interpretive content analysis (Kirk & Miller, 1986; Wester et al., 2004) of
the Scenario-based Assessment for Learning Experiences questionnaires was
conducted during this research. It served both as a method and a research
procedure for arriving atanswers to the questions posed (Noga, 2014). The content
analysis in this study supported the development and interpretation of empirical
data from the questionnaires collected from participating students. This type
of analysis recognizes the text-bound nature of interpretation, as qualitative
research design is more sensitive to context and flexible in incorporating new
emerging themes (Ahuvia, 2001; Elbardan & Kholeif, 2017). Content analysis is

3. Interlingual grammar relates to or occurs between two or more languages.

4. Multi-competence is knowledge of two or more languages in the same mind.
See also more recent publications to get a better idea: Knowledge of two or more languages
in the same mind. http:/www.viviancook.uk/Writings/Papers/MCentry.htm
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used to make inferences from the text, which relate to the sender(s), the message
itself, or the receiver of that message (Weber, 1990). The primary inferences
concern the decoding of information that the questionnaires contain. The texts
were coded into categories and then frequencies of occurrences within each
category were scrutinized. The decoding of information occurred through the
assignments between the text fragments specified by the analysis and the non-
text elements based on the rules of semantics.

We have embraced Berelson’s concept (1952, pp. 4-25) affirming that content
analysis should fulfill the following conditions:

- the condition of objectivity (precise definition of the categories of analysis),

- systematicity (content should be analyzed in terms of all corresponding
categories),

- the condition of quantitative approach (determines the frequency of appearance
of certain categories in the content, the emphasis that is placed on it, or the
degree of its omission),

- the condition of openness of the analyzed content (elimination of hidden
content from the research),

- the condition and the need to strive (in order to reveal the remaining elements
of the communication process),

- the condition and postulate of studying not single contents, but a set / stream
of messages

- the postulate of comparative analysis.

The above suggests that content analysis should lead to objective conclusions,
which in practice means that the procedures for arriving at any findings must be
open and transparent (Holsti, 1969).

The following three approaches are usually used in content analysis (Pisarek,
1983):

- analysis of the features of the content itself or the forms of its delivery (focus
on the layer of content study, the analysis of the content of the message);

- studying the authors of the content (focusing on the intentions and other
characteristics of the content creators);

- searching for information in the texts about the recipients and the effects of the
content, to then revealing the centers of interest by relating the content analysis
to the found and evoked materials.

The research has concentrated on the third approach mentioned above.
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In the study, we have asked about the meaning of particular words and forms
of text by resorting to semantic analysis, as content analysts examine data to
understand what it means to people, and what the information conveyed by them
does (Krippendorff, 2004). The analysis of the data thus took on a semantic
character, using the meanings contained in the message. The detailed analysis
of the texts in this study was feasible on the grounds of the use of computer
assistance. The Atlas.ti v.8 software was used to discover complex phenomena
hidden in the analyzed text, which, for the reason of researchers’ familiarity
of the subject matter, might have been disregarded otherwise. The use of this
program allowed us to better manage data and maintain greater objectivity
when dealing with it, also enabling comparative and interpretative analysis
which became more systematic. Thus, it allowed us to come closer to meeting
the conditions for content analysis purposefully designed by researchers.

For the purpose of this study, analysis at both formal and meaning levels has
been conducted. First, the content and meanings in the students’ questionnaires
were identified and classified by assigning codes to them (syntactic, formal
analysis), and then conclusions were drawn about non-linguistic variables
(meaning-level analysis was used). The advantage of such a research procedure
allows for intersubjective, verifiable reading of the content of messages and the
intention of their senders (Krippendorff, 2004).

Scenario-based Assessment for Learning Experiences

The Scenario-based Assessment for Learning Experiences questionnaire used
in this study rests on the Scenario-based Assessment for Learning Experiences
model proposed by Haynes, Spence and Lenze (2009, p. 3), which can be used
to evaluate and (re)design learning activities during a course with learners. It
helps to understand the effects and outcomes of learning activities and how to
improve them. In this questionnaire, participants gave feedback on the learning
activities conducted during the course to help assess the actualized learning
potential of the course.

The Actualized Learning Potential of the Course

When introducing learning materials into a specific situation, some aspects of
the potential of the learning materials are actualized through their integration
with the historical constellation of artifacts of a given situation. Students and
teachers more or less deliberately choose to supplement the learning material
with tools and materials, and these phenomena comprise the design for learning,
which constitutes the actual learning potential.

The three-step framework composed of a holistic evaluation of learning
materials as proposed by Haynes, Spence and Lenze (2009) comprises of:
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a. the potential learning potential, that is, the affordances and challenges of the
learning material, and the competences supposedly supported when working
with the material;

b. the actualized learning potential, that is, the potential for learning when the
design for learning is enacted by integrating the learning material in a situation
in a given context;

c. the actual learning, that is, how the participants actually develop their
competences through working with the learning material or enacting a design
for learning.

The authors of the framework suggest that it is not conceivable to interpret all
three aspects of the evaluation process at one given time. Therefore, for the
purpose of this study, the authors have decided to focus on the actualized learning
potential of the above-mentioned course as the focal point of this research was
to analyze participant students’ perspectives. When evaluating the actualized
learning potential of learning materials, the authors were oriented towards
the constitution of the situation, that is, the contextualization of the learning
materials. Therefore, in this study, we have attempted to use and validate the
Scenario-based Assessment for Learning Experiences questionnaire, which
was used as a data collection tool to verify the correctness of the formulated
research questions. The analysis focused on:

(a) aspects of potential learning opportunities and their actualization;

(b) verification whether the selected learning materials work in various cultural
contexts;

(c) the respects in which the learning situation was successful; and
(d) whether the participants felt engaged and motivated to work.
The research questions which guided this research are as follows:

2) How did the students assess the appropriateness of the educational materials
used in class?

2) What were the students’ reactions to the change in the paradigm of teaching
and learning?

3) What were the effective and ineffective learning opportunities?

Participants

A group of 41 international students participated in this study. There were 34
female and 6 male students. Participants were gathered from two universities:
a. the University of Lower Silesia (ULS) in Poland (n = 10), a sub-group
formed by 6 students from Poland plus three students from Spain and one
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from Germany; b. The University of Malaga (UoM) (Spain) (n = 31) was also
mixed, as it was made up of 24 students from Spain and one student from each
of the following countries: Italy, Ukraine, Palestine, Russia, and China, plus
two students from Germany. The sample was purposively selected to represent
cultural and linguistic diversity. Students from both universities were in their
first year of their Master programme. The participants from the ULS were
studying at the Faculty of Education. Whereas one sub-group of students (n =
13) from the UoM studied intercultural linguistics, the other one (n = 18) did
English philology with a teaching profile. Moreover, these specific groups were
chosen as researchers’ previous experience told them that these courses attract
international students due to the subject matter. This is especially interesting
for this research, as international students from these two courses (we refer
to those students neither coming from Poland or Spain, who are considered as
‘national’ by the researchers of this study) (n = 11) have learnt English by using
published materials for language learning, so their answers to our questions
were judged as highly valuable by the researchers because their cultural and
educational perspective offers a kaleidoscopic view of the coursebook under
analysis herein.

All the participants provided appropriate informed written consent to participate
in this study. The consent forms were constructed with the rules and regulations
of the respective universities where the research was done.

Context

Units 4 and 5 from Module 2 from the aforementioned course were implemented
at the UoM and the ULS in the spring semester of 2021. The authors of the
study, both researchers and academic teachers, were aware of the advantages
of undertaking new explorations towards building new forms of language
education. The researchers had different cultural experiences and were open to
new roles of teachers, learners, and language communication in the classroom.

The remote learning context in which the initial research was conducted changed
the daily educational practice and the rules that guided it. The use of digital tools
was not a problem, as everyone had acquired the skills to operate within them
by the time the research started during the COVID-19 pandemic. However, the
fact that the students of both research groups were weary of studying online
was clear, which might have affected the level of engagement during the classes.
During the study, authors tried to exploit the potential of the online tools in
teaching and learning by, for instance, creating channels on MsTeams (ULS)
and Zoom (UoM) where students could connect in small groups and where the
teacher could join to provide support and engage in conversation.
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Results

The purpose of this preliminary study was to answer the research questions
posed and to make inferences about the actualized learning potential of learning
materials selected in two cultural contexts, in Spain and Poland.

An interpretive content analysis of the Scenario-based Assessment for Learning
Experiences questionnaires was conducted. The authors maintain that the idea
of using a scenario-based learning experience evaluation questionnaire is a
valid one because the questionnaire was simple in its form in terms of language
and structure, and all students declared that it was easy to follow.

In response to the first research question (RQ1): How did the students assess the
appropriateness of the educational materials used in class?

18 participants described the activities as “having a real purpose” (S1-3) and as
something “not normally taught in class” (UKR1, S3), or something that (PL1)
“never thought about”, (RUS1) “didn’t know about before”, or (PALI), (S4-8)
“never asked themselves about those issues” and, for that reason, they felt that
the activities were “purposeful and engaging” (S9-10) and “thought-provoking”
(S11-14).

The word cloud below (Fig. 1) represents the most frequent words used by
students in answer to RQ1.

o Tever thought abﬂu engaany

engra]q{ﬂ purposery

Figure 1. Word cloud of most frequent words for RQI

As for the second research question (RQ2): What were the students’ reactions to
the change in the paradigm of teaching and learning?

Since the sessions were multilingual and multicultural, and the goal of the course
was to promote diversity and inclusivity as well as critical language awareness,
a lot of classroom time was devoted to issues regarding culture and language.
The most common comments from students’ questionnaires concerned the fact
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that they had often used language or specific terminology in various classes
without reflecting on it, whereas they had an opportunity to reflect on concepts
of language more deeply. According to the students, our classes have given them
the opportunity to (PL2-3) “investigate”, (S16-24) “reflect”, (I1) “keep an open
mind”, (S25-27) “learn about and discover”, (PAL1, G2) “enrich their knowledge
and understanding” about issues concerning the culture and language, but also
their own identity, which was (PL5-7, S29) “inspirational”, (CH1) “effective”,
and helped to (RUSI, S30-31) “clarify concepts and believes [sic]”, (UKR1)
“understand certain aspects of self”, and was (G1, S28) “valid and relevant in
everyday life”. Thus, data indicate that students’ reactions to the change in the
paradigm of teaching and learning English were positive. They were willing to
experiment with different forms of learning.

As for the third research question (RQ3): What were the effective and ineffective
learning opportunities?

It is noteworthy that 12 of the participants, while describing the effectiveness
of the activities, did not refer to the activities per se, but rather to their personal
development.

See examples of student comments below regarding the way they reflect on the
learning opportunities that these materials have offered to them, having to do
with ‘language identity’ and how the learner relates language, culture and the
understanding of one’s body (PALI1), learner’s awareness on the relationship
of language and culture, finding themselves as representative of one specific
culture (R1), and language awareness (S17) related to the context (S5):

PALI: “The activities have given me an opportunity to reflect on my own
language identity and were effective because they tell a lot about the connection
between language and body and how you relate culture with language.”

R1: “I have never thought about language in that way, and it made me think
about my relationship with different languages and how they define me as a
person as a representative of the particular culture.”

S17: “Definitely, the sessions have made me to reflect on my own experience
and to think about my perspective on these topics.”

S5: “We could learn about our surroundings but also about ourselves.”

29 of the participants referred to the effectiveness of the activities directly. See
examples of student comments below, where they speak about the efficiency of
practical lessons (U1), video (P9), classroom organization (S10), and theoretical
learning (CH1):

Ul: “In my opinion the learning process was effective, because it was a very
practical lesson. The practical approach made me aware of important cultural
concepts.”
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P9: “I think the most effective lesson was when we worked on decoding the
video, because then I could work at my own pace.”

S10: “The way the classes were organized has been good and effective as in each
of them we had to read, listen, write and speak, so we have been able to improve
in these aspects and learn new things.”

CHI: “Generally speaking is effective because I acquired some interesting
theories which are beneficial for my dissertation and the tasks are enjoyable.”

Nevertheless, 2 students (I1 and Gl1) also mentioned that working online with
these materials proved challenging, as the pace of work was too quick on times,
and they would prefer to have had more time to dwell on some of the topics and
issues a bit longer, as they were important in their lives:

I1: “I think we should have spent more time on it because it required a lot of
thinking.”

G1: “I would have wished to have more time to become more aware of cultural
differences and how to spot prejudices or stereotypes on myself and especially
why I may have them.”

Only 3 students (G2, S29 and P8) described one of the activities done during the
course as ineffective:

G2: “It was non-effective for me because I did not understand what exactly was
the connection to it.”

S29: “I feel it is a little less effective, because not everyone gets to answer as
there is no time for us all to speak, and there is no guide or explanation to judge
our own results.”

P8: “The most stressful and ineffective lessons for me are the lessons when we
have to present the effect of our work, because I can’t speak or write in English
so fast.”

Discussion and conclusions

The approach to language teaching and learning described above has helped
researchers to question and reveal assumptions underlying materials’ design,
language course development, and use of these materials in online lessons in
terms of the role of learners, teachers, learning goals and other important issues
that should be considered during planning (Ornstein & Hunkins, 2018, p. 20).
This research has investigated the actualized potential of learning materials
through adapting them to different cultural contexts, to then analyze learners’
reactions to such materials in the Scenario-based Assessment for Learning
Experiences questionnaire. During this study, the authors were committed to
the contextualization of the learning materials and have observed how deeper
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learning encourages different outcomes in the classroom that cannot be fully
predicted. This is in line with Tochon’s (2010) research on meaningful learning,
which supports the view that language education needs to emphasize meaningful
learning based on personal experience, social interaction and reflection.

As mentioned in the Results section above, a few students participating in
this study felt that they needed more time to think about the issues that were
important to them, 30% of participants described the activities as purposeful and
engaging, and 70% of them saw the activities as effective, which may indicate
that learning a language through participation in social practices, promoting
social understanding, diversity and inclusivity by changing the means and
purposes of learning may be effective. There was a visible shift from passive
to active learning during the course. Learners were engaged in their process of
learning while using their linguistic repertoire, which may indicate that bringing
real-world issues and experiences into the process of learning helps to build a
learning community, construct and share knowledge (Meyer et al., 2015), create
a more ethical, educational and social environment for learning (Canagarajah,
2015), and provide access to higher levels of participation (Repo, 2022). We have
observed that when learning involves a meaningful organization of experiences
it can be more easily transferred and applied to other situations (Taba, 1962), and
this is something that participating learners were genuinely interested in. Such
a process also requires the activation of all communication channels to obtain
a personal understanding of the acquired knowledge, moving from knowledge
to action (Golgbniak, 2019), which was rather challenging for us to achieve in
an online course. Nevertheless, the development of learners’ self-awareness of
how to learn relating to one’ values, beliefs and dispositions remained crucial
for us throughout the course, and the result of having 30% of learners reporting
that the experience led to personal growth and development rather than to the
activities per se is indeed very promising. Therefore, it may be assumed that the
role of the language teacher is not only to teach the language and move from one
activity to another, but also to act as a mentor in the process of developing the
students’ critical language and cultural awareness. In order to be able to take on
this role, teachers need to develop critical language awareness and sensitivity
to language issues (Fairclough, 2001; Reagan & Osborn, 2002). Educators
who are not reflective, generally do not provide opportunities for students to
reflect on issues of linguistic diversity or critical language awareness (Reagan
& Osborn, 2002, p. 84). Students’ comments in this study have indicated that
developing social and linguistic competences could enrich our sense of respect,
tolerance and become more sensitive to issues related to race, gender, disability,
environmental and social problems of their own, as well as of other cultures,
which is consistent with Bulut and Arikan’s research (2015, p. 19).

At present, one can observe a shift in the approaches to educational materials
design by including practices that have been scientifically validated. Evidence-
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based curricula and educational practices may not only help to improve
educational attainment, they also contribute to the professionalization of
teachers by empowering them to initiate actions that improve the quality of
education, and they bridge the gap between research, theory and practice (Petty,
2009). Nevertheless, to the best knowledge of the authors of this study, there are
very few studies concerning systematic procedures of materials development
and adaptation (Garton & Graves, 2014). This study is an attempt to add to this
pool of knowledge. Creating evidence-based learning materials is a long-term
process that includes research, inquiry, design, production, adaptation, use, and
evaluation of materials (Tomlinson & Masuhara, 2017). Regrettably, there is
not much research related to the development and evaluation of educational
materials based on the principals of critical pedagogy (Crookes, 2010) and CP
in foreign language learning (Jorddo & Fogaca, 2012).

The limitation of this study was the fact that it was conducted online during the
COVID-19 pandemic. Future research should concentrate on the above issues
in a face to face context, and apply additional measures to validate the results,
such as (non)participant observations, the analysis of students’ learning logs
and students’ assessment of learning outcomes.

The results of this study provide a springboard for further inquiries related to the
design of the language learning materials and shed new light on alternative ways
of constructing evidence-based language education materials and evaluating
their learning potential. The obtained results suggest that educational materials
prepared on the grounds of Critical Language Pedagogy and the Pluriliteracies
Approach to Teaching and Learning have the potential to support language
learning in linguistically diverse educational contexts and can be characterized
by their actualized learning potential.
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Abstract: This paper intends to scrutinize the personal and systemic factors affecting
the well-being of in-service EFL teachers participating in a three-month online teacher
professional education (OTPE) program in Indonesia. Moreover, it seeks to explore
the resources that the teachers draw on to maintain their well-being. Six EFL teachers
attending the OTPE program participated in this study. Semi-structured interviews were
conducted with six focal participants. The data were qualitatively analyzed to find the
emerging themes. The findings revealed that personal and systemic factors influenced the
participants’ well-being in the OTPE program. The personal factors included motivation,
marital status, and spirituality, while the systemic factors encompassed the national policy
on EFL teacher certification, teacher education institution, home school, and family.
Moreover, the participants drew on personal resources, i.e., motivation and spirituality,
and social resources, i.e., family members, colleagues, students, instructors, and fellow
participants, to maintain their well-being during the OTPE program. Hence, the interplay
between personal and systemic factors was quintessential to the EFL teachers’ well-being
in the program.
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Introduction

As teaching English to speakers of other languages (TESOL) embraces the
emotional and psychological turn, the issue of English teacher well-being has
received more attention in recent years. Teachers’ well-being levels strongly
predict foreign language teaching enjoyment (Ergiin & Dewaele, 2021), which
can positively influence student well-being and achievement (Harding et al.,
2019). Despite its infancy stage in language education (Nazari & Xodabande,
2022), teachers’ well-being has been discussed in general education by drawing
on positive psychology, highlighting how teachers flourish. Two psychological
perspectives used to understand human well-being are hedonic and eudaimonic
perspectives (Ryan & Deci, 2001). The former refers to subjective well-being,
emphasizing happiness and a sense of satisfaction. The latter emphasizes the
individual ability to self-actualize and fully optimize the capacity as a person to
attain the meaningfulness of life. The perspectives have been used extensively
in studies on teacher well-being. Based on these perspectives, the emergence of
well-being is due to individual and subjective factors. However, both perspectives
should be integrated since the idea of well-being encompasses feeling well and
living good, which is under the influence of individual and contextual factors.
Mercer (2021, p. 16) defines well-being as “the dynamic sense of meaning and
life satisfaction emerging from a person’s subjective personal relationships with
the affordances within their social ecologies.” Therefore, teacher well-being
is seen from the ecological perspective, considering the interplay between
individual factors and collective systemic localities around the teachers.

Studies have been conducted to examine individual related factors which
negatively influence teacher well-being, including stress (e.g., Aloe et al., 2014;
Carroll et al., 2021; Chirico et al., 2020; Maclntyre, Ross et al., 2019) and
burnout (e.g., Gregersen et al., 2023; Jin et al., 2021a; Madigan & Kim, 2021;
Mercer, 2020; Nazari & Xodabande, 2022). These dominant factors have played
a prominent role in attrition (Carroll et al., 2021; Chirico et al., 2020; Struyven
& Vanthournout, 2014). However, as teacher well-being sources come from not
only individual but also socio-contextual factors, studies on teachers’ well-being
from the ecological lens have been conducted in recent years. Mercer’s (2020)
study revealed that the profit-oriented business model of ELT in the private
sector in Malta has led to the issue of precarity, negatively influencing English
teachers” well-being. However, despite the insecurity, teachers still enjoyed
their profession and felt positive due to their excellent rapport with colleagues
and students and their positive working culture. Mairitsch et al. (2021) found
that teacher well-being was influenced by the policies and status of foreign
languages as school subjects. Jin et al. (2021a) also revealed that language
teachers’ psychological, social, and contextual resources help maintain their
well-being. Considering the findings, it becomes evident that various systemic
factors can significantly impact teachers’ professional lives, well-being, and job
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satisfaction (Aldrup et al., 2018; Hofstadler et al., 2020). Hence, it is clear that
different contexts play a distinct and crucial role in contributing to the overall
well-being of language teachers.

Due to the importance of context-dependency, this study seeks to contribute
to the existing body of knowledge on teacher well-being by addressing the
under-researched context of an online teacher professional education (OTPE,
henceforth) program in Indonesia. While participating in the OTPE program,
teachers are still required to teach at their respective schools. As previous studies
have focused on the well-being of language teachers in work environments
(e.g., Ebadijalal & Moradkhani, 2022; Jin et al., 2021b; Maclntyre, Gregersen &
Mercer, 2019; Mercer, 2020) and in the teacher education program (e.g., Herrera
& Martinez-Alba, 2022; Mairitsch et al., 2021; Sulis et al., 2021), the interplay
between simultaneous multiple identities and roles as teachers and students
potentially add or detract the well-being of EFL teachers. Hence, the individual
and socio-contextual factors of the OTPE program and schools where they teach
are the critical determinants of their well-being.

The OTPE program seeks to educate in-service Indonesian EFL teachers with
social, personal, professional, and pedagogical qualities. Its ultimate goal is to
foster a growth mindset in teachers, empowering them to explore and adapt to
an ever-changing environment (Novita, 2022). It comprises seminars on topic-
specific pedagogy, peer-teaching, subject matter and pedagogical knowledge
enrichment, and school-based teaching internships. The changes in teachers’
daily professional practices may become the resource of their stress, eventually
influencing their well-being (Maclntyre, Ross et al., 2019). Adopting the
ecological perspectives on EFL teacher well-being, we seek to scrutinize the
factors supporting or threatening the EFL teachers’ well-being, and the personal
and social resources they use to navigate challenging situations during the
program. Two research questions addressed in this study are as follows:

1. How do the personal and systemic factors of the OTPE program affect the
well-being of EFL teachers?

2. What resources do the EFL teachers draw upon to maintain their well-being
during the OTPE program?

EFL teacher well-being: Its ecology and resources

An ecological approach is a relevant framework for better understanding
language teachers’ individual and social well-being holistically. It considers
an individual possessing the agentic power to deliberately connect to their
sociopolitical, organizational, cultural, personal, and interpersonal ecological
systems (Mairitsch et al., 2021; Mercer, 2020, 2021). Furthermore, since the
ecological perspective implies the understanding of teachers’ well-being within
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the broader environments of their lives, it encompasses the interconnectedness
of teachers’ personal and professional lives, the contribution of the systemic
and institutional factors on teacher well-being, the distinctive characteristics
of the subject matters that they teach, and teachers’ career stages (Jin et al.,
2021b). Hence, it is emphasized in the ecological lens that personal and systemic
contexts around the teachers heavily determine their well-being.

Bronfenbrenner’s (1994) five ecological systems have been used as a framework
to explain how the systemic entities around the teachers influence their well-
being. The first system is the microsystem, encompassing the connection of
teachers with immediate environments, such as homes, schools, or classrooms.
The second system, i.e., mesosystem, encapsulates the interrelations of different
settings, such as schools and homes. Third, the exosystem refers to the contexts
that indirectly influence the teachers, i.e., teacher organizations and local
government’s policy, while the macrosystem focuses on how socio-cultural
and political settings affect the teachers. Lastly, the chronosystem accentuates
the time that characterizes changes experienced by the teachers, including life
transitions and significant life changes.

In the lens of ecological perspectives, well-being arises from the interplay
between intrapersonal and contextual factors and adjusts to broader ecosystems.
Foreign language teachers can use their social-psychological capital to boost
and maintain their well-being, including social and contextual affordances and
embodied psychological qualities (Jin et al., 2021b). The psychological resources
include positive thinking and beliefs, gratitude, optimism, and self-awareness
and the contextual affordances consist of various types of support from peer
colleagues, school management, outside of school, and governments (Jin et al.,
2021a). Furthermore, Maclntyre et al. (2022) reveal that hope plays a significant
role in coping with stress and challenges and sustaining language teacher well-
being.

Method

As this study aims to explore personal and systemic factors affecting teachers’
well-being and resources drawn by Indonesian EFL teachers to maintain their
well-being during the OTPE program, a qualitative research method was
employed to collect subjective interpretations and produce detailed descriptions
(Daniel & Harland, 2017).

Context of the study

This study was situated in the OTPE program, a required route for obtaining
a teaching certificate. In-service teachers who received the certificates after
completing this program were certified professional teachers who were
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financially eligible to receive monthly teacher professional allowance from the
government. While attending this program, teachers still accomplished their
school’s regular teaching activities and other administrative or extracurricular
works. The program was conducted within three-month training through a
Moodle-based Learning Management System platform administered by the
Indonesian government. In this program, the government collaborated with
several teacher education institutions.

Participants

Six EFL teachers attending the OTPE program organized by three well-known
Indonesian universities were selected as the participants in this study. To deal
with the ethical issues of this qualitative study, the researchers explained
the study’s objectives to the participants at the beginning of the recruitment
process. As their involvement was entirely voluntary, they were informed that
they might withdraw at any time. Furthermore, the researchers informed them
that their personal information was confidently addressed using pseudonyms.
The participants’ demography is in Table 1.

Table I.
Demography of the participants
Participant Gender l\é[:‘;ltlzl Erl;;aecrliliﬁ%e Province
P1 Female Married 9 years West Java
P2 Female Married 13 years East Java
P3 Male Single 7 years Central Java
P4 Female Married 15 years Kalsig}lla;[rtlltan
P5 Female Married 15 years Lampung
P6 Male Married 10 years East Java

Data collection and analysis

In-depth interviews were employed to obtain the participants’ rich narrative
accounts. The one-hour interviews were conducted in Indonesian' and video-
recorded using the Zoom application. The interviews were intended to explore
the impact of personal and systemic factors on the participants’ well-being, as
well as to identify the resources that played a role in maintaining their overall

1. The translations of the interviews, from Indonesian to English, were conducted by the
authors.
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well-being (see Appendix 1 for the interview guideline). The results of the
interview were transcribed and re-read to check the accuracy of the written
data. A member-checking strategy was conducted to ensure the validity of the
transcripts (Candela, 2019; Creswell & Miller, 2000). Then, the researchers did
a thematic analysis.

Findings and discussion

Factors perceived as affecting EFL teachers’ well-being
in the OTPE program

Findingsreveal that the EFL teachers’ perceived well-being in the OTPE program
was affected by the interplay between personal and systemic factors around
them. The personal factors included motivation, marital status, and spirituality.
Meanwhile, the systemic factors were associated with the systems and localities
in teachers’ participation in the program, namely the national policy on EFL
teacher certification, teacher education institution, home school, and family.

Personal factors

The participants revealed that the personal factors pertinently influenced their
well-being in the OTPE program. The first personal factor was motivation. They
were motivated to attend the program as it was the only path that led them to
become professional teachers. The program could help them achieve the best of
their professionalism as EFL teachers. P5 shared:

I had waited a long time for this TPE program. Joining the program was a path
to obtaining a professional teaching certificate in our country. But, the most
important thing was that I improved and made meaning of my professional self.
That echoed in my mind during the program and provided me with a hope for
my profession.

Drawing a sense of meaning and purpose, the EFL teachers clearly understood
who they were and what they intended to achieve in the OTPE program. Such
meaningfulness and purpose were quintessential to achieving eudemonic well-
being (Mairitsch et al., 2021; Nazari & Xodabande, 2022; Ryan & Deci, 2001),
which empowered the teachers in accomplishing all the requirements of the
OTPE program. In this regard, what they had done was not instrumental in
getting a certificate, but it was a space to improve their professionalism and
make them grow as human beings. Mairitsch et al. (2021) articulate that people
having a goal for their lives are more likely to do well and have higher levels of
happiness and expectancy.

Another personal factor influencing the teachers’ well-being during the program
was their marital status. The participants benefited from either being unmarried
or married. The unmarried participants could focus on accomplishing the
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assigned tasks without any interference from other family members. However,
at certain times, they also needed encouragement and motivation from those
closest to them. Similarly, married participants admitted that their family
members supported and motivated them. However, they had to accomplish their
responsibilities to their families while finishing all the assignments of the OTPE
program. Hence, marital status influenced the teachers’ well-being. However,
each participant’s marital status uniquely contributed to teachers’ well-being.
P3 admitted:

Since [ am not married, I could focus on my assignments without doing household
chores. I cannot imagine if, at the same time, I had to play the role of a parent.
However, I also missed having close people support me at some point.

Spirituality was admittedly a personal factor that contributed to the EFL
teachers’ well-being in the OTPE program. This finding aligns with Farrell et
al. (2020), who highlighted the profound connection between spirituality and
mental health as well as overall well-being. Spirituality generally refers to a
relationship with a vast, omnipotent, and divine superior. When the teachers
were connected to this source while accomplishing the program, they radiated
the favorable energy that advanced their responsibilities and roles. As all
Indonesian citizens must embrace a religion or belief, the participants revealed
that the religious teachings influenced the state of their well-being, especially in
their hectic schedules. P4 stated:

While following the OTPE program, I taught myself that nothing is impossible
if God wills. I'm sure God will make everything easy and smooth if I’'m close to
God and keep trying optimally. I have become more confident and enthusiastic
about carrying out this program by upholding these beliefs.

Systemic factors
National policy on EFL teacher certification

The national policy on teacher certification undoubtedly influenced teachers’
well-being in the OTPE program because it directly impacted the teachers,
particularly concerning time management issues. The participants had to
complete 36 credit- modules within three months (Kemendikbud, 2022). As
the program was conducted during effective teaching schedules, on which most
teachers were obliged by their home schools to carry out their teaching routines,
this condition highly affected the teachers’ well-being. P5 revealed:

The policy and curriculum of this program really affected my daily teaching
activity. I had to leave the class to join the synchronous session or to complete
the assignments. Although the school principal permitted me to attend this
program, I still had to do my routine activities, including teaching, completing
administrative work, and participating in a teacher competition.
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Despite the support from the school principal, some teachers needed help
concentrating on the OTPE program because they had to be at the schools
at a similar time, completing other administrative and extracurricular
responsibilities. Indeed, this time management issue affected teachers’ physical
well-being. Therefore, they learned how to improve their time management
skills and reduced negative apprehensions (Mercer, 2020).

Meanwhile, other teachers expressed their satisfaction and gratitude for the
opportunity to join this program. They agreed that the curriculum of this
program was very beneficial and exactly met their needs as EFL teachers. The
participants reinvented their motivation in learning while working on the course
modules and discussing topics with their instructors. P1 revealed:

I learned a lot from this program. It gave me a deeper understanding of what
I must do as a teacher. I could reflect on my own teaching practices that still
needed improvement.

Some teachers stated that this program was efficient due to its flexibility in
working through the LMS. It was also economical because they could participate
in the program from the comfort of their homes without going to the city of the
organizing teacher education institutions. P4 shared:

This program was organized in an LMS that made it flexible, effective, and
efficient, saving my money and energy... It exposed me to new learning habits,
such as reading literature and finding new learning resources, which involved
critical thinking and decision. I think it is also what my peers felt, we were
motivated by the learning materials and activities in this program.

The excerpts illustrate how the participants considered time as influencing their
well-being. While P5 viewed time as a stressor, P1 and P4 perceived time as a
resource, which resonates with Mercer and Gregersen’s (2020) idea about the
role of time as a resource concept. The findings showed how the teachers spent
the time wisely to sustain their motivation and boost their well-being. P1 and
P4 perceived their limited time as a resource to practice their time management
by producing and achieving positive outcomes, such as new learning habits,
decision making and reinventing motivation to produce and achieve more
beneficial outcomes.

Teacher education institution

Teacher education institutions where the participants were placed for the
OTPE program played a defining role in their well-being as they were directly
under the control of the institutions. Indeed, the workloads and tight schedules
predetermined by the government affected their stress levels (Mairitsch et al.,
2021). However, the findings reveal that organization and interconnectedness
in the teacher education institutions were more pertinent to the EFL teachers’
well-being.
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The government chose higher education institutions to organize the OTPE
program based on the availability and quality of the teacher professional education
study program. The participants admitted that well-organized synchronous and
asynchronous learning activities fostered them to skillfully manage their time and
energy, which protected them from exhaustion, burnout, and stress (cf. Chirico et
al., 2020; Gregersen et al., 2023; Maclntyre, Ross et al., 2019; Maslach et al., 2001).
Furthermore, the presence of a WhatsApp group accelerated the communication
between the management of the study program and participants, making them
well-informed about any schedule changes. Such suitable communication was
admitted to contributing to their serenity. P3 shared:

My teacher education institution has successfully managed the OTPE program.
Precise schedules and activities informed through our WhatsApp group made us
keep calm. Any changes to the plans were also announced through the group.

The institutions were given the flexibility to manage the daily synchronous
meetings. The instructors and participants agreed upon the time of the
synchronous meetings. However, as the sudden schedule changes were
frequently made, the participants admitted that they had to re-organize their
schools’ teaching schedules. In this regard, the changes made them feel agitated.
As a result, agitation prevented them from studying and working well, leading
to stress and anxiety (Aloe et al., 2014; Carroll et al., 2021; Chirico et al., 2020;
Maclntyre, Ross et al., 2019).

Home school

As the EFL teachers still took their professional roles at their respective schools,
the positive support from the school members was crucial in maintaining their
well-being in the OTPE program. The support could bring about positive
thinking, gratitude, and optimism, which triggered them to improve their
professional selves in the OTPE program (Jin et al., 2021a). The participants
admitted that the school leaders, colleagues, and students were paramount in
supporting them in accomplishing the program. P1 said:

I felt so glad that all the school members, such as the school principal, colleagues,
administrative staff, and students, supported me in accomplishing the OTPE
program. The principal also encouraged me to focus on the program and finish
it, allowing me to use the school facilities.

Indeed, the school leaders’ policies played an essential role in supporting the
teachers in the OTPE program. Some participants also mentioned that their
principals allowed them to find alternative ways when they had to teach the
classes and join the OTPE program simultaneously. They might find a substitute
teacher, reschedule the class meeting, and give assignments to students. The
principals recognized the inherent challenges of the EFL teachers’ dual roles as
both educators and participants in the OTPE program. They provided valuable
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support by endorsing effective time management strategies to facilitate the
achievement of the program’s objectives. The participants struggled with time
management and workloads in the OTPE program and schools. Inadequate time
management and overwhelming workloads could potentially lead to heightened
stress levels for the EFL teachers (cf. Carroll et al., 2021; Chirico et al., 2020;
Maclntyre, Ross et al., 2019; Mairitsch et al., 2021).

The participants also admitted that their home schools provided them with
several facilities to help them deal with the various projects of the OTPE
program. The supporting facilities, such as a quiet room, laptop, and wi-fi, were
crucial to help the teachers fulfill all the tasks. The support given encouraged
them to be more determined to do the program. However, despite the facilities,
several teachers admittedly faced a challenging situation due to the unstable
internet connection as they lived in remote areas. This daily hassle could lead
to a higher stress level (Maclntyre, Ross et al., 2019). P5 admitted:

I often had a bad internet connection while having asynchronous meetings. It
made me anxious whether I could catch up with the materials and activities. I
was really afraid of failing in this program.

Liketheteachereducation institutions, the schools provided the EFL teachers with
organizational support, motivation, and encouragement. The positive nuances
encouraged them to accomplish their professional and academic responsibilities
and grow as professional teachers (Jin et al., 2021b; MacIntyre, 2021; Maclntyre
& Mercer, 2014; Malczewska-Webb, 2016). As a result, the teachers achieved
higher self-efficacy, happiness, and fulfillment, which positively contributed to
their well-being (Gallagher & Lopez, 2021; Maclntyre, 2021).

Family

Family support had a significant influence on the success of the participants
following the OTPE program. During the program, the married participants
needed to manage their time effectively to give enough attention to their family
members. They also needed to do the OTPE assignments while teaching in
their schools. Therefore, the family members’ support and understanding help
them accomplish their responsibilities in the OTPE program and at their home
schools. P4 stated:

My family members understood my being busy during the OTPE program. I had
to accomplish the tasks and attend a series of synchronous meetings. I had to
teach classes at school. I also had to carry out my responsibilities in the family. |
had multiple roles here. They (the family members) understood my position. That
made me happy and even more excited to go through this program. (P4)
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Resources perceived as maintaining the EFL teachers’ well-being

in the OTPE program
The findings reveal that the teachers drew on the available resources to maintain
and increase their well-being during the OTPE program. The resources included
personal and social resources.

Personal resources

The personal resources that the participants drew on in the OTPE program
included self-motivation and spirituality. The participants admitted that they
needed high self-motivation to accomplish the OTPE program. They needed to
have a solid commitment to attend classes regularly, do the assignments, and
follow the regulation of the program. Hence, participating in the program was
believed to accelerate their professional development, which would be helpful
for their schools and families. P2 stated:

I realize that my participation in this program will significantly help me in my
self-development as an individual, a teacher, or a head of the family.

The motivation echoed in their minds, encouraging them to do their best despite
the challenges encountered. For example, the challenges, such as the use of
technology and various teaching methods, could be solved with the help of the
people surrounding them. Therefore, their motivation triggered them to find
strategies to overcome the challenges.

Furthermore, the participants admitted that a high workload could cause stress
if it was not balanced with a solid spiritual foundation. The results showed that
spirituality positively and significantly affected teachers’ performance during
the OTPE program. The participants often prayed to calm themselves down.
Furthermore, a prayer could make them feel close to God and be grateful for their
life. By doing so, the teachers could feel happy and grateful while having the
OTPE program. Indeed, spirituality was a power in dealing with problems and
challenges. Through prayers, the participants could make their lives meaningful
and achieve happiness, which was essential for their well-being. P1 stated:

I prayed that I would always be blessed with good health and strength in
participating in the program so that I could complete the OTPE program. By
praying, I became calmer and more confident in following the program though I
had a lot of things to do. Also, praying made me feel meaningful and thankful.

Social resources

The social resources on which the EFL teachers drew to maintain their well-
being during the OTPE program included family members, colleagues, students,
instructors, and fellow participants.
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Family members

The findings suggest that all participants’ family members supported them in the
program. They realized that participating in this program would significantly
help the participants to grow as individuals and teachers. The members thus
understood the consequences of participating in the OTPE program. They also
encouraged, prayed, and comforted them when the participants felt tired. Their
husbands or wives understood their being busy during the OTPE program.
Therefore, they were willing to postpone family activities until they finished
their assignments. This family support was constructive for the participants
participating in the program. P5 remarked, “my family was very supportive and
made me more excited and focused.”

The family members’ support was shown by helping the participants in the
program. First, the family provided the facilities for the participants to
accomplish the program’s tasks. The family provided the facilities, such as a
new laptop and WIFTI installation, and helped take videos if they had difficulty
recording the teaching practices. Second, family members helped them with
household chores and cared for the children. The children also began to learn
independently to do their homework. P4 admitted:

My husband’s role was extraordinary, being able to understand and help me
to deal with household chores. My husband and I could take turns taking care
of the children. We shared housework at home. My children provided much
support, especially those related to household matters.

Colleagues

Encouraging and supportive colleagues were a resource for the teachers’ well-
being while joining the OTPE program. Their school’s colleagues were very
supportive and helpful in their willingness to be substitute teachers. Furthermore,
the colleagues were willing to exchange teaching itineraries. The teachers also
obtained very insightful comments from their colleagues regarding the projects
of the OTPE program. In addition to discussing the OTPE materials with the
teachers, the colleagues shared their experiences of participating in the OTPE
program. It was significant to minimize the teachers’ burden. P6 stated:

They really cared by asking how my OTPE program was progressing. They
always encouraged me when I was under pressure with many assignments by
offering help in discussing projects together.

The teachers also expressed appreciation for the valuable assistance provided
by the administrative staff, who supported them in fulfilling the administrative
and technical tasks, including printing out the documents, preparing the tools,
and editing the videos. P2 said:

They were very responsive in providing what I needed. They even helped me to
bring tools and prepare the room for teaching practices.
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The excerpts exemplify the fact that those supportive relationships in the
schools brought about a supportive atmosphere and had a positive impact on the
teachers’ well-being. In addition, the participants also admitted that the absence
of colleagues would diminish their well-being. P2 said:

Ineeded helpful peers to assist me in facing the OTPE program. It was not easy for
me to join this program and I could not face it alone, without their assistance.

During the OTPE program, the principal also approached the teachers personally,
reassured them, and looked for solutions with them. They helped the teachers to
address the problems they encountered. P6 mentioned:

My principal gave me insightful ideas and guided me in finishing the OTPE
program’s tasks. It was really important for me because I could achieve my target
as a professional educator.

Hence, the supportive roles of colleagues could influence teachers’ professional
lives and well-being (Aldrup et al., 2018; Day & Gu, 2010; Hofstadler et al.,
2020; Jin et al., 2021a; Tutyandari, 2022). As a result, the teachers put more
effort into accomplishing the OTPE program.

Students

The teachers mainly described students as lovely, supportive, and encouraging.
The students showed full support to the teachers by helping the teachers
prepare a classroom and a video camera when their teachers had to conduct
the teaching practices. They were also cooperative in their teaching practices.
The active involvement of the students significantly contributed to the positive
mental health of the teachers, thereby enhancing their ability to become high-
quality professional educators. The strong connection between the teachers and
students made the teachers happy and relaxed. Hence, the teachers considered
the students a resource for their excitement and happiness during the program.
P5 recalled:

I was so pleased because I had exceptional students who supported me during
the OTPE program. They helped me a lot with the field practice of teaching and
learning. I felt excited and relaxed in my teaching practices.

The excerpt suggests that a mutual understanding and close relationship between
the teachers and the students created a sense of trust and an emotional bond.
Hence, helpful, encouraging, and friendly students were influential and critical
in affecting the teachers’ well-being during the OTPE program. Maclntyre,
Ross et al. (2019) also found that the strong connections between the teachers
and students positively impacted teachers’ well-being.

Instructors

As the OTPE program provided them with a virtual space that affected their
personal and professional growth, the interconnectedness with instructors and
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fellow participants was perceived as affecting their well-being in the OTPE
program. Some participants admitted that their relationship with their instructors
affected their positive well-being. The participants often asked for their help
during the task accomplishment. The instructors demonstrated a commendable
level of support and flexibility, acknowledging the participants as adult learners
and prioritizing transformative learning approaches. Moreover, they were also
willing to help the participants outside the synchronous schedules. As a result,
the participants felt motivated, accepted, and encouraged by their instructors.
P6 remarked:

My instructors always motivated me. They encouraged me to improve my
teaching and my professional growth. They focused on my strengths and wanted
me to develop my strengths.

However, P1 revealed that one of her instructors was strict, criticizing all of her
work. As a result, she felt discouraged and unmotivated. All of the efforts that
she made were solely aimed at fulfilling her instructors’ expectations. In this
regard, she experienced high levels of stress dealing with the instructors.

Indeed, the instructors’ motivation, encouragement, and positive feedback on
teachers’ strengths instigated teachers’ growth and flourishing. The teachers felt
accepted, encouraged, and motivated. Asaresult, they focused on maximizing their
potential. The findings of this study align with previous research that incorporates
the principles of positive psychology. It is well-documented that cultivating
positivity can enhance self-efficacy, happiness, fulfillment, enjoyment, and hope
(Gallagher & Lopez, 2021; Maclntyre, 2016, 2021; Seligman & Csikszentmihalyi,
2000; Tutyandari, 2023). These positive psychological factors empower teachers
to excel and thrive in their professional endeavors (Ardi, Mukti et al., 2023; Ardi,
Widyaningsih & Widiati, 2023; Jin et al., 2021b; Maclntyre, 2021; Maclntyre &
Mercer, 2014; Malczewska-Webb, 2016).

Fellow participants

The positive interconnection among the participants in the OTPE program was
quintessentially paramount in maintaining the well-being of EFL teachers. The
participants admitted that their fellow participants created a supportive and positive
atmosphere that encouraged them to grow as EFL teachers. As a community, the
members helped and learned from one another. Moreover, the interpersonal bond
they built during the program fostered them to share their problems and challenges
and give positive and constructive feedback (cf. Ardi, Widyaningsih & Widiati,
2023; Tutyandari et al., 2022). As the participants enacted their social selves, they
experienced a profound sense of being embraced, acknowledged, and valued by
their peers in the OTPE program. This feeling of social acceptance within the
program appears to have had a positive impact on reducing their stress levels and
boosting their self-efficacy, happiness, and overall enjoyment, all of which play
a crucial role in enhancing their overall well-being (Gallagher & Lopez, 2021;
Maclntyre, 2016, 2021; Mairitsch et al., 2021; Tutyandari, 2023).
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Conclusions and implications

This study has revealed the personal and systemic factors affecting the well-
being of EFL teachers during the OTPE program. The personal factors included
motivation, marital status, and spirituality, while the systemic factors were
derived from the national policy on EFL teacher certification, teacher education
institution, home school, and family. The EFL teachers also drew on personal
resources, including motivation and spirituality, and social resources, namely
family members, colleagues, students, instructors, and fellow participants,
to maintain their well-being during the program. The resources entail the
importance of teachers’ intrapersonal and interpersonal relationships to foster
their growth and well-being. It is also interesting to find out that motivation,
spirituality, and familial bonds not only served as influential factors but also
functioned as valuable resources in fostering individual well-being. This
underscores the significance of self-awareness and cultivation of meaningful
emotional and social connections to promote teachers’ well-being in the OTPE
program. Overall, the EFL teachers’ well-being in the program was not only the
teachers’ responsibility but also the responsibility of the systemic localities in
which the teachers worked, studied, and lived. Indeed, the dynamic interplay
between personal and systemic factors determined their well-being.

As the findings underscore that the home schools affected teachers’ well-
being, the teachers need to be exempted from teaching and administrative
responsibilities at the schools during the OTPE program. It is also essential that
the government set an agenda to maintain teachers’ well-being in the OTPE
program to make them achieve their optimal professional growth. Making
well-being competence an integral part of the OTPE program will also benefit
teachers’ future professional growth and lives. As the participants of this study
were only from three teacher education institutions, future studies are called
to include participants from all teacher education institutions in Indonesia.
In this regard, quantitative studies are employed to gauge the levels of EFL
teachers’ well-being and examine the correlation between teachers’ well-being
and ecological factors in the OTPE program in Indonesia. Hence, the results
will inform policymakers about fostering the well-being of teachers attending
the OTPE program.
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Appendix 1.

Interview Guideline

1. Could you please tell your personal factors that affected your well-being
during the online teacher professional education program? Why do you
think the factors affect your well-being? How did they impact your well-
being?

2. How do you think the role of organizational support in your school
(school management, colleagues, administrative staff, and the like) and in
the teacher education institution (instructors, administrative staff, fellow
participants) in promoting your well-being during the program? Could you
please give examples of their roles?

3. How do you perceive the roles of your family members in maintaining
your well-being during the program?

4. Did you encounter systemic challenges and problems during the program?
How did you overcome them?

5. Could you please tell specific personal and social resources that you relied
on to maintain your well-being in the program? Please explain them in
detail.



Research in English Studies and FLT 4 5

About the author: Rina Sari is an assistant professor at the English Literature Study Program of
Universitas Islam Negeri Maulana Malik Ibrahim Malang, Indonesia, and a doctoral student in ELT at
Universitas Negeri Malang, Indonesia. Her main interests are teacher professional development, TEFL,
and materials development.

e-mail: rinasari@bsi.uin-malang.ac.id ORCID iD: https:/jorcid.org/0000-0002-4621-6339

About the author: Luki Emiliya Hidayat is an English teacher at Sekolah Menengah Kejuruan Negeri
10 Malang, Indonesia, and a doctoral student in ELT at Universitas Negeri Malang, Indonesia. She is
interested in materials development, ESP, literacy, and teacher professional development.

e-mail: luki.hidayat@gmail.com ORCID iD: https://orcid.org/0000-0002-9424-844X

About the author: Oktavia Tri Sanggala Dewi is an assistant professor at the English Language Education
Department of Universitas PGRI Adi Buana Surabaya, Indonesia, and a doctoral student in ELT at
Universitas Negeri Malang, Indonesia. Her research interests are in the area of TEFL, TEYL, and ESP.

e-mail: sanggaladewi@unipasby.ac.id ORCID iD: https://orcid.org/0000-0002-9372-642X

About the author: Bambang Yudi Cahyono is a professor in applied linguistics at the Department of
English of Universitas Negeri Malang, Indonesia. He has published more than 120 articles in both national
and international journals. His main research interests are English teacher professional development, ICT
and ELT, and second language writing. He also serves as a reviewer in some international journals.

e-mail: bambang.yudi.fs@um.ac.id ORCID iD: https:/jorcid.org/0000-0001-5210-5208



46 Studies in Linguistics, Culture and FLT - Volume 11, Issue 2. ISSN 2534-952X

SUGGESTING AN ONLINE PRACTICUM MODEL ON AN
EXPLORATION OF THE LEARNING GAINS IN AN EFL
REMOTE TEACHING PRACTICE COURSE: ONLINE,
PRACTICUM, MODEL ETCEtera'

1Al ilya, *Aysegiil Daloglu
!Sakarya University, Tiirkiye; Middle East Technical University, Tiirkiye

Abstract: Despite the growing popularity of online teaching especially following the
COVID-19, the research addressing online language teacher education (OLTE) is still
scarce. As another contribution to the narrow OLTE literature, the current study explores

a semester-long online practicum experience with a particular focus on the learning gains

student teachers (STs) made. Adopting a qualitative orientation, we collected data from 14
STs and 4 school-based mentor teachers (SMT5). In addition, the field observation notes of
the university-based teacher educator (UTE), who is also the first author, enriched the data

sources. Based on all the participants’ assessment and reflections, the learning gains were
delineated. Theresults demonstratedthatthe procedures implemented in the courseproduced
striking improvements in STs’ online language teaching skills, thus they were formed into
a model titled ‘Online, Practicum, Model ETCEtera’ to design an online practicum course
in pre-service English as a Foreign Language (EFL) teacher education programs. The
model requires a close coordination between faculties of education and practice schools. It
involves arepeated cycle of ETCE, i.e., exploration, teaching, collaboration, and evaluation.

Throughout the whole process, the STs are involved in constant observation and reflection,

which altogether lead to favourable learning outcomes.

Keywords: Online practicum, online language teacher education, practicum model

About the author: Ali Ilya, PhD, is an academic in the field of English Language Teaching at Sakarya
University, Tiirkiye. He has been teaching theoretical and applied courses at BA level. His main areas of
interest are program development, teacher education, and use of technology in language teaching.

e-mail: ailya@sakarya.edu.tr ORCID ID: https:/forcid.org/0000-0001-9997-9244

About the author: Aysegiil Daloglu is a professor of English Language Teaching at Middle East Technical
University, Tiirkiye. She has many publications in the field of teacher education and program development.
She has taught many courses at undergraduate and graduate levels, and supervised theses.

e-mail: daloglu@metu.edu.tr ORCID 1ID: https://orcid.org/0000-0002-9274-5952

Copyright © 2023 Ali ilya, Aysegiil Daloglu
Article history: Received: 22 May 2023; Reviewed: 21 June 2023; Revised. 1 July 2023; Accepted: 14 July
2023; Published: 28 August 2023

This open access article is published and distributed under a Creative Commons
BV Attribution 4.0 International License.

Citation (APA): ilya, A., & Daloglu, A. (2023). Suggesting an online practicum model on an exploration of
the learning gains 1n an EFL remote teaching practice course: Online, practicum, model etcetera. Studies in

Linguistics, Culture, and FLT, 11(2), 46-70. https://doi.org/10.46687/LSNU7691.

1. The study presented here is based on Ali Ilya’s PhD dissertation, which was supervised
by Aysegiil Daloglu.



Research in English Studies and FLT A7

Introduction

The rapid advancement of technology has been echoed by an equal increase in
the use of technology for instructional purposes both in face-to-face and distance
settings, and thus led to growing popularity of terms such as Computer Assisted
Language Learning (CALL)and Information Communication Technology (ICT).
Even two decades ago it was self-evident that technology is not supplementary
but rather it is essential (Ertmer & Ottenbreit-Leftwich, 2010). However, only
56% of the teachers who responded to the Teaching and Learning International
Survey (TALIS) from 48 countries stated that they received training on ICT
in their formal teacher education programs (OECD, 2018). Many other studies
also pointed to the inadequacies in teacher training on CALL (Hubbard, 2008;
Kessler, 2006). When it is noted that it is not technology but teachers themselves
that act as agents of change (Fisher, 2006), the need for concentrating more on
training teachers on CALL is getting more apparent.

Distance learning poses further challenges to language teachers as ‘teaching
online requires teachers to adopt a different mindset’ (Canals & Granena,
2020, p. 105). Distance education in various forms has been reported to gain
popularity (Comas-Quinn, 2011; Giiler, 2020; Hampel & Stickler, 2005).
However, the results of the public consultation study conducted in 2020 by the
European Commission with 2351 participants who were involved in the field of
education from all European countries revealed that 60% of the respondents had
not experienced distance education prior to the COVID-19 but 95% expressed
their belief that the COVID-19 marked a point of no return regarding the use
of technology in education. Although online teaching practices are in a rapidly
rising trend, they ‘[have] not been matched with an increase in teacher training
for language teachers beyond the technical and software-specific skills’
(Compton, 2009, p. 73-74).

It has repeatedly been reported in the previous research that the teachers’ habits
of using technology for instructional purposes are constructed during their pre-
service teacher education years (Batane & Ngwako, 2017; Kay, 2006; Lawrence
& Tar, 2018). Thus, as indicated in the National Educational Technology Plan
by the US Department of Education (2017, p. 35), ‘effective use of technology
is not an optional add-on or a skill that we simply can expect teachers to
pick up once they get into the classroom.” Notwithstanding this reality, many
pre-service teacher education programs address technology competence in
standalone courses (Foulger ef al., 2012) but it was also reported that such
isolated components are not effective in the long run (Kay, 2006). Therefore, as
Enochsson and Rizza (2009, p. 8) claimed, ‘it is important that student teachers
[STs] have the possibility to see and experience pedagogical integration of ICT
in the classroom during internship, both looking at good examples and being
able to learn by doing themselves.” However, as noted earlier, both practice and
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research in the area of online language teacher education (OLTE), and especially
in online practicum, have still remained scarce (Enochsson & Rizza, 2009;
Karam et al., 2020; Shin & Kang, 2018). To fill this gap, this study primarily
investigates the learning gains in an online practicum course offered in an EFL
pre-service teacher education program in Tiirkiye from the perspectives of STs,
school-based mentor teachers (SMTs), and the university-based teacher educator
(UTE), and suggests an online practicum model.

Literature review

Hampel (2009, p. 36) identified teacher education as a newly growing theme
in CALL research and addressed two fundamental questions: ‘what skills
do language tutors require when teaching online and how can these skills be
developed through training?’ Accordingly, the literature review is presented
under these two sub-titles: online language teaching and teacher education for
online teaching.

Online language teaching skills

Bennettand Marsh (2002) claimed that teaching online necessitates competencies
that are beyond technical skills. They classified the competencies in two groups:
a) identifying the similarities and differences between face-to-face and online
teaching, and b) specifying ‘strategies and techniques to facilitate online
learning and help students exploit the advantages in relation to both independent
and collaborative learning’ (Bennett & Marsh, 2002, p. 16). Even though they
pointed out the competencies for teaching online in a broad form, they did not
offer a framework. The first known framework formulated for online language
teaching skills belongs to Hampel and Stickler (2005, p. 316), who asserted that
‘simply listing the skills required for online tutoring would not do justice to
the complexity of the training and development needed.” Hampel and Stickler
(2005) designed their model in the form of a pyramid that consists of seven
levels from the broadest skills to particular styles that inspire creativity: basic
ICT competence (1), specific technical competence for the software (2), dealing
with constraints and possibilities of the medium (3), online socialization (4),
facilitating communicative competence (5), creativity and choice (6), and own
style (7). The authors claimed that the previous stage is a prerequisite for the
next one, and tutors are expected to reach the ultimate level of creating their own
style upon a successful completion of the former stages. Hampel and Stickler
(2005) also called attention to the marked differences between online teaching
and its counterpart in terms of classroom interaction, classroom management,
use of body language, and exploitation of materials, and they claimed that their
model was built on these differences.



Research in English Studies and FLT ~ AQ

The model was revisited by Stickler and Hampel (2015) who grouped the seven
competency levels in the original model into four, in a similar pyramid form. In
the updated pyramid, the basic ICT competencies are marked as prerequisites
rather than first-level skills. They are followed by specific technical competencies
and skills in managing the affordances and limitations of online settings. The
second level of competencies address strategies facilitating online socialization
and development of communicative competence. The third level includes
‘creativity, choice and own style’ (Stickler & Hampel, 2015, p. 66). Throughout
the levels, learners and tutors negotiate online spaces to acquire netiquette.

Compton (2009) proposed another framework. It was structured around three
levels of expertise (i.e., novice, proficient, and expert teacher), associated
with three groups of skills (i.e., technology, pedagogy, and evaluation in
online language teaching). The skills in Compton’s (2009) framework are not
presented hierarchically but rather they could be developed either individually
or concurrently. Basic ICT skills are similarly identified as prerequisites,
and the other skills are constructed upon them at three levels moving from
‘usage’ to ‘choice’ and then to ‘creativity.” Compton (2009, p. 92) also warns
that ‘language teacher education should include technology, methodology, and
evaluation courses that focus solely on online language teaching issues because
online language teaching is very different from traditional language teaching.’
Compton (2009) pointed to the ineffectiveness of treating ICT skills as divorced
from the content and pedagogy knowledge. The recent research exploring
teachers or instructors’ distance language teaching experience in different
contexts have provided empirical evidence for Compton’s (2009) arguments
(Marek, Chew & Wu, 2021; Sener, Ertem & Meg, 2020; Taghizadeh & Ejtehadi,
2021). They pointed to the challenges experienced by different groups of
teachers or instructors due to the distinctive nature of online teaching, such as
maintaining interaction or exploiting digital resources. The major implication
was the absolute need for special training and experience. The role of experience
and training in favourable outcomes has also been reported in other studies
(Canals & Al-Rawashdeh, 2019; Comas-Quinn, 2011; Conrad, 2004; Kessler,
2000).

Teacher education for online teaching

Research studies on OLTE have illuminated the practice with valuable
implications and insights (Canals & Al-Rawashdeh, 2019; Canals & Granena,
2020; Comas-Quinn, 2011; Gao & Zhang, 2020; Guichon, 2009; Giiler, 2020;
Hauck & Stickler, 2006; Hya & Daloglu, 2023; Levy, Wang & Chen, 2009;
Shin & Kang, 2018; Stickler, Hampel & Emke, 2020). A review of these
research studies highlights several qualities that characterize an effective OLTE
as involving experiential learning, fostering reflection both at individual and
group levels, building an online social community, associating the content
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with the trainees’ prior experience, acknowledging both cognitive and affective
domains, and targeting technology and pedagogy skills in a combined way. For
instance, Ernest et al. (2013) evaluated a small-scale professional development
program piloted at two different universities and the results underlined the role
of experiential learning and collaboration. Similarly, Comas-Quinn (2011),
in another evaluation study, pointed to the significance of experiential and
collaborative learning that aimed to construct an online teacher identity as a
whole.

In a recent study, Canals and Granena (2020) concluded that participatory and
experiential learning produced positive results. They also demonstrated that
self-reflection and co-construction of knowledge supported teachers’ acquisition
of online teaching skills. The authors also revealed the value of social learning,
scaffolding, the use of interactive tools and video for various purposes in an
effective OLTE. Gtiler (2020), as a contribution to the value of social learning,
described the fruitful environment created through discussions among the
members and stressed the fundamental role of community building in online
settings for positive outcomes. Regarding the role of reflection and discussion
on the trainees’ online teaching implementations, Pawan (2003) states that
online settings have an advantage over face-to-face environments as all acts
of interactions and discussions can be recorded. Observations as the sources
of input for reflection and discussion are also worth attention, and their role
was elaborated in the previous research (Elmendorf & Song, 2015; Hauck &
Stickler, 2006).

Wang, Chen, and Levy (2010, p. 778) proposed an e-teacher training model
based on the previously explored characterizing qualities of effective OLTE. The
Practice, Reflection, and Collaboration (PRC) model addressed ‘the professional/
skill developments of the trainees in an authentic learning and teaching context’
in a holistic manner. The model consists of two stages: platform training and
practice teaching, which altogether lead to professional and personal development
by means of reflection and collaboration. It was emphasized by the authors that
the model was specifically designed to go beyond the transmission of knowledge
and skills to build a professional e-teacher identity in a supportive environment.
Wang, Chen, and Levy (2010) mention the lack of modelling between the two
stages as a limitation to their study, so an e-teacher training model that also
involves observations and modelling was suggested as an improvement for their
framework.

Despite such studies addressing OLTE, the literature on OLTE is still limited
especially on online practicum and field experience (Karam et al., 2020;
Shin & Kang, 2018). However, especially with the forced move to the online
modality upon the outbreak of the COVID-19 crisis, many contexts experienced
remote forms of practicum. The studies have also revealed that stakeholders in
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many contexts were not prepared for online teaching, and they were severely
challenged (Assuncao Flores & Gago, 2020; Robinson & Rusznyak, 2020;
Sepulveda-Escobar & Morrison, 2020). Despite the challenges, it was also noted
that the forced conditions created opportunities, and it was turned into valuable
experience in terms of the development of online teaching skills (Ersin, Atay
& Mede, 2020; ilya & Daloglu, 2023; Kidd & Murray, 2020). Based on the
unexpected and unwanted processes, it was concluded that online components
need to get integrated into regular practices, and teacher education programs
need to revise the prevailing programs to increase STs’ readiness for online
teaching (Glingor, 2022).

Significance and aim of the study

Especially following the COVID-19 crisis, pre-service teacher education
programs act with three concerns: a fresh interest in integrating distance
education components into regular programs, compensating for the deficiencies
in the teachers’ competencies having graduated during the pandemic without
field experience, and identifying the needs of modern teachers and raising
mentors and choosing practice schools accordingly (Choate, Goldhaber &
Theobald, 2021). The current study serves the purpose of providing data for
redesigning practicum courses in pre-service teacher education programs
through the proposal of a model based on a qualitative inquiry into lived
experiences of STs, SMTs, and the UTE in a particular EFL pre-service teacher
education program within the framework of the Updated Skills Pyramid by
Stickler and Hampel (2015).

The following research questions guide the study:

1. What are the STs’ learning gains in an online practicum as perceived by the
STs themselves, SMTs, and the UTE?

2. What are the factors underlying the learning gains?

Method

Context

The research was conducted in an online practicum course offered in the last year
of a four-year undergraduate BA program in English Language Teaching (ELT)
at a large-scale, state university in Tiirkiye. The practicum was implemented
in two primary settings: the university of which the STs and the UTE were
members and the practice schools, where the SMTs worked and STs attended
online classes for observation and teaching. STs are required to earn 240 ECTS
credits for graduation. They complete all the compulsory courses before their
fourth year. Although STs have the opportunity to practice teaching both in
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simulated and authentic settings in the third and fourth years, the theory or
practice of online instruction is not a component of the curriculum. However,
due to the school closures upon the COVID-19, the practicum courses were
offered online for the first time, and the data for this study were collected in the
Fall term of 2020-2021 academic year.

The practicum course has two theoretical and six practice hours. Each ST was
assigned to a SMT and spent six practice hours either to observe online settings
or to perform their teaching practices. Two theoretical hours were defined as
seminar and managed by the UTE, who is also the first author. Three or four
STs were assigned to one SMT. There were three practice schools, two of which
were state schools while the third one was a private school. One of the practice
schools was a high school and the other two were middle schools.

Participants

There were three groups of participants; STs, SMTs, and the UTE. The UTE
was also a researcher in this study. In line with the nature of qualitative inquiry,
the STs and SMTs were chosen using the maximum variation sampling strategy
as a purposive sampling technique (Creswell, 2007).

Fourteen STs participated in the study and they constituted the primary group
of participants. While six STs were male, eight STs were female. As academic
success could be a determinant of learning outcomes, variety in terms of the
STs’ grade point averages (GPAs) was also maintained. Three STs with a low
GPA (below 2.5), three STs with a high GPA (above 3.00), and eight STs with
an average GPA (between 2.5 and 3.00) took part in the study. GPAs were out
of 4.00. The ages of the STs ranged between 21 and 24. An equal distribution
regarding the school type was also maintained, and accordingly seven STs
completed practicum at a state school while the other half was assigned to a
private school. While three STs attended a high school, eleven STs attended
middle schools.

The STs were assigned to four different SMTs working at the three practice
schools. All the SMTs held a Master of Arts (MA) degree in a relevant field. One
of the SMTs was male while the other three were female. They had experience
in teaching English from four to thirteen years. They had one or two years of
experience in providing mentorship.

All the STs and SMTs were informed about the research at the beginning of the
semester in an online meeting. They signed an informed consent form that also
guaranteed the data would remain confidential and they were free to withdraw
at any time.
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The UTE has been teaching undergraduate courses in an ELT department for
almost ten years. He had six years of mentorship experience. He has background
in ELT.

Data collection instruments
Weekly reflective journals

Each ST was asked to write a reflective journal every week based on the
observations and teaching implementations. In total, every ST submitted 11
reflective journals through Google Classroom. They were encouraged to write
in the freest way possible. The STs were provided with certain prompts with a
notification that they were completely free to include anything else relevant to
their experience.

Weekly online focus group discussions

The STs were divided into two to form two focus groups. Groups were
heterogenous in terms of GPAs to promote scaffolding among STs and
homogenous in terms of the practice schools attended to provide common
substance for group discussions. Online focus group discussions were held to
gain a deeper insight into the journal data.

Audio recordings

The STs were asked to reflect on their teaching implementations right after
each performance in the form of audio recording. The STs were provided with
prompts to stimulate their reflection. The UTE also recorded audio observation
notes to take notes and provide feedback.

Open-ended surveys

Two online open-ended surveys were designed, one for STs and another for
SMTs to ask them to evaluate the practicum and delineate the learning outcomes.
The surveys consist of three sections. In the first section, the participants were
asked to present some demographic information, in the second section they
were requested to reflect on the online practicum experience, and in the third
section the participants shared their suggestions for potential improvements in
the course in the long run.

Semi-structured online interviews

The semi-structured interviews were conducted to reveal the thought processes
underlying the answers in SMTs’ open-ended surveys. The SMTs’ answers
in the surveys were delineated here to gain a deeper understanding of their
perspectives. The interviewees were chosen based on the distinct points of view
revealed in the surveys. Four interviews were conducted and each one lasted
around 30 minutes. The interviews were all online. The surveys and interview
protocols were generated by the researchers upon expert opinions and piloting
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procedures. The experts consisted of academics both from the field of ELT to
consult on the content and from the field of Turkish Language for language
editing.

Procedure

The procedure employed in the study can be grouped into three phases: pre-
teaching, while teaching, and post-teaching. In total, every ST had four online
teaching implementations. The procedures are detailed in Figure 1.

Data analysis

The audio data were transcribed verbatim and all the written qualitative data
were first organized and labelled. The data sources were associated with the
research questions. The Data Analysis Spiral suggested by Creswell (2007) was
employed. As the title suggests, the model requires the researcher to go forward
and backward constantly to rethink on the findings to make a meaningful sense
of them. Reading and memoing were followed by describing, classifying, and
interpreting, and they led to the stage of representing and visualizing the data.
We used the levels of skills in the Updated Skills Pyramid (Stickler & Hampel,
2015) as the main categories. Emerging codes that matched constituted sub-
categories, which came together under one of the three categories, each of which
represents a level in the Pyramid. We did not report the counts of codes in order
not to ‘convey a quantitative orientation of magnitude and frequency contrary
to qualitative research’ (Creswell, 2007, p. 152), and what participants meant
with the same code was significantly different depending on the contexts, so
counting would misguide readers. Relevant quotes from the participants were
frequently used to represent their voice and illustrate an emerging code or sub-
category. Moreover, the results were supported with constant references to the
STs’ teaching implementations to help readers better appreciate the findings.
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«Forming the groups of three or four and assigning each group toa SMT.

#Introducing the online practicum process designed for the particular research to STs
and SMTs in an online synchronous meeting and seeking their consent to
participate.

#Introducing STs to relevant SMTs in an online meeting and discussing all parties”
expectations from the process and from each other.

«Scheduling observations of SMTs’ online teaching sessions for six hours/week and
scheduling the seminar hours and focus group interviews.

= Practice hours: STs” attending SMTs’ online classes based on the arranged schedule,
observing the classes based on the observation protocol by Elmendorf and Song
(2015), keeping notes, and especially attending to the points assigned in reflective
journals.

«Seminars: the UTE’s introducing the distinctive characteristics of online teaching
spaces, affordances and constraints of some online tools, discussing the ways of
creating meaningful and authentic tasks for online settings with STs, explaining some
strategies to foster online socialization and develop communicative competence,
exploring some sample tasks and activities, and discussing STs’ observations of
SMTs" online classes.

= Following the routines explained above for the first five weeks. Then, scheduling the
first teaching implementations, preparing lesson plans, sharing the lesson designs
with the UTE and SMT through Google Classroom, and getting ready to teach.

Pre-teaching

#The SMTs, two other STs, and UTEs observe the online lesson of the ST.

#The STs teach a thirty or forty-minute online lesson.

#The UTE records voice memos during the teaching session both to take notes and to
provide feedback for the ST.

While-

teaching

\

#The STs record an audio self-assessment to reflect on their teaching performance
right after the online lesson and send the recording to the UTE via WhatsApp.

#The STs upload the video recording of the lesson to Google Classroom.

The UTE sends individual audio feedback to every ST via WhatsApp.

#The SMTs share their individual feedback in their preferred ways.

#The SMTs send their assessment of STs’ lesson to the UTE.

#The STs watch the video recording of their teaching and writing a reflective journal,

P inwhich they also offer an action plan for the next teaching session, and uploading it

0 St- onto Google Classroom.

#The UTE reviews reflective journals, assessment forms, and audio recordings to

- decide on the points to be attended to in group discussions.

te a C h I n g = An online video-enhanced discussion as a part of the seminar to constructively

criticize the relevant points and discuss the ways for improvement is held.

#STs plan their next lesson.

/

Figure 1. Procedures followed throughout the online practicum process
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Results

As the main goal of this study was to explore the learning gains, and since
a learning gain is broadly defined as ‘distance travelled’ (McGrath et al.,
2015, p. xi), the results of the qualitative analyses are presented to reflect the
developmental process.

STs’ perceived readiness before experiencing online teaching
Through the first reflective journals and focus-group discussion, the STs’ initial
perceived readiness was explored. Thirteen out of 14 STs stated that they did
not feel ready for online teaching. The most commonly repeated identifications
were ‘unconfident, insecure, prejudiced, scared.” Table 1 presents the seven
codes that explain 13 STs’ attributions for unreadiness.

Table 1.
Thirteen STs’ attributions for perceived unreadiness

STs’ did not feel ready due to lack of...
training on distance education

confidence

knowledge to tackle unexpected technical problems
experience

support of body language

technology competence

interest in technology

It is apparent that STs sought training on distance education. They suffered
from lack of confidence resulting from the unfamiliarity with online spaces.
Almost all STs stated that they did not experience online instructional settings
even for synchronous learning before, so they were afraid of teaching. Some
STs pointed to the lack of support of body language as a limitation of online
teaching. It was also revealed that perceived fechnology competence and interest
in technology positively affected the STs’ readiness. The following extract from
ST7 illustrates the role of technology competence in perceived readiness:

2Unfortunately, I don’t trust myself in teaching online because of my lack of
confidence in using technological tools. I am afraid of not being able to deal with

any problems that may occur while teaching and any interruptions of my class.
(ST7)

One ST felt ready in the very beginning and attributed his readiness to technology
knowledge:

2. The extracts were not edited to maintain their authenticity.
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A teacher must know well how to use a computer to be efficient in distance
education. I think I am good at using computers and using any program on a
computer. If I do not know how to use a program, I know how to learn, therefore
I think, I can teach students via computer. (ST4)

When the STs were asked to think retrospectively at the end of the term, the
same ST confessed how mistaken he was at the beginning in the last focus
group discussion:

At first, I thought that I am good at technology, have computer skills, so online
education would be easier for me but I have realized that it was not so. When
I compare my first implementation with the last one, I can easily see the
improvement. (ST4)

STs’ development from the first to the last online teaching session

STs’ learning gains are reported based on Stickler and Hampel’s (2015) Updated
Skills Pyramid. The role of basic ICT competencies, which are defined as the
prerequisites, has already been revealed as technology was reported to be a
primary determinant of perceived un/readiness, thus the STs” development in the
following three stages, each of which constitutes a main category, are delineated
below. The emerging sub-categories and codes are presented in Figure 2.

Level 1: Matching pedagogies and technologies

Doing meaningful activities, another sub-category of learning gains could be
traced in the STs’ performances. At first, they did mechanical drills including
fill-in-the-gap, matching, true/false activities that were purely language-
focused. However, they could generate meaningful activities towards the end.
Many STs were able to create authenticity, contextualize activities, identify
the needs, and address different styles. They were asking students to give
suggestions to problems of real people introduced through the screenshots of
WhatsApp group conversations or solve a problem by using hints to save a
character. ST1, as an example, discussed the ways of staying safe online in the
last teaching implementation. The topic was quite meaningful for the students as
the COVID accelerated the use of the Internet. However, the same ST designed
mechanical activities around Japanese and Chinese cuisine in the first teaching
implementation, and students showed no interest in the topic. The excerpts
below manifest the STs” and the SMTs’ perspectives in their own words:

The strength of the implementation was that it was unique. It was also quite
interactive, the lesson revolved around the students’ choices and ideas. ... Also,
the Instagram account that they were going to create could be a fan page or
personal page. This was also determined by students. (ST3)

The STs’ adaptation was so fast once you modelled them how to create meaningful
activities, I saw that they need to understand the mentality. (SMT2)
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The third sub-category was managing time properly. The duration of class
sessions was shortened in online teaching, and it initially posed a serious
challenge. The STs felt under time pressure, and in order to abide by their lesson
plan, they acted mechanically. Almost none of the STs could cover all activities
in the earlier teaching implementations, even some STs could not move on to the
main activities. SMT4 wrote the following about time management:

Time pressure on the STs can make the natural speaking process boring. While
the aim of the course is to communicate, it turned into implementing the lesson
plan. (SMT4)

Learning
Gains
T

[ 1

l Level 3: Creativity

1
! ! ’ ' ; Fostering Fostering - ! . ’
Using Effective Doing Meaningful Managing Time B et o T Gaining Adopting Online Developing
Digital Resources Activities Properly oG e orEWeT Spontaneity Teacher Identity Metacognition
. l
tneteching

The STs also frequently mentioned the problem of time management following
their initial teaching practices. The following quote embodies the STs’
perspectives.

Level 2:
Facilitating Online
Socialization

Level 1: Matching
Pedagogies and
Technologies

~Introducing possibilties
- Monitoring and guiding

- Balancing talking times

Figure 2. Emerging categories, sub-categories,
and codes for the learning gains

When the students told me that the class was over, I felt really down and the
very first thing I thought of was the fact that I failed. I have never ever failed to
manage the time this much. (STS)

Many STs learnt how to manage the time after they understood the differences
between face-to-face and online contexts and designed their classes accordingly.
They developed skills in accurate planning, managing chaos, and balancing the
talking times of teacher and students.

Level 2: Facilitating online socialization

The STs’ learning gains at Level 2, which covers the skills in facilitating
communicative competence and online socialization, created two sub-categories,
i.e., fostering interaction within the group and fostering interaction with
the outer world. In the first sub-category, from the first to the last teaching
implementations, the STs made the greatest progress. In the beginning, the
STs’ classes lacked interaction, the performing ST was dominating the class
discourse. In ST1’s first teaching implementation, for instance, he showed a
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picture of ‘ramen®’ on a slide and asked the students to name it. Both students’
unfamiliarity with the Japanese culture and their lack of interest fuelled their
silence. In some classes, the students’ webcams and microphones were turned
off and it had an adverse effect as well. In time, they began involving group
work, providing reasons to interact, appealing to interests, and adjusting
language according to the target profile. They also built rapport with students.
To illustrate, ST3, in the fourth implementation, involved the students to create
a fan page for Jim-in Park, which appeals to the students’ interests very much
as a theme. In another implementation, ST10 created a problem scenario, in
which students were required to give directions based on available clues to find
a lost boy to help a hypothetical character. The students collaborated as a whole
group and interacted well. Some other STs created small groups on Zoom in
breakout rooms and monitored the students’ discussions. The following excerpt
demonstrates the learning gains in this sub-category, in the STs’ own words:

My thoughts changed in some areas, for example, I thought that students would
not participate in class activities but I observed that they were participating. I
believe the reason is the quality of the teacher and her rapport with the students.
(ST12)

SMTs also mentioned the STs’ developed skills in fostering communication
within the group.

Knowing the students significantly improved classroom interactions. STs could
design activities for different types of learners or tailor the contents according to
their interests or deal with the constraints of some web-conferencing tools (e.g.,
creating separate links for group works on Google Meet) in time. (SMT2)

Fostering interaction with the outer world was the second sub-category. The
STsintroduced the possibilities of interacting with the outer world, and monitored
and guided students. ST2, for example, created a context on Vedat Milor, who
is a Turkish culinary guru. She introduced a famous controversy initiated by
Vedat Milor at international level around ‘menemen*,” a Turkish dish, focusing
on whether ‘menemen’ should be cooked with or without onion, and ST2 asked
the students to visit YouTube to share their preference as a comment under the
video. Many other similar tasks fostered the students’ interaction. ST2 wrote
the following to reflect her own perspective about this activity:

I did a good job implementing this [technology] because I used technology in an
authentic context like Twitter and YouTube to support their [students] learning.
(ST2)

3. A Japanese meat or fish soup containing noodles.

4. It is a Turkish style omelet. Eggs scrambled with tomatoes and green peppers.
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Level 3: Creativity

The learning gains under this category created three sub-categories, the first of
which was gaining spontaneity. At the beginning, the STs were trying to plan
each and every minute of their class and acting as if they were implementors
of lesson plans. They were so self-focused that they even ignored the students’
learnings at times. As STs depended so much on previously studied or even
memorized instructions, they could not illustrate the original use of English,
which also hindered the students’ creativity. SMT4 commented on the STs’
initial lack of spontaneity:

They felt under pressure and they tried to follow the lesson plan minute by
minute. For instance, the STs previously told it to me. Student made a joke but
s/he laughed at it very quickly in an apparently mechanical form and moved on.
(SMT4)

However, in time, STs learned to a considerable degree how to seem natural, focus
on the students’ learning, and get flexible. ST3 wrote the following about it:

I began to prepare more flexible lesson plans, which gave me more freedom and
I could steer the lesson depending on the students’ answers. This way I felt more
like a teacher than someone just reading through a lesson plan. (ST3)

Adopting online teacher identity emerged as the second sub-category here. It was
apparent in the first teaching performances that STs tried to copy the practices of
face-to-face settings, they were quite unfamiliar with the etiquette of online spaces
and repetitive, and moreover they lacked energy as they could not get into the right
mood. However, they covered distance and gained confidence, reflected peculiarity,
developed a new mindset, and got ‘into’ online teaching. For instance, some
STs designed materials with their own photos, which also inspired the students’
creativity. The following extracts from STs are illustrative of the gains:

Throughout the course I have learned how to be an online teacher. (ST4)

At first, I could not see myself as a teacher but in time I started to adopt teacher
identity. (ST7)

SMTs also pointed to the progress that STs made in their comments. For instance,
SMT3 mentioned how confident the STs got in time, in addition to other areas
in the following extract:

After each implementation they felt more confident, created better
contexts, and managed time and class in a more effective way. (SMT3)

The last sub-category was developing metacognition, which produced two
codes; gaining self-awareness and improving self-regulation. At the beginning
of the term, the STs could not do an accurate assessment of their and their
peers’ online teaching performances. It was obvious both in their reflections
and comments in seminars. The ST5’s following comment embodies the STs’
initial lack of self-awareness:
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Although I watched the video recording of my teaching implementation twice, I
cannot confidently say ‘my problems are these!” (ST5)

Their self-reflection and feedback on teaching performances revealed that the
STs went miles in terms of developing metacognition throughout the term.
Initial broad and amateur comments were gradually evolved into professional
and detailed ones:

As my awareness is growing, I wondered more, I wanted to know more. We
discussed in the meetings so much that I began to discuss with myself while
planning my classes, I gained such a habit and I am sure it will help me in my
professional life as well. (ST10)

It was also mentioned by the SMTs and the extract below exemplifies their
perspective:

I can confidently say that they showed impressive progress. Classroom
management, teacher attitude, lesson preparation, and all other attributes
improved greatly. They are much more aware. (SMT1)

Factors underlying the STs’ learning gains

Both SMTs and STs expressed their satisfaction with the attainments of the
online practicum course. They were asked to reflect on the reasons for the
improvement, and Table 2 presents the emerging codes.

Table 2.
Reasons for STs’ improvement in online teaching skills

Concrete feedback

Getting informed about the digital resources

Gaining experience

Seeing good examples

Group meetings

Getting to know the students and their needs
Not being assigned a topic by the SMT

Making a better sense of the UTE s expectations
Bridging the gap between theory and practice
Self-study

Observations

Peer feedback

Learning from mistakes
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ST10’s following words are illustrative of the emerging codes. As noted here,
the STs mainly attributed their improvement to concrete feedback based on
an exploration of the video recordings of online lessons. It was also revealed
that the process introduced the distinctive nature of the online modality to
them, including digital resources and the students’ changing needs. Moreover,
observations, the peers’ feedback, and learning from mistakes were among the
leading reasons.

In the very beginning, I was not successful in online teaching, and I did not know
what to do. However, it has changed in time thanks to feedback session and my
effort. For instance, we have learned how to integrate digital tools into activities
in various ways, and we had a chance to see what our weaknesses in teaching
in general sense. I think the reasons are that we had lots of meetings, and we
received feedback from our instructor. We had also many discussions with our
group. Many ideas were created, and we helped each other. (ST10)

As exemplified in SMT8’s following words, the SMTs also agreed with the STs
on the progress, and they similarly attributed the improvement primarily to
feedback and to the STs” acquaintance with the facilities available in the online
mode.

The last implementations were the best ones. In time, pre-service teachers
improved themselves. Learning the use of tools made a big difference. Knowing
the students and possibilities also made them more successful while planning the
lessons and maintaining the classroom management. (STS)

Discussion

The study aimed to investigate the STs’ learning gains along with the underlying
reasons and suggest a model for online practicum. The results provided strong
empirical evidence that STs need ‘to adopt a different mindset’ (Canals &
Granena, 2020, p. 105) to teach online and one cannot assume that experience
in face-to-face teaching leads to positive outcomes in online settings as well
(Compton, 2009). Despite three years of training on teaching methodology and
experience in face-to-face teaching in micro teaching implementations, the
STs — except one — clearly expressed their perceived unreadiness for an online
practicum in the beginning. One ST, who felt ready to teach online owing to his
perceived technology competence, stated at the end of the course that he had
been mistaken. The STs attributed their unreadiness mainly to lack of training
and experience in online teaching. Thus, one may conclude that the STs’ positive
attitude or perceived readiness could primarily be explained through training,
prior experience, or technology competence as previously yielded (Comas-
Quinn, 2011; Kessler, 2006; Marek, Chew & Wu, 2021).

In the initial teaching implementations, STs simply tried to adapt the traditional
practices from face-to-face teaching to the online medium. In other words,
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they ‘still use[d] the technology in predominantly ‘old’ ways, adapting new
tools to their traditional teaching style’ (Stickler & Hampel, 2015, p. 65). They
perpetuated mechanical drills on some so-called new technological tools and it
was proved that such endeavours did not produce desirable outcomes. In time,
the STs evolved from the traditional practitioners of online teaching to novice
creative online teachers, as a result of constant observations, exploration,
repeated teaching implementations, reflection, feedback from the UTE and
SMTs, discussions, collaboration, and evaluation. In other words, as also
evidenced by Ernest et al. (2013), experiential learning in situated contexts
led to favourable attainments. The STs acquired precious learning gains at all
the levels of the Skills Pyramid (Hampel & Stickler, 2005; Stickler & Hampel,
2015). First, they discovered the affordances of online tools and learned the
ways of dealing with their constraints. They also explored online materials
and learned how to design and exploit meaningful activities in online spaces.
Then, they developed skills in fostering online socialization and developing the
students’ communicative competence in authentic contexts through small and
whole group work activities, guidance for students to use online platforms to
communicate, and appropriate online lesson plans devised in accordance with
the target profile. Towards the end, they replaced repetitive activities with more
original ones that manifested their growing creativity and developing online
teacher identity. It was observed that the STs’ creativity fostered the students’
creativity through modelling. At the end of the process, the STs, SMTs, and the
UTE all agreed that the practicum was quite fruitful for all parties, especially
for the STs. The results consolidated the previously confirmed role of practice,
reflection, and collaboration (Wang, Chen & Levy, 2010). The contribution of
using videos for reflection and web-conferencing was once again manifested in
the current study (Karam et al., 2020). Based on the inquiry into the reasons
for the STs’ progress, the exploration of the learning gains, and feedback on
the procedures followed within the study, an online practicum model was
generated.

A suggested model: Online, practicum, Model ETCEtera

The model constitutes unity as represented through the closed square consisting
of two dotted and two solid lines. Each solid line stands for one primary group
of stakeholders that physically exist, i.e., faculty of education (FED) and practice
school while the dotted lines symbolize the online social community constructed
together. The whole practicum process is managed in close coordination
between the practice school and FED. As displayed through the equal-length
vertical and horizontal axes, the roles of both parties are proportional, which
denotes that SMTs and UTEs equally share responsibilities for guiding STs
throughout the process. The stakeholders (STs, SMTs, and UTESs) altogether act
with the online social community, in which they complete all the processes. The
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STs begin the online practicum period at the pivot of the coordination between
practice school and FED. The distance between the two wavy lines represents
the STs’ outlook. In the beginning, the STs’ outlook is narrow, and as they
proceed, it gets broader as represented through the two wavy lines between
the horizontal and vertical axes. The two lines were wavy as STs have ups and
downs throughout the process based on the lesson observations and reflections
that are integral to the whole maturation process. Observations involve both the
SMTs’ online classes, their own and the peers’ teaching implementations, and
any other objects (e.g. synchronous video-enhanced feedback sessions, sample
tasks and materials etc.), while reflections similarly are on every stage including
teaching performances, the SMTs’ modelling, feedback, and learning outcomes.
Between the constant wavy lines of reflection and observation, STs are involved
in a cycle of E-T.C.E. First, STs EXPLORE the online settings, interaction tools,
digital materials, affordances, and constraints within the borders of the online
social community. Then, STs TEACH in authentic contexts. In the third stage,
STs gain a deeper understanding of their teaching in COLLABORATION with
peers, UTEs, and SMTs both in one-to-one and group interactions. Lastly, STs
EVALUATE the strengths and weaknesses of their teaching performances
and turn to the beginning to repeat the process to improve the quality of their
online teaching performance. Model ETCEtera is an acronym for the four-stage
implementation cycle. The cycle may involve other dimensions as implied in its
title, i.e. etcetera, based on the unique nature of each and every context. The
model mainly aims to cultivate ‘reflective practitioners’ (Schon, 1983).

The Model primarily depends on the STs’ complete active involvement. Three
core elements of the Community of Inquiry Model define the nature of required
involvement (Garrison, Anderson & Archer, 1999). The input provided through
explorations of the observations and digested through constant reflection help
STs maintain cognitive presence as the first of the three elements. Upon personal
implications of the reflection and observation, the STs are required to take the
responsibility of designing online lessons and teach them in authentic contexts,
which promotes teaching presence as the second element. The collaboration and
evaluation stages in the situated learning environment serve the social presence
as the third element in the Community of Inquiry Model as all the stakeholders
support each other’s development in an online social group.
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Figure 3. Visual representation of Online, Practicum, Model ETCEtera

Conclusion

The unexpected shift to the online modality forced all the stakeholders; however,
the difficulties were especially felt in the applied courses. As one of such courses,
the Practicum was carried out online during the lockdown period of the COVID-
19. To handle the difficulties a Practicum course was designed within the current
study and STs’ learning gains were delineated. Based on a close exploration of
the learning gains and factors underlying the gains an online practicum model
was proposed to improve the quality of such courses that will most likely be
essential components of regular teacher education programs. It was primarily
concluded that online teaching is significantly different from its face-to-face
counterpart, and it requires special practice. It was revealed that desirable
improvements can be achieved in STs’ readiness for online teaching through
close collaboration between faculties of education and practice schools. The STs
need to be encouraged to explore the peculiar aspects of the online medium,
teach online lessons, collaborate both with the peers and the mentors, and
evaluate all the former steps to make decisions for improvement. The suggested
cycle should be supported with constant reflection and observation throughout
the whole process. In the particular context of the study favourable outcomes
were achieved; however, it needs to be noted that as this is a qualitative inquiry,
the results are not generalizable for other contexts. The model should be tested
in other settings and the outcomes should be reobserved. In addition, as the first
author was also the UTE in the current study, it might have harmed the objective
interpretation of the findings although all the precautions were taken. Lastly, the
study was conducted during the COVID-19 lockdown period, when the whole
world experienced unprecedented times and was severely affected, hence the
results should be tested in regular times as well. Despite such limitations, we
believe that the Online, Practicum, Model ETCEtera has the potential to guide
the future practices in the process of redesigning the Practicum courses to add
online components.
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Introduction

The research article

The article and, in particular, the research article (RA) is the academic genre
heavyweight, whose structure serves as the mainframe of all other genre forms.
In its turn, the medical research article (MR A) has been evolving since the 18th
century and is the vehicle for medicinal research. MRA took a fully-fledged
form in the middle and late 20th century, adopting the IMRD structure —
constituted by Introduction, Methods, Results and Discussion (IMRD) sections,
respectively. In their turn, the sections can be subdivided into specific subparts,
which Swales (1991) calls moves, because they are the vehicles of information
flow in a paper. Moves are defined as “discoursal or rhetorical units that perform
a coherent communicative function in a written or spoken discourse” (Swales,
2004, p. 228) and are identified by “text segment[s] made up of a bundle of
linguistic features (lexical meaning, propositional meanings, illocutionary
force, etc.) which give the segment a uniform orientation and signal the content
of discourse in it” (Nwogu, 1997, p. 122). Similarly, moves comprise one or
more steps, i.e., “constituent elements or slots which combine in identifiable
ways to constitute information in the move” (ibid).

Stance verbs

A key feature of academic writing and the rhetorical structure of MRA is “an
author’s reporting and offering commentary on previous work on a topic or
subject of investigation, both by himself/herself as well as by others” (Davies,
2015, p. 125). In this train of thought, it is appropriate to pay more attention
to verbs with a comment function, since they are inextricably linked to the
expression of a position, and hence to hedging. The latter concept, as is known,
refers to a particular place in the plane of pragmatics, having the meaning of
“mitigation” or reducing the power of expression (Dagnev, 2020:16). Given
that MRAs put forward scientific hypotheses, which are either proven or
contradicted, it is quite natural to resort to different strategies of distancing or
expressing solidarity (Myers, 1989). As Davis (2015, p. 127) notes, commenting
on previous research on the topic of a given study is a key factor in academic
writing, and describing the achievements of other participants in the discourse
invariably includes reporting verbs. These verbs in English academic discourse
have been primarily investigated by Thompson and Yeh (1991) and Thomas
and Hawes (1994), and more recently by Bloch (2009) and Jirapanakorn (2012),
the latter two analyzing these verbs in the field of medical research. All these
authors employ the division introduced by Tadros (1993, p. 5) into factive and
non-factive verbs. In Tadros’ terms (ibid) the former show agreement with
the opinions of others, while the latter express the opposite — disagreement.
Thompson and Yeh (1991, p. 372) have expanded the category of factivity by
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adding a third group of verbs to the two listed above — counter-factive verbs.
In his study Davies (2015, p. 176) uses the category of non-factive verbs closer
to neutral as they can be used to convey a stance of agreement or disagreement
depending on the context, while counter-factive ones communicate a negative
attitude. We would adhere to his interpretation in this paper. Here are some
examples of the all the three groups:

 Factive verbs: acknowledge, show, demonstrate, identify, improve, notice,
prove, recognize, establish, observe, prove, recognize — present the information
as true

* Counter-factive verbs: confuse, disregard, ignore, misuse — present information
that the author considers false

* Non-factive verbs: argue, doubt, hypothesize, recommend, assume, estimate,
imply, suggest, believe, expect, predict, suspect, claim, foresee, presume, think
— with these verbs the author does not give a clear sign of the truth of their
statement or opinion.

Verbs elucidating authorial position

Given the rhetorical structure of the MRA, of particular interest are verbs
describing the literature review moves. Here the position of the author (authorial
stance) stands out clearly, since the attitude towards a given development,
experiment and procedure suggests the author’s situation in the discourse
of the topic (Hyland & Guinda, 2012). The interpretation of facts is never a
simple matter but is “filtered through multiple lenses” (Hyland, 2009, p. 299).
After all, the authorial position, as a linguistic concept, has a wider meaning
than distancing from being categorical (hedging) and should include it. Many
discourse analysts study the author’s stance under many names: evidentiality
(Chafe & Nichols, 1996), appraisal (Martin & White, 2007), evaluation (Biber,
20006), hedging (Hyland, 1998), positioning (van Langenhove & Hare, 1999).
Although bearing certain differences, all the abovementioned terms relate to
the same phenomenon. On the other hand, factivity is inextricably linked to
the concept of authorial position, since the first is the belief of a given author
in the truth of a given statement (Tadros, 1993). Factive constructions can be
epistemic in that they convey the author’s belief in a statement, or affective in that
they refer to an attitude, opinion, or value system. In this sense, the epistemic
predicate indexes the degree of certainty in the information presented in the
sentence from the producing text (Field, 1997, p. 803), while also indicating the
stance with respect to the referent explicated by the grammatical subject.

Research question

The aim of this paper is to present an analysis of verbs referring to stance in a
comparative fashion regarding Bulgarian and English language MR As.
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Methods

Building the corpora

The corpora in the current research have been built so as to suit the purposes of
the specific analysis of stance verbs. The study employs the methodology of both
corpus-driven and corpus-based approaches (Tognini-Bonelli, 2001; McEnery,
Xiao & Tono, 2006), aiming at the most detailed analysis of the selected language
material. On the other hand, because of our desire for verification, we adhered
to free access sources or those that could be obtained through institutional
subscription. Desiring the highest possible representation, the paper is based
on a broad-spectrum corpus of Bulgarian articles from almost every field of
medicine. The English-language articles are excerpted from journals with
high impact factors, published in countries such as the US, Canada, the UK,
the Netherlands, etc. All English-language journals are from the Elsevier and
Scopus systems and are peer reviewed. All the excerpted articles were published
between 2012 and 2022.

Data processing

We have built two corpora: the first one in Bulgarian, dubbed Bulgarian language
corpus (BLC) and the second has been comprised of original English-language
articles (English language corpus — ELC) from foreign journals. As far as size is
concerned, we have excerpted 50 articles to build BLC, while ELC incorporates
34 articles. In terms of word count, the BLC consists of 95586 words, and ELC
— 105641 words. Our guiding principle with regard to size was word count, with
texts being very close on that gauge if we consider both BLC and ELC corpora.
For the sake of analysis, we have abstained from building very large corpora.
Nevertheless, the total count of words is 201227 words, which is a formidable
number and accounts for excellent representativeness by this criterion.

All articles were initially scanned into PDF files and then into word processing
files for ease. For data processing, we used WordSmith, version 6.0 (Scott,
2012), freely available. To this end, the two corpora were merged into two
respective files, and the sections Introduction, Methods, Results and Discussion,
constituting the MRAs’ structure, were further separated and combined into
separate files for more efficient processing. Separately, we also used a second
word processing program, Antconc, due to the fact that different programs
sometimes give ambiguous figures for the number of words, phrases, etc.,
especially when referring to “unpopular” word processing software in lesser-
used in science languages like Bulgarian.
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Results and Discussion

We have selected five verbs from BLC and seven from ELC that are most frequently
used when commenting on both authors’ own results and those of others. Table 1
presents the most often used verbs of authorial position in both corpora.

Table 1.
Most frequently used stance verbs in BLC and ELC
BLC ELC
Number of Number of
Lexemes tokens in |Lexemes |tokens in
corpus corpus
report 192
rmokas3Bam (show) 502 find 167
ycraHoBsiBaMm (establish) 407 suggest 144
JIoKa3Bam (prove) 47 observe 143
cunrtam(consider) 43 show 88
no3BossiBaMm (allow) 36 indicate 65
consider |48

The lexemes noxaszsam (show) and dokazeam (prove) in BLC are most often used
when commenting on someone else’s experience in the literature review which
is part of the moves in the Introduction. More than 80% of the manifestations
of nokazeam refer to moves and steps describing other scholars’ research, while
with dokaszsam, two-thirds of all uses (tokens) are for such a purpose. They are
mainly in third person plural.

1. Penuna mpoyuBaHusi doxkasean, 4e OTKa3bT OT TIOTIOHOIYIIEHE MOXE Ja
HaMaJu cMBpPTHOCTTA 10 50% clieq mpexuBsiH MUOKapaeH nHdapkr. - BLC 12!

Tr. A number of studies prove that quitting smoking can reduce mortality up to
50% after experiencing a myocardial infarction.’

2. IlpoyuBaHusITa TOKA3BAT, Ye BCHYKM MAI[UCHTH C aJIEprUYCH PUHUT MOraT aa
CTpajar OT OPOHXHUAIIHA ACTMa, HO TE3U C YMEPEHO TSIKBK/TEKBK MEPCUCTHPAIILL
aJIeprUYCH PUHUT IO — Y€CTO Ca C aCTMa OT OHE3H, KOMTO UMAT JISK U/UIJIM HHTEP-
MUTEHTEH anepruueH puHut - BLC 14

Tr. Studies have shown that all patients with allergic rhinitis may suffer from
bronchial asthma, but those with moderate/severe persistent allergic rhinitis more
often have asthma than those with mild and/or intermittent allergic rhinitis.

1. We have provided enumeration of the excerpted articles and we present the examples
in their original language. The examples taken from Bulgarian language articles are also
translated for ease of analysis.

2. All translations of the examples in Bulgarian are made by the author.
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Cuumam (consider) is another verb that is almost one hundred percent used
to comment on scientific facts and common knowledge, and invariably in the
impersonal reflexive verb form.

3. Cuuma ce, ue 1o 70% ot nunara ¢ npeguadeT B KpaifHa cMeTKa pa3BUBaT 1
3/12. BLC 22

Tr. It is believed that up to 70% of individuals with prediabetes eventually
develop type 2 diabetes.

4. TMoutn npu 200 MUIHOHA YN ce cuuma, 4e 3a00JIIBAHETO BCE OIE HE €
pasnosnato. - BLC 22

Tr. Almost 200 million people are thought to have the disease as yet
unrecognized

At the opposite pole in terms of usage is the lexeme ycmanosseam(establish),
which almost always (in 80% of cases) refers to the authors’ own research, found
both in the moves in the Introduction and Discussion sections, respectively.

5. B HacTOAMIOTO M3CIIeABAHE YeCTOTaTa Ha aHTUTSJIONO3UTUBHOCT KbM ZnT8
€ OTHOCUTEIIHO BUcOka — ZnT8-Ab ce ycmanoeséam mipu modTH MoJIOBHHATA
OT u3cieaBanute — 45,7%, U Mpu MoBEYE OT MOJIOBMHATA OT TE3H C JIABHOCT
Ha 3axapHus auaber mox 1 romgmHa — 63,6%, KOSTO HAMBIHO OTrOBapsl Ha
u3BecTHHUTE JaHHu. - BLC 26

Tr. In the present study, the frequency of antibody positivity to ZnT8 is relatively
high; ZnT8-Ab were found in almost half of the examined - 45.7%; in more than
half of those with a history of diabetes mellitus less than 1 year - 63.6%, which
fully corroborates the known data.

Tlozeonaeam (allow) is oriented towards commenting on one’s own research
results and is almost never used to describe someone else’s experience. It
invariably occurs in the Discussion moves.

6. OcHOBEH HEIOCTAaTHK Ha HACTOSMIOTO MPOYYBAHE € OTHOCHUTEIIHO MAJKHUST
Opoii m3cieABaHM MAIUEHTH W KPOC-CEKIMOHHUAT JAM3aiiH Ha W3CIJIE/IBAHETO,
KOHTO HE 10360/146am Aa Ce HallpaBH aHaJN3 Ha aHTUTSIONO3UTHBHOCTTA KBbM
ZnT8 mo BB3pacTOBM JEKaJM Ha M35BA HA 3a00JSBAHETO, KAKTO M aHAJIH3 Ha
JTMHaMHKaTa Ha TUTHpa Ha ZnT§8-Ab BbB Bpemeto. — BLC 26

Tr. The main shortcoming of the present study is the relatively small number of
studied patients and the cross-sectional design of the study, which do not allow
the analysis of antibody positivity to ZnT8 by age decades of onset of the disease,
as well as the analysis of the dynamics of the ZnT8-Ab titer in time.

Of the listed verbs, two are used with a factive function — ycmarnosseam
(establish), doxazeam (prove), two — cuumam (consider) and nozeonsisam (allow),
although defined as non-factive (Tadros, 1993; Thompson & Ye, 1991; Wyse,
2009), are used as factive, and nokazeam (show) is non-factive in the studied
corpus. This divergence in the opinion of the above-mentioned analysts of the
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concept is due to the fact that the latter have analyzed not only academic texts,
while in medical ones particular verbs have very often a more special use. All
these five verbs are used to create Positive Face (Brown & Levinson, 1987), i.e.
they express agreement with scientific facts or other people’s opinions.

Regarding the seven cited verbs in the English corpus, the verbs find, observe
and show are considered factive and are used as such. Find is very often used to
show contrast, as Davis (2015, pp. 157-159) also notes.

7. Unlike other studies, our study did not find a correlation between nasal
symptoms (TNSSs) and cells and cytokines that increase specifically in patients
with allergic rhinitis. ELC 9

8. In contrast, Wetsch and colleagues [25] failed to find a higher success rates or
faster tracheal intubation time with VL compared with DL in a manikin study
involving the ice-pick position. — ELC 28

In most cases, find is used, as Examples 7 and 8 show, in a negative form or
with a verb imparting a negative meaning (e.g. failed). This does not make it
counterfactive, as Davies (2015, p. 159) also comments in his paper, as in many
cases find has a non-factive meaning, thus giving impartiality to the utterance,
and therefore also serving as a form of distancing from determinateness

Like find, observe is mostly used in reporting.

9. Eotaxin was specifically elevated only after the second challenge in our study,
whereas Konig et al. observed this increase already after a single challenge. ELC 9

When referring to one’s own results, observe is used as a factive verb, and
when referring to other scholars’ results, it rather has a neutral connotation
(non-factive use) and is close in meaning to report. In some cases, a shade of
counterfactivity can be detected only from the context:

10. However, in 1994, Van Mieghem’s trial of amiodarone observed a higher
rate than expected of ARDS in patients who underwent pneumonectomy. Their
experience was believed to be caused by a high volume of IV amiodarone.
However, later studies showed that lower doses of IV amiodarone followed by
oral administration were safe and effective. ELC 29

The combination of the factive observe and the counterfactive believe (in
Passive Voice) impart to the entire paragraph a negative connotation and the
overall interpretation of the two verbs is counterfactive — i.e., the author states
their disagreement with the explicit information.

Unlike observe, show was identified almost exclusively in a factive role, both in
terms of own results and in view of other people’s developments.

11. Our network meta-analysis showed that magnesium was inferior to b-blockers
and amiodarone in preventing POAF, which is consistent with the findings in
cardiac surgery.- ELC 29
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12. A recent large RCT failed to show any benefit of perioperative rosuvastatin
in preventing POAF after cardiac surgery. — ELC 29

Report is classified by Wyse (2009) as a non-factive verb, but in many cases
where it is used in the English corpus, it has the status of a factive one with
the meaning of observe, rather than claim or argue (non-factive verbs). Also,
report is used in more than two-thirds of the cases in retelling forms to convey
information about other developments, in active voice.

13. In 2009, a study by Wong et al [4] reported that when the appropriate
equipment and personnel are available and the clinical setting permits, FFS may
be a safer approach than the GlideScope for patients with cervical instability.
However, Wong et al [4] also reported that head and neck maneuvers performed
before FFS (eg, a jaw thrust) resulted in an increase in cervical spine movement
compared with the C-MAC VL for elective tracheal intubation of patients with
inline cervical stabilization. - ELC 28

Example 13 is interesting due to the fact that at first sight report is being used as
non-factive in both cases, i.e., it has no bearing on the author’s belief in the truth
of the statement. The use of the discourse contrast marker Zowever can lead us
to such a judgment. However, if we analyze the meaning of report in both cases,
it has the sense of observe and find, i.e., factively.

Example 13a  Wong et al [4] reported |..] FFS may be a safer approach

The meaning of reported with the complement that follows the verb in Example
13a is comparable to the uses of c/aim and argue (non-factive verbs), but in the
latter case, report is to be considered factive, since the logical induction in this
proposition supports a factive situation:

Example 136 However, Wong et al [4] also reported [..] resulted in an
increase...

In Example 13b, the verb reported is logically connected to resulted, which
presents factive information, therefore reported has more of the meaning of find
and observe.

Suggest, according to Wyse (2009), is a non-factive verb. In the corpus, it is
employed in 70% of cases when commenting on other scholars’ research and
generally accepted facts. When referring to one’s own research, it comments
on experimental results. In a number of cases, the verb is also used when
summarizing in the Conclusion section, to draw the readers’ attention when
announcing unexpected results:

14. In conclusion, the study results suggest that 2.5 mg of ramosetron is useful
for treating female patients with IBS.... Based on this study and previous
studies, ramosetron has been shown to be the most promising 5-HT3 antagonist
for treating patients with IBS-D regardless of sex. - ELC 33
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In Example 14, suggest carefully introduces the proposition into the subordinate
clause, the information in it being confirmed by the actual use of the verb show
in a subsequent clause.

Indicate is a non-factive verb (Wyse, 2009) and is used in most cases when
presenting information about other scholars’ research. However, there are also
manifestations that correspond in a sense to suggest:

15. This study indicates that 2.5 mg/day of ramosetron is an effective treatment
for female patients with IBS-D.- ELC 33

Indicate goes also together with the adverb as in the phrase as indicated.

16. As indicated, discrepancies were clarified with the principal investigator at
the study site. - ELC 22

The verb repeatedly appears in a participial form with a referential meaning:

17. There were 533 PTDs: 248 (4.7%) spontaneous and 285 (5.9%) medically
indicated. [with reference to medicine] — ELC 10

Examples 16 and 17 only reinforce the argument that indicate is perceived as a
non-factive verb that was not chosen by authors to certify their opinion about a
given fact.

The last verb we examined is consider, which according to Wyse (2009) is non-
factive. Its use in the English-language corpus strongly confirms this role.

18. Carryover effects attributable to priming must be considered when designing
crossover studies with allergen challenge chambers. - ELC 9

19. The methods used (5-point scale, 0—4) were compatible with those in the FDA
recommendation but use of an identical 11-point (0—10) scale and independent
evaluation of abdominal pain and discomfort may be considered in a future
study. — ELC 34

In a large number of cases, consider is part of modal clusters, which moves it
away in meaning from the simple true/false opposition, i.e., from factivity in the
sense put forward by Tadros (1993) and Thompson & Ye (1991).

In our brief survey of verbs expressing position, we paid attention only to the
most frequent ones, but other verbs falling into the category of factivity such
as define and recommend should also be considered. The most interesting
point in the analysis of the verbs, both from the point of view of hedge forms
and in relation to the category of factivity, is the very weak manifestations
of counterfactivity in the articles from BLC. In contrast, in the articles from
ELC, both the above-mentioned seven verbs and others such as claim — when
describing experiments in other scholars’ research, argue — without a specific
focus, think — with a focus on the subject of the development, are used with a
counterfactive role.
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Hyland and Guinda (2012, p. 7) share an interesting observation based on corpus
research when comparing authors with greater authority and experience and
those with less. According to the two analysts, distinguished authors disagree
with the opinions of others in the field more strongly than less prominent ones.
Without making any definite conclusions, based on the corpus data, we can say
that it seems that Bulgarian authors refrain to a large extent from articulating
categorical disagreements with the literary sources, which is not characteristic
of the authors cited by the English-language texts.

Conclusion

The paper makes an attempt at delving into a particular element of discourse:
verbs denoting authorial position. In a theoretical plan, it is appropriate to
emphasize that this discourse element is part of the author’s Ethos and identity,
the degree of its presence in the text. This form of authorial expression also
determines the place of the latter in the scientific discourse and in the socializing
community. By examining various markers of the presence or absence of the
author in the text, we can grasp not only the confidence encoded in the rhetorical
persuasiveness in the architectonics of MRA, but also the most fundamental
idea — the place where the author himself/herself is perceived in scientific
discourse.

Of course, we should acknowledge the limitations of the study due to its short
length which does not allow for a detailed analysis of the issue at hand. Further
studies are needed to unravel the intricacies of the notion of stance verbs and
in a broader sense — authorial position. For a successful comparative study to
be performed, analyses of more diverse in terms of scholarly subject texts are
necessary to be placed under scrutiny, as well as they must be aligned and
juxtaposed with other discourse elements.
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revisionary impulses into relief. It is an outstanding prose-fiction piece of evidence of her
overall penchant for self-acclaim by way of self-denial. This paper aims at tracing the
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Life! I know not what thou art,
But know that thou and I must part;

Where er they lay these limbs, this head,
No clod so valueless shall be,
As all that then remains of me.

And in this strange divorce,
Ah tell where I must seek this compound I?

Anna Laetitia Barbauld,
Life, 1812, 11. 1-12

Introduction

A crossroads between self-revelation and self-concealment, a writer’s diary
is an instance of autobiographical writing; it is an emblem of the writer’s
struggle to compose Self simultaneously from within and from without. This
struggle seems to be definitive for identity-building in EBB’s works. Defined
by the classical scholar Hugh Stuart Boyd — also her role model — as a “funny
girl”, Elizabeth Barrett cherishes reading literature in anthropological terms:
it provides her with that living medium which embosses her acculturation by
way of developing her talent of interpretation as the hybridizing immediacy of
perceiving actual people and abstract concepts together, in acts of keen self-
observation and intense self-questioning. If, in reading Lamartine, she recalls
Thomas Gray’s Odes (in which “bright-eyed Fancy ... / Scatters ... / Thoughts,
that breathe, and words, that burn;” DEBB, 23 Sept 1831, p. 137, n. 3)!, which
predate her diary by more than a century, she does so strategically: She defines
the elusive yet concrete inter-textual premise of her imagination, just as well as
the cross-citational range of her own memory in noetic, rather than noematic
terms. Barrett’s diary narrative works against the possibility of attaining stability
of form, against the hope of working out a product empirically detachable from
the current workings of her consciousness (an issue that borders on research of
her juvenile autobiographical essays, which I have carried out elsewhere, and
in tribute of the writer’s awareness of John Locke). It is my intention to dwell
on the processual essence of EBB’s diary, as I hope to explore her peculiar

1. Quotations from Diary by E. B. B. (hereby abbreviated as DEBB) and from Elizabeth
Barrett Browning’s other works adhere to her authentic spelling and punctuation based on
the authoritative editions of her works referenced accordingly for the purposes of the cur-
rent research. BC refers to the Brownings’ Correspondence, cited by volume, date, & page
number(s). The abbreviation EBB has been employed to denote the poetess’s full maiden
name (as opposed to her married one, from 1846 on: Elizabeth Barrett Browning).
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perception of time and space as all too human constructs. This could throw light
on why she treats narrative as response and responsibility.

In Time and Narrative 111, tracing, gradually, the inter-personal nature of the
literary work and the process of literary composition, Ricoeur argues the re-
inscription of “the time of narrative into the time of the world” whereby “lived
time” gets “cosmologized” and “cosmic time” gets humanized (Ricoeur, 1990,
pp. 108-109) through story seen as extension beyond Self, manifested in the
utterance as a need for a future (protention) and a trace of the past (retention):

On the one hand, every instant is a possible candidate for the role of axial
moment. On the other hand, nothing about any particular calendar day, taken by
itself, says whether it is past, present, or future. The same date may designate
a future event, as in the clauses of a treaty, or a past event, as in a chronicle.
To have a present, [...] one must speak. The present is then indicated by the
coincidence between an event and the discourse that states it. To rejoin lived time
starting from chronicle time, therefore, we have to pass through linguistic time,
which refers to discourse. This is why any date, however complete or explicit,
cannot be said to be future or past if we do not know the date of the utterance
that pronounces it.

Ricoeur suggests the impossibility of totalizing the diversity of “fictive temporal
experiences” as he perceives the counter-absolutist possibilities they introduce
to the story of a single man (autobiographer, in this instance) (ibid., p. 128). Yet
he also admits that despite the suitability, in terms of individuation, of human
beings’ “tales about time” — which is what I believe a diary could be defined
as, a tale about time — one remains for oneself “in the projection of ‘[one’s]
ownmost possibility” (ibid., p. 141). A projection that does not seem to be blest
with the promise of fulfillment in one’s own lifetime, and that may only be
partially compensated for by representations of othernesses to oneself which
one abides by — “mental images” which make it possible, also, for traces “left
by the past” to stand for the past, as we contemplate those traces and get caught
in consciousness (ibid., 143). In a diary, this delusional effect of satiety yet
incompletion is doubly relevant, as that who writes is one’s own reader, and that
which gets produced, gets immediately sanctioned, curtailed, caviled against
and escaped, for it never provides an all-encompassing adequate perception
of space and time, which, as Ricoeur notes, necessitates the recognition of an
implied, preliminary, envisaged Other as justification of discourse. This is one
of my considerations in this paper.

Diary emblematizes the hardships of articulation, or representation of the I
as the common concourse of selfhood (aloneness, separateness, or ipse) and
sameness (coincidence with oneself in time, repetition, or idem). Focusing on
the significance of representation as part of understanding, Emmanuel Levinas
articulates his disbelief in the singularity and self-sufficiency of writing:
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When the 1 is identified with reason, taken as the power of thematization and
objectification, it loses its very ipseity. To represent to oneself is to empty
oneself of one’s subjective substance and to insensibilize enjoyment. [...] Every
moment of life [...] is in relation with an other than that moment itself. [...] every
perception is a perception of the perceived, every idea an idea of the ideate, every
desire a desire of a desired, every emotion an emotion of something moving ...;
but every obscure thought of our being is also oriented toward something. Every
present in its temporal nudity tends toward the future and returns upon the past
or resumes that past — is prospection and retrospection. (Levinas, 1979, pp. 119,
122)

Refusing to sever experience as a process from evidence as a product,
imagining from imagined, remembering from remembered, in Totality and
Infinity Levinas perceives the impossibility of verifying language — and I would
argue, by extension, narrative (including diary narrative) — as “enacted within
a consciousness” but insists on it coming from “the Other” (further defined as
“the Face”) who questions “my” consciousness and with whom it “reverberates”
(ibid., p. 204). Levinas describes this phenomenon as anti-egology, or anti-
idealism, and relates it to a “surplus of signification” over representation (ibid.,
p. 206). In the case of diary such thinking would lead towards attesting the
implied necessity of an intentional Other to whom self-writing would respond
subconsciously by way of desiring to comprehend, in a story of one’s own,
and thus reveal, this Other, yet acknowledge the creationist impulse this
Other possesses for the autobiographer. An interesting example of the same
ilk surfaces at the beginning of Barrett Browning’s later hybrid creation: Her
novel-poem Aurora Leigh (1856), a fictional autobiography which employs a
reflexive attitude in the treatment of writing Self as writing Other: “[...] I who
have written much in prose and verse / For others’ uses, will write now for mine,
—/ Will write my story for my better self, / As when you paint your portrait for
a friend, / Who keeps it in a drawer and looks at it / Long after he has ceased to
love you, just / To hold together what he was and is” (I, 1-8).

The ontological value of the act of writing and the dialogic nature of narrative,
articulated thus by Ricoeur and Levinas, and based on Barrett Browning’s
overall self-undermining attitudes, as well as her ineradicable sense of self-
doubt, provide me with food for thought to see diary as a project against
self-attainment or self-completion, a project which lends written discourse a
contractual significance — mutual relativization yet solidification of Self and
Other.

A detailed inventory of the writers and literary works quoted and considered by
EBB in this diary, with exhaustive explanations about inter-textual references,
is provided by Philip Kelley and Ronald Hudson in their scholarly annotation
of the earliest (1969) edition of Diary by E. B. B., discovered first in 1961 and
barely stretching over an incomplete calendar year (4™ June 1831 — 23" April
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1832). Prior to Kelley and Hudson, the existence of EBB’s diary had only been
alluded to in other literary compositions by the writer. The Diary brings to light
the writer’s growing faith in narrative as the cusp between truth and fiction. A
figuration of the non-finalizability of Self and of the impossibility of totalizing
existence, EBB’s diary articulates her hope for fulfillment yet her fear of being
swept away by a daunting volume of male writing and home rules. The implied
presence of an immanent before, to which the autobiographer feels compelled
to report in self-writing, checks her solipsistic urges yet enshrines, by way of
mourning the feebleness of, the woman poet’s voice.

Interpretation as a Need

Abstaining from literalism in quoting exactly from sources, EBB appears to
dodge the hazards of derivativeness. Yet her diary seems visibly scaffolded
against a volume of literary works whose inter-textual value points at her
poignant search for a spiritual centre inside, just as well as outside, her own
mind. Stranded in an ekphrastic struggle to define her own thought, she
describes herself as suffering from “deficiency in historical information. This
I really must correct” — to overcome this defect, she develops an argument
on accuracy, profundity and stylistic perfection by way of stringing together
Lamartine (Le Tombeau d 'une Meére, DEBB, 23 — 24 Sept 1831, n. 1, pp. 137-38),
Gray, Goldsmith, Shelley, and, somewhat earlier, Milton. In Gray’s Ode [, 111, 3
(‘Oh! Lyre divine, what daring Spirit / Wakes thee now?...’, 1l. 6-7) poetic self-
justification grows out of the acceptance of a higher spirit which breathes life
into the poet as a mediator between eternal truth and common mortals — a task
Barrett, as a writer, warily assumes. She catalogues some of her role models:
Goethe’s Werther, Euripidis’s Tragedies, and Leonardo Da Vinci’s 4 Treatise on
Painting, to name but a few (DEBB, 13-14 Jul 1831, pp. 54-55). Thus emerges
EBB’s self-apophatic aura: she meditates on life’s brevity and fleetingness —
especially in view of her growing sense of smallness against the inextricable
dominance of three formidable patriarchs in her life: God, her own father, and
H. S. Boyd (the blind scholar and neighbor she assisted in translating from
Old Greek). Her own fear for herself — of oozing through life unnoticed and
unappreciated — she stealthily but genuinely declares in her mourning the demise
of her Uncle Sam’s wife, Mary. Her sense of the proximity of death she betrays,
simultaneously, in a disquisition on family loss and on Lamartine’s Méditations
Poétiques (1820) and Harmonies Poétiques et Religieuses (1830) (Cf. DEBB,
23 Sept 1831, 23 Jul 1831, p. 64; 21 Sept 1831, p. 136). That occasional writing
creates a special form of diurnal routine for EBB becomes clear in her earliest
juvenile dedicatory verses — odes on the birthdays of members of her own
family: Sent to Mama on I May 1814 (°Twas dark — the tempest blew aloud’
(1814); An Epistle to Henrietta (“Thy gentle smile displays thy virtues sweet”
(1814); To Her Uncle Sam, with Her Poetry (‘Dear Sam, accept my humble
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lay’ (1814); On Papa’s Birthday (‘Hail dear Papa! I hail thy natal day’ (1815);
To My Dearest Brother Edward (‘Hail! Brother dear! And hail this cherished
day’ (1816)); To My Dearest Mama (‘From the Wide Heavens Aurora bends
her flight’ (1817), etc. One of EBB’s early autobiographical essays, My Own
Character (1818), expresses a genuine yet somewhat disturbing urge to know
life as a performative intrusion into Other: “I have endeavoured to insinuate
myself into the windings of other souls, of other characters — ... to seek truth
with an ardent eye, a sincere heart — ... | have never, even in imagination looked
into my own heart — How few indeed know themselves” (Barrett, 1974, p. 119)!
The diary itself emerges as a reservoir of similar instances of parrhesia where
the diarist’s resolutions to study herself, to cherish and obey truth as God’s
word, and to care for her dearest people, form the skeleton of aesthetic self-
vindication. The cited excerpt hints, also, at a peculiar blend of essentialism
and nominalism: Self-cognition, albeit always partially achievable, looks like
a post-facto exercise appended to recognition of observable exterior sources of
knowledge which draw the contours of an individual’s existence by facilitating
a unique permeability between own and foreign — a trade which negotiates the
image one gets of oneself by way of comprehending others.

Memory is a key factor for faithfully documenting, as well as a guarantee for
fictionalizing, the writer’s own life which may not be severed from the life of
her family and her own reading and writing. She works out an ideal Other she
needs for the sake of executing her intention to preserve and transfer time, as she
perceives interpretation as a beyond-Self ontological necessity. Meticulously,
Elizabeth draws a list of her rich collection of books. She translates from Old
Greek, with her exacting yet caring father overseeing her comings and goings;
she is mercilessly self-critical about her deficiency of intellect which she cures
by hard work (DEBB, 8-11 Mar 1832, pp. 223-224):

I forgot to say yesterday that I finished early in the morning, [...] I do wish
I had translated from Blomfield.?

Getting on with my notes — for the sake of killing time & some thoughts
I believe. [...] I give myself unto prayer — & why should I fear? [...]

[...] Notes again. Out walking. I don’t feel quite well, — & no wonder —
for my spirits are quite worn threadbare. [...]

I was not at church, [...]. A letter from M". Boyd brief enough, but to ask
me to ask Papa to allow me to go to [...]

I asked Papa in the evening. He will not allow it. He says that I am turning
into a shadow, & looking worse & worse [...] (emphasis added)

2. She means an edition of Aeschylus’s plays (DEBB, 8 Mar 1832, n. 1, p. 223).
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If, as Daniel Karlin argues, autobiography aims at “conveying to posterity the
sense of ‘how it was’”, then in her diary EBB attests the verity of the past by
way of unfolding it as a peculiar instance of self-exclusion, self-denial, self-
devaluation, and self-denigration (as seen above), which leads to a self-imposed
accusation voiced out as a kind of unfaithfulness to an ideal (she may be viewed
as a traitor-interpreter of the masculine logos in terms of her work on translating
Prometheus Bound, which is mentioned in her diary, and which her father did
not on the whole approve of) (Karlin, 1987, pp. 226, 238). She turns her writing
into a “display of suffering and endurance”, which throws into relief the artist’s
unbearable distress about “living up to her own image” — yet an image created,
at that stage, very much by her own father (ibid., p. 257). Simultaneous erection
and collapse of boundaries, spatial and moral sanctions and occupations (proper
and improper for woman, daughter, writer and worshipper) disclose the diarist’s
hardships of making room for herself.

A brief excursus into Wolfgang Iser’s take on translation as transposition may
help one perceive an opportunity of approaching EBB’s toil over reading,
writing, and communicating with others as the creation of a liminal domain for
herself — between subject matter (life) and perceptional register (diary). Diurnal
narrative channels the space it produces: By way of reflecting on life, it urges
a new form of life, to the effect that verifiable occurrences get intermingled
with imaginary forms of self-expression which phantomize yet reinforce the
intentional component in writing as self-modelling. The latter is visible even in
the writer’s reflexive attitude to her own father’s persona and his opinion on her
physical frailty (which threatens, also, to steal the potency and uniqueness of her
own writing). As in Sonnets from the Portuguese (1850), a perennial but feebly
defined need for equality and reciprocity disguises the position of muteness
that the female speaker assumes: “What can I give thee back, O liberal / And
princely giver, [...]” (Sonnet VIIIL 1. 1-2); “Nay, let the silence of my womanhood
/ Commend my woman-love to thy belief” (Sonnet XIII, 11. 9-10). Interrogation
of the purpose of one’s creativity leads to a form of double coding, or facticity-
fiction, whereby the diary unfolds as a record of the life of the family of the
Barretts, as well as the life of literature, both primarily dependent on the writer’s
consciousness. Or, a kind of bidirectional exchange: a “two-way traffic ... due
to the fact that the register does not represent a transcendental consciousness
from which the subject matter is to be judged” (Iser, 2000, p. 6) — the diarist’s
faculties may be limited, but they do define recollection (retrospection) just
as well as prediction (prospection) in diary narrative as a record of the (in)
felicities of the imagination. If interpretation is bound to the recognition of
the importance and specifics of genre, and genre, such as the genre of diary,
intervenes in interpretation as self-reflection (ibid., p. 7), which is bound to what
is being understood as well as to the perceiver’s mind, a real problem arises
from the recognition of the existence of “untranslatable”, elusive phenomena
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which predetermine and delimit Self: Life, God, literature. For such phenomena
aregister such as a diary is a space at once narrow and proper. In her diary, while
EBB aims at interpreting, i.e. translating, “incommensurabilities such as God,
the world, and humankind”, she finds out that the genre she has chosen fails
to offer an adequate exegetical proportion to that which she feels exceeds the
human grasp but does need explaining (ibid., pp. 7-8). The writer’s philosophy
of recognizing part in whole, Self in Other, private life in communal life, one’s
own writing in a literary past, the hidden in the revealed, exposes also her self-
condescending attitude: She could never make the open-ended graspable (ibid.,
p. 8). Further, it could be said that a “residual “non-understanding’ (as Iser
rephrases Schleiermacher, ibid., p. 47) — her own word against, yet in unison
with, the word of others — is the provisionality of her status as a woman writer,
which her diary illustrates.

Micro-chronology: Family, Friends, Time, Space — All Too Human...

Papa’s health was of major importance to Elizabeth—as was the study of scriptural
texts. Both fortified her trust in the benevolence of an original discourse,
formidably masculine and threatening to eclipse the power and sincerity of her
own talent which she casually and self-consciously calls the “rascally poet”
(DEBB, 26 Dec 1831, p. 195). Peace at home, depth and regularity in biblical
scholarship, respect for Nature, and internal equilibrium — these are all tied to
EBB’s view of a deserved, rather than intentionally engineered, existence. Any
slight breach of the family routine, of comings and goings, of the current of
correspondence that chronicles daily routines, any occasional and unexpected
episode could provoke her father’s antagonism and could have a traumatizing
effect on her. The diarist’s records get interspersed, more and more persistently,
with admissions about her spiritual duties: There emerges the impression
of secondariness and of others’ expectations she needs to fit in through the
sanction she hopes to be granted — at Hope End (lost by the family in the late
summer of 1832) just as well as outside home. The more she hopes, the more
she gets fixated on her own quaintness: “Now | am going down to prayers?
<bell> ringing! — Read nothing but the Bible today” (DEBB, 12 Jun 1831, p.
13); “The gnats kept Arabel & me & half the house besides up half the night:
witness my swelled finger — witness this eccentric writing” (13 Jul 1831, p.
14); “How I ought to love [Papa]! — ought! — how I do! ...” (21 Jun 1831, p.
27). She fluctuates between the priority of her own mind and an unconditional
regard for the patriarch, between spontaneity and compulsion, will and demand.
Day by day she reads, “as usual”, and writes letters to Papa (23 Jun 1831, p.
29) — composition is directly calibrated to the maintenance of an affinity with
father who promotes her talent and has already orchestrated the publication of
her juvenile imitative epic poem The Battle of Marathon (1820).
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Other fears add themselves to the diarist’s anxiety about family wholeness: a
proleptic dream about losing Bro to the sea (he was to drown in early 1840 and
she could never overcome her guilt in having asked him to stay longer, for her
own sake, at Torquay) as she reads Euripides’ Alcestis on 16 July; over-fatigue
in playing the guitar for dearest people while longing to go to Malvern (and
to Boyd) in early September 1831; taming her squirrel and hoping she could
keep it for herself (out of Annie, Boyd’s daughter — Elizabeth’s rival for Boyd’s
attention; 24 Oct 1831); sadness over the unknown a new year could bring to her
(31 Dec 1831); the fate of her own writings (13 Jan 1832); the haste to become
enlightened through the Gospel (Luke’s, on a particular occasion) by way of
reading in the original and practicing her own Ancient Greek, away from the
company of a seemingly polite intruder such as Eliza Cliffe (who was to paint
her portrait and thus immure her as a piece of art; 20 — 22 Apr 1832). She admits
to her “love of solitude growing with [her] growth”, wary to return, together
with her sister Arabella (Bummy), to the garden (11 Oct, 14 Oct 1831) — a place
associated with her mother (who died 1828) and fictionalized, later, as a lost
world of blissful infancy and spiritual satiety in poems such as The Deserted
Garden, Hector in the Garden, and The Lost Bower. Cautiously, on 26 August
1831 (p. 103, emphasis added) she diagnoses herself:

<Let me consider> circumstances, while I am calm, in a degree. | may
have to leave this place where I have walked and talked & dreamt in much
joy; & where I have heard most beloved voices which [ can no more hear, &
clasped beloved hands which I <can> no more clasp: where I have smiled
with the living & wept above the dead <&> where I have read immortal
books, & written pleasant thoughts, ... But let me think of it calmly. 1 can
take with me the dear members of my own family, — & my recollections
which, in some cases, were all that was left to me here: [ <can> take with
me my books and my studious tastes,— and above all, the knowledge that
“all things” whether sorrowful or joyous, “work together for good to those
who love God”. And my dear Papa’s mind, — (should he not be dearest
to me?) will be more tranquil perhaps when he is away from a place so
productive of anxieties. (emphasis added)

The home at Hope End is the writer’s earliest and steadiest topographic
manifestation of her physical self-fulfillment and verbal self-acculturation
through reading and writing. EBB’s diary is her “life ... [as] the life history
of others — ... parents, ... friends, ... companions in work” (Ricoeur, 1994,
p. 161) — a compendium over which she could only declare co-authorship,
literature being an account of time as togetherness as well as the understanding
of this togetherness. The diary is also EBB’s most complete prose-fiction exilic
narrative which makes of her home a place of memory to be yearned for — the
more sincerely now (i.e. as she was writing the diary) that her mother was no
more.
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An ostensibly marginal, but actually crucial component of her temporal self-
topicalization could be found in the presence of rain in her diary. The entry she
makes on 5 Sept 1831 (p. 117) betrays EBB’s jocular attitude to the smallness
of men’s passions and to a single human being’s lifetime by way of alluding to
the clown’s song in the final section of Shakespeare’s Tielfth Night: “The rain
<it> rainéd all the way” (compare: Shakespeare, 1995, p. 349, Twelfth Night,
V, 11. 401-405, 409, 412-13, 413, 416-417). The pace of the rain gets attuned to
her documenting her own reading (e.g. the Greek testament and Bunyan on 18
March 1832, p. 225), being prevented from going to Malvern to see Boyd (16 Apr
1832, p. 235-236), being riveted at home, in prayer, perusing “Gregory’s ode to
his soul” and despairing over the unbalance between her own sincerity of mind
and honesty of devotion to others and the indifference of those on whom she
depends (23 Apr 1832, pp. 240-41). The last entry, elliptical and unpunctuated,
signals EBB’s confusion and alienation: “Went away in the pouring rain. Left’
(ibid.).

EBB’s wish to chronicle jointly family occasions and relationships and reflections
on her progress with reading betrays a measure of vanity yet it seems propped
against a fear of being forgotten and of forgetting. Of this controversy she
warns in the initial sentences of her early essay Glimpses into My Own Life and
Literary Character (1820) where she recognizes self-conceit and instinct to be
at the heart of writing one’s own life. EBB’s early essays and her diary illustrate
her confusion and worry over her developing awareness of her inability to
complete the story of herself, a story whose beginning and end could never be
her own achievement. The matter could be approached through Ricoeur’s view
on narrative as “anamnésis”, or a pill against forgetting through a persistently
implied dialogue with an Other who the diarist addresses in various ways,
seeking to justify her own worth as a human being. EBB’s diary functions as
“a temporal experience (Erfahrung)” which reveals also the “object-oriented
side” of “memory” (Ricoeur, 2006, pp. 27, 31). One such object is the clock the
family owned (and eventually took away with them upon leaving the estate)
— a device measuring time, ticking in assonance with father Barrett’s health
and internal predisposition, a servant of the family life which the patriarch
managed as he regulated his daughter’s expectations and imagination (DEBB,
entry of 16 Jun 1831, p. 18). God’s ways, Papa’s mind, brother Edward’s health,
Bummy’s garden walks, the pet squirrel, Annie Boyd’s behavior, Boyd’s whims,
rain — these and many more EBB observed zealously, steadfastly, willingly.
The writer thus observes, also, her own mind and the process of ideation: how
she produces images of, and thus consecrates, her parents. In this cohesive
process, one might note the fruitful role of doubt which promotes one’s resolve
for communication through self-writing. Consider, for the sake of comparison,
the well-known beginning of David Copperfield: “Whether 1 shall turn out to
be the hero of my own life, or whether that station will be held by anybody else,
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these pages must show” (Dickens 1996, p. 9). Observation, which Elizabeth
also declares to be a vital faculty for writing, inevitably merges remembrances
with unforeseen impressions, to the effect of ruining the possibility for clear-cut
boundaries between actuality and fictionality, so that self-narrative becomes
the eerie image of one’s own mind: “What else do I remember? Let me see.
There comes out of the cloud, our house, not new to me, but quite familiar, in its
earliest remembrance” (Dickens, 1996, p. 19). A shift occurs and is sustained:
“from the perception of the duration of something to a study of the duration
of perception as such” — a process which modifies the present and transforms
“the phenomenology of memory to that of the consciousness of internal time’”
(Ricoeur, 2006, p. 32). Such a trade gradually dissolves the limits of perceived
object and perceiving subject, binding them in the writer’s temporal being. A
peculiar early example of this is Barrett’s initial diary entry which insinuates
creative self-arson. For fear of having to look into her own soul through looking
on her own work and becoming ashamed of it, she could almost “burn this
sheet of paper <like> most others...” or at least cover it — as did Adam who
“made fig leaves necessary for the mind, as well for the body” (4 Jun 1831,
p- D). Self-disclosure requires objectification of authorial intention — sheets of
paper. These testify to her physical existence, also contrived as a figuration of
her intentional contact with reality. Identifying with Adam, EBB recognizes a
demiurgic potency (the incentive to cover that which has been produced through
comprehension) and offers a narrative of her own: her diary. Reciprocally, the
diary “contribute[s] to the narrativization of” her own character” in a way which
Ricoeur, in Oneself as Another, terms “the apprenticeship of dying” (Ricoeur,
1994, pp. 159, 162), in the sense that literature possesses the ability to grasp the
provisional ends of human experience.?

3. The said fragment concerning Adam warns also of a danger phrased by Paul De Man
thus: “[...] what is at stake here is not only the distance that shelters the author of autobi-
ography from his experience but the possible convergence of aesthetics and of history”
(De Man, 1979, p. 919). Consider Adam as a fictive Other, part of Elizabeth’s private self-
reflection, and Adam as an illustration of her purposeful research of Biblical history. As a
character from a specifically chosen literary past, Adam precedes her and results in this
self-expository episode in her diary which contains a human before. Yet as a character in
a piece of writing someone else will access in the future (when she herself no longer is),
Adam is promised to succeed her and become part of a human after. The question that
arises is whether, as De Man asks, if diary is a mode of self-figuration, it is the case that
the referent determines the figure, or the other way round (ibid., p. 920). EBB’s diary offers
various examples of the life-sustaining value of self-portraiture as fictitiousness in what de
Man perceives not so much as “a genre or a mode, but a figure of reading or of understand-
ing” based on “a substitutive exchange that constitutes the subject” (ibid., pp. 921). As a
diarist, EBB is an external and time-distanced evaluator of her life, she is someone else yet
she is the subject of her own understanding and her own creator, she is her very own self.
Diary is an instance of prosopopoeia which “demonstrates in a striking way the impossibil-
ity of closure and of totalization [...] of [a textual system] made up of tropological susbtitu-
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Self-Diagnostics

In the period 1831 — 1832, despite Wordsworth’s by now undeniably visible
literary presence, EBB could hardly have guessed the reverberations of The
Prelude over the range of the epical, confessional, and life-writing streaks
of the later, post-1850s poetical English 19™-century. But like the patriarch
Romantic poet, she wished to stress the importance of the external and of
Nature in the formation of an artist’s mind. In Book I of The Prelude (11. 33-38),
Wordsworth admits to an overwhelming need for self-expression derived from
divine inspiration: “For I, methought, while the sweet breath of heaven/ Was
blowing on my body, felt within/ A correspondent breeze, that gently moved/
With quickening virtue, but is now become/ A tempest, a redundant energy,
/ Vexing its own creation.” Elizabeth, “sola cum sola”, alluding to Cicero’s
“never less lonely than when alone” (DEBB, 9 Jun 1831, n. 4, p. 8), oscillates
between embarrassment over her growing need to claim her own place in the
world through writing, and her sense of redundancy over her disillusionment
with, as she thinks, the compromising quality of her actual work. She assumes
that people’s esteem of her could only ever be deserved through sincerity of
mind: She must compose in service of an externally inspired Other which could
sanction her talent as truth-telling for the sake of the wellbeing of humankind
(ibid., p. 3). As a reader, she declares a love of Aeschylus’ Prometheus, which
she initially reads to Boyd (who therefore gradually learns it by heart). She then
translates the work twice (first translation accomplished in 1833, second version
published in 1850), showcasing her desire for poetic self-liberation yet her
obligation to a censorious literary before. Prometheus (and Aeschylus), which
she mentions the more the further she writes in her diary (e.g. pp. 91, 219, 229),
ignites her imagination. This impulse, clad in a Neoplatonic—Christological
attire, is postulated in the Preface to her first translation (Browning, 2010, vol.
4, p. 179-80):

... we may recognize the dead, together with much of the living letter; a
literal version, together with a transfusion of poetical spirit; — why should
we, on that account, consider ourselves charmed away from attempting
another translation? ... We make [green hills and waving forests]
subjects of contemplation, in order to abstract from them those ideas of
beauty, afterwards embodied in our own productions; and above all, in
order to consider their and our Creator under every manifestation of his
goodness and his power. All beauties, whether in nature or art, whether
in physics or morals, whether in composition or abstract reasoning, are
multiplied reflections, visible in different distances and under positions,
of one archetypal beauty. (emphasis added)

tions” (ibid., p. 922) in writing as the perpetuity of self-grasp.
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Barrett coyly disguises her borderline position as recipient yet producer of sense,
heir yet contestant of a male logos, student yet master. The “different distances”
limn experience anthropologically: a dynamic of thought and sense — in time
and space as human variables. Yet a dynamic predominated by a male originary
power looming over femininity so that woman is compelled to dig up a space
for herself through a discontent with, yet acceptance of, a position of silence,
repression and self-restriction (Blodgett, 1989, pp. 59, 63), which codifies diary
as the antagonism between self-disclosure and self-concealment.

EBB comes to terms with her own strangeness, her vehement unwillingness
to give up on her favourite occupation (reading and interpreting), and her
imprisonment by her own family who crown her “our dear invalid”. She wishes
for a companion soul which would rescue her from delusional self-sufficiency:
“I am of an intolerably exclusive disposition; & yet I wish some other people
were like me” (p. 162). Having laid “an oath in Heaven’ to be altogether sincere
in <this. Journal of mine”, she cavils about her own ‘narrow, narrow heart’
(ibid.). She seems afraid of her own body and mind, of unrealistic prospects
of marriage (DEBB, 1 Sept, pp. 111-112). Her emotional stability wavers; she
occasionally misses making an entry in her diary (24 Feb 1831). Torn between
allegiance to family and allegiance to the liberty that thought and art provide,
she sees herself gambled, spent: “another Leila” — a phrase which indicates a
stylized image of her own self, of her own song of the same title (produced in
1822). Her fear of selfishness is largely self-engendered (3 Oct 1831, p. 149). Her
perception of her own fallibility is a source of misery self-inflicted and potentially
appeased by intellectual and physical chastisement through hard work (6 Jan
1832). “Hystericky” (as she addressed her own bizarre nature), she loses her
voice through perpetual colds which debar her from visiting Malvern and Boyd
— she makes up for such an incapacity by reading Alcibiades (5-15 Nov 1831).
Dizziness and exhaustion through fasting (21 Mar 1832) could hardly be cured
through reading sacred literature (4 Apr 1832). As in her later self-evocation,
Aurora Leigh (1856), in her diary she narrativizes her own self-repercussions,
aspirations, yet her anxiety about being aware of the external sources of creative
inspiration in her life as woman and writer. Elizabeth is a Miltonic daughter
who, Sarah Annes Brown argues, wishes to achieve independence (Brown,
1997, p. 729-730, 734): She acts modestly yet self-assertively. Departing from
a prelapsarian garden, subsidized by a well of wisdom found in man-authored
books, dreading disintegration of bodily and cultural autonomy (e.g. her dream
about her teeth tumbling out; DEBB, 1-3 Jul 1831, pp. 39-41), she lives as she
writes.

Recently, Rachel Isom, has noted EBB’s lesser (than her Romantic female
predecessors’), more regulated, not so openly fatalistic, fear of spiritual
perdition, her self-control, self-sustained faith, and frank religiosity yet
unabashed intellectualism — authentic yet “more acceptable, [...] Victorian”
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(Isom, 2019, pp. 178-179, 183). EBB transfers her attention from reading novels
(in her juvenile period) to poetry, and theological and philosophical scholarship
(in her adult life, beginning with the anonymous publication in 1826 of her
volume An Essay on Mind, with Other Poems). The latter has its origin in her
early interest in “learned languages” (Barrett, 1974, p. 124), which accounts
also for a developing Hellenism of her own and a conviction in the educational
worth of studying the ancient Past. But, as Charles LaPorte maintains, Barrett’s
faith in the past, in the word of God, and in precursory literary authority must
not be taken as passivity: It is an evolutional conversation between minds in
time, especially over the matter of subordinated, or domesticated, femininity
as opposed to a more independent, albeit more staunchly adhering to religious
belief, feminine thought (LaPorte, 2013, pp. 278-280).

Diary by E. B. B. diagnoses the hardships of the survival of a peculiar mongrel:
Literary daughter, spinster, and woman with a will of her own — a “controversial
creature who women poets by and large avoided depicting at all” (Hickok, 198]1,
p. 120). EBB reflects the status-conscious middle-class female experience (ibid.,
p. 130) — between absolute devotion to others and self-sufficiency in solitude
— a dialectic sanctioned by father Barrett. The result is a sense of internal
exile whereby the writer is made doubly prominent in a way which solders
singularity and plurality, focus and periphery, genre and gender, and reading
and writing (Benstock, 1999, p. 4). Related to this dialectic is the entity body—
mind as an entity defining woman as a writer. One epitome of this is Elizabeth’s
ultra-sensitivity to the issue of illness. The poetess is known to have suffered
from a number of not untypical for women conditions: “Continual fainting and
insomnia” yet overwrought self-consciousness or ascetic indifference to pain
(Hayter, 1962, p. 59); hard-to-diagnose teenage ailments (cf. Dennis, 1996, pp.
40-41); embryonic hypochondria (cf. Forster, 2004, pp. 21-23). These symptoms
tend to get outlined in her sense of guilt over being physically deficient, her
anxiety about marital status (and, as can be assumed, infertility), and her
perception of specifically threatened organs and systems of her body (e.g. her
teeth). Her sensitivity about her irregular internal constitution (physique and
psyche) can also be seen as an instance of the writer’s accepting response to
the nineteenth century’s developing interest in woman as a medical case-study
(Carpenter, 2010, pp. 157-159).

Verbal Osmosis: Holy Word — Own Word

It would be a herculean task to try and summarize Elizabeth’s prowess of biblical
scholarship. One way to do this would be to dwell, briefly, on her humanitarian-
hermeneutical perception of faith as theory and practice, especially with regard
to the following aspects: Sin, predestination, charity, communication between
body and soul, reason, and hard work. In her diary, Elizabeth mentions Gregory
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of Nazianzus more than a dozen times. Gregory functions as a fictitious
mediator of the intellectual rapport she aims to achieve between Hugh Stuart
Boyd and herself. The Greek Christian father might have attracted Elizabeth
with his love of simple, direct, insightful communication, his stylistic clarity,
allegorical verve, and sincerity of mind, his wish to labor for the salvation of the
souls of men in need of enlightenment and comfort, but also his desire to attain
a symbiosis between “faith and philosophical reflection”, not inconsistent with a
possibility to “penetrate deeper the Christian narrative of creation and salvation
and to search for a new synthesis of faith and philosophical reflection” consistent
with a “Platonic understanding of reality” (Daley in: Gregory, 2006, pp. 6-7).
“Mortification of the body”, and “solitude and silence” are also, to a large extent,
a shared spiritual domain between Elizabeth and this Greek Christian father
(Gregory, 2006, Oration 14: On Love of the Poor, p. 77). While a self-punitive
attitude to body may not be the only distinctive feature of Elizabeth’s literary
and religious enthusiasm, the value of private faith could be seen to require
firmness of character, the exposure of which could for instance be found in a
self-propelled sense of boundary in terms of physical space. Seclusion was also
an affordable middle-class privilege: in Elizabeth’s case it was motivated by her
yearning for a peace of mind to write and to be accepted on equal terms in the
literary profession.

EBB shares Gregory’s conviction that reason and wisdom — two crucial qualities
for a writer, in EBB’s perception — are inspired, being attributes of heavenly
grace and a foundation for accepting Christ — “God’s word” — building in man
an “image” of “heaven’s transcendent brilliance” (Gregory, 2006, Evening
Hymn, p. 167). Wisdom functions as an intersectional realm — a time-space
both divine and mortal, as the relative cohesion between a remembered,
greater before, an inevitable priority, and a created, personal after, a logical
posterity — yet another way of attesting the genre of diary as one which
prevents its craftsman to declare absolute agency over a beginning or an end.
Diary unleashes alternatives for secular axial moments, in the sense I offered
Ricoeur’s reflections on chronology earlier. An inexhaustive proof of the latter
could be found in EBB’s regular discussions with Boyd on matters such as the
necessity of spiritual enlightenment, steady mental exercise, and conscientious
cultivation of patience of mind. Such frequent talks, largely initiated by the
diarist herself, export the narrative [ out of a state of self-certainty and physical
concreteness into a dialogic dynamicity between remembering and imagining
as part of a continuity of migrating between two equally unique places and
chronologies: her own home at Hope End and Boyd’s Ruby Cottage. Both
places relate to pivotal patriarchal presences. To this should perhaps be added
a persistent communication between student and teacher (EBB — Boyd), nurse
and patient (EBB — Boyd), subsequent interpreter and former interpreter of
Gregory’s word as the word of God (EBB — Boyd). A communication whose
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range attracts a diversity of literary material (from Princess Scheherezade to
Byron) discovered, recorded, learned, discussed, imagined, and expected with
each forthcoming meeting between EBB and Boyd as a kind of being in a
parallel world. This world could be viewed as an interim between Elizabeth’s
feeling at the right place in her home with her dear father and the solitude
she experienced at her home dominated by an exacting patriarch — her father
(DEBB, 9 Sep 1831 — 22 Oct 1831, pp. 122-164). The attitude Elizabeth assumes
to Papa, Boyd, Chrysostom and Gregory could also be argued to reflect a trait
of nineteenth-century mentality, as Linda Anderson maintains: “a gradual
alignment of autobiography with the value accorded to authorship,” whereby an
anxiety about revealing “the private self”” shares ground with the establishment
of “literary genius” through external intervention (Anderson, 2001, p. 7). The
ostensible self-shielding, secrecy and independence of diary narrative in terms
of the control that the author exerts in “the ‘intentional’ meaning or truth of the
text”, however, could also be seen as a trope: “prosopopoeia, [...], the giving of
a face, or personification” (ibid., pp. 3, 12-13), whereby self-telling “produce][s]
fictions or figures in place of the self-knowledge [it] seek[s]”. In other words,
the autobiographer inscribes herself within her work as she strives to produce
a “face”, in which act she conceals “[her] own fictionalization or displacement
by writing” (ibid.). This, Anderson concludes (reiterating Paul de Man), is an
“epitaphic” act. Autobiography is a journey toward the attainment of an end:
Its target is self-fulfillment, which implies also a sense of limit, yet it defies
completion for it shows the author’s chronic inability to eye-witness their own
birth.

To Elizabeth, John Chrysostom proves another pivotal source of wisdom: the
balance and connection between body and spirit, part and whole, one man and
another. Brooding and demanding in his manner of self-expression, Chrysostom
is likely to have served as a stylistic role model for EBB. In his Homilies on the
Acts of the Apostles and the Epistle to the Romans, John Chrysostom suggests
that learning could be compared to curing physical infirmities and overcoming
intellectual deficits whereby more acute cases demand “more advanced subjects
of instruction” (Chrysostom, 1889b, Homily XLIX on Acts xxiii. 6-8, p. 545). If
God’s holy soul “comprised the whole world” (houses, wives, children, events,
cities, nations etc.; ibid., p. 546), then a conscientious perusal of his holy word
would be a perusal of items constitutive of the wholeness of man’s life. EBB
would have been attracted by such holistic, relational hermeneutics: The co-
dependence between one man and another, producer and recipient of meaning,
God and his apostles, past and present, a core language of utterance and an
interpretative register (e.g. the holy word — Chrysostom’s commentary on the
Acts of the Apostles, and then — EBB’s own diary). Her self-reflective turn seems
to be of religious descent. It could be assumed that Elizabeth shared a view of
suffering as a steadier and more efficient means of experiential maturation and
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appreciation of identity, even beyond the promise of actual recognition from
others (Chrysostom, 1889a, Homily VIII: Ephesians 1V: 1, 2, 162-163), and a
belief in the laboriousness of accumulating knowledge through assuming the
guilt of others upon oneself, through amassment of sadness on one’s journey
toward wisdom in communion with others, of whom one partakes and who
partake of one’s life on earth. Chrystom’s directness and determination of
argument, his individualized, self-respecting, yet self-interrogating style must
have been contagious: In her diary, Elizabeth identifies herself through suffering.
Chrysostom says: “I deem it more desirable to suffer evil for Christ’s sake, than
to receive honor at Christ’s hands” (p. 163, emphasis added). Like Chrysostom
(ibid., pp. 187-88), cautiously, Elizabeth works out a dual recognition of ostensibly
disparate elements (body and spirit, one man and another, divine and human)
of a discursive whole (“all things are common, and one has nothing more than
another”), arguing emotional and intellectual interconnection between Self and
Other to be the core of being.

In Glimpses into My Own Life and Literary Character (1820) a fourteen-year-
old Elizabeth admits: “I worshipped God, heart and soul [,] but I forgot that my
prayers should be pure & simple as the Father I adored” (Barrett, 1974, p. 126).
Insincerity and illiteracy are amongst her worst fears, as her diary also reveals.
John’s Gospel and St. John Chrysostom’s commentaries, which she herself
interprets in her diary, grow to be Elizabeth’s particular interest to the extent that
she develops a penchant for two doctrines: “Election & perseverance” (26 Sept
1831, p. 140). EBB’s worries are, ultimately and even at moments of excruciating
grief for her mother, those of a follower of a paternally originating divine word.
She might protest against Chrysostom’s “monotony & lengthiness” in his
commentary on Ephesians, yet as she plods through the Greek Christian Poets’
writings a sense of subalternity emerges — she interprets under the auspices of
Boyd who sets a standard for her to pursue (5 Jun, 20 Jun, 11 Sept, 27 Aug 1831,
pp- 4, 24, 125). Undoubtedly, a trouble on her mind seems to be the doctrine
of redemption, one aspect of which could be redemption through death. She
records an episode with a woman (a Mrs. Best) who believes “that all may be
saved; but that the blood of Christ was shed only for those who are saved” (12
Sept 1831, p. 125). The closing sentence of the very same day’s record, however,
indicates that Elizabeth may have been haunted by a sense of insufficiency and
self-dissatisfaction, finding herself confined to a rigid space that Biblical studies
would provide her with: “The Greek testament was all the Greek which I read
today” (ibid.). Chrysostom accompanies her to Ruby Cottage, where Boyd
resides: “Chrysostom Ann [sic] & [ set off at about half past eight”; later that day,
she explores “Holiness & Temperance” in view of Chrysostom’s “heterodoxy
about original sin” and the lot of the ill-fated (‘dvcpopog’), as she apparently
also considers the actuality of her developing infatuation with Boyd (15 Sept
1831, p. 128). When with Boyd, she seems intrigued by his reaction to Biblical
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texts — sometimes more than by actual interpretation of the Bible she herself
might be involved in. Such an attitude can be said to help fictionalize both holy
words and Boyd as characters in a private perception of time her diary exhibits
as part of the greater cosmology of natural time that her own household is also
part of (21 Jun 1831, p. 26). It would define the space of a unique participant, set
her apart from all the members of her own family yet make her an especially
cherished team-worker in a greater, beyond the /, narrative that would have
commenced prior to her birth, inclusive of characters such as Chrysostom or
Gregory Nazianzen. She could not be happier as when sharing the experience
of immersing herself into the Fathers with another person: “I do like & admire
Gregory’s prose!! — & I enjoy reading a beautiful style so much the more,
when I can read it with one who enjoys it too — when [ < can> read it with M".
Boyd” (19 Sept 1831, p. 132). Disclaiming Gregory as “not a great poet, scarcely
areal poet” (27 Aug 1831, p. 105), she nonetheless clings to Gregory because he
seems to be a preferred by Boyd source of study, Boyd being the one to sanction
— certainly in the period 1828 —1832 — Elizabeth’s progress with Ancient Greek
and with literature.

EBB’s curiosity about the ‘temporal movement’ (“ypovicov kwnua’) is hemmed
with a deeper motivation to discover the connecting tissue between herself
and her tutor (Boyd), between part and whole, original text and translation,
actual (written) word and imagined (oral) speech, self and non-self. She
wishes to unravel, to analyze literature as an all-encompassing, life-sustaining
phenomenon (DEBB, 26 Jan 1832, pp. 210 — 11):

Began to read over Gregory’s oration, — & even to translate it: not with the
intention of showing my translation to M" Boyd or any body else, not with
the wish of competing with him; but that by transilating the whole I might
have clearer idea of parts, & might save him the trouble of «thinking» on
some points which appeared to both of us, obscure. 1 shall not even tell
him of my having translated it. (emphasis added)

Afraid of her imperfections as a translator, she postulates translation as a
medium of communication not only between Present and Past but between two
living individuals who use the same mother tongue. Thus, she articulates her
perception of the interpreter’s being as the cusp between visible and invisible
discourse, as well as between temporality and a-temporality: a form, also, of
trans-substantive trade between written text as masculine fact (tangibility,
pastness) and interpretation as feminine fiction (intangibility, futurity). EBB’s
correspondence with Boyd in the period 1829 — 1832 evidences of her fascination
with etymology as an intellectual pastime: discovering the connection between
word and idea. Tracing origins, she encompasses literature as a dialogue in, and
with, time and space (BC, 3, 1985, Jul 1832, pp. 29-32):
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I have read Hebrew regularly every day since I told you of my beginning
Genesis, — and I am now more than half thro’ Genesis, & began to relax
a little from the lexicon. From its being a primitive language it is very
interesting in a philosophical point of view. / like to find the roots of words
& ideas at the same time. (emphasis added)

In the same letter she proceeds with a disquisition on Lord Byron’s death,
declaring that “the poet & his poetry are quite identified, and you could not at
any time, read one, without thinking of the other” (ibid.). Others’ words burn
her soul indeed. EBB’s literary exploits double up “the referential world” in the
“act of boundary-crossing” between the experienced and the possible, the real
and the fictive, Self and Other (Iser, 1993, p. xiv). This would also explain the
kind of life-sustaining co-habitation between self-reflection and commentary on
literary works written by various other writers in EBB’s diary. In effect, and as
Levinas argues in Totality and Infinity, “discourse is not simply a modification
of intuition (or of thought), but an original relation with exterior being’ whose
absolute ‘alterity’, or ‘transcendence’ in respect of the viewer/writer declares a
possibility, or condition of speech and discourse as such — in ‘a drama that has
begun outside of [interlocutors]” (Levinas, 1979, pp. 66, 194, 202, 209). Loss of
such alterity would destabilize the writer’s props of being. An alterity that has
been domesticated as the autobiographer’s innermost givenness, or foundation
of being, which creates a sense of “genus” by “calling for one another by [way
of ...] exclusion” (ibid., p. 194).

An Overcrowded House, or One amidst Others

In her diary EBB leaves provocative traces of her diverse, unflagging, and
meticulous reading: Homer, Aeschylus, Sophocles, Euripides, Pindar, Anacreon,
Sappho, Virgil, Marie de France, Boiardo, Shakespeare, Camdes, Milton,
La Bruyere, E. Burke, Cowper, Goldsmith, Richardson, Moli¢re, Goethe, A.
Radcliffe, R. Burns, all the major Romantics (Mary Shelley especially), J.
Baillie, Letitia Landon, John Wesley and the Greek Christian Fathers. Conscious
of her ambitions, EBB nonetheless tries to bridle a sense of superiority over
other women of the neighbourhood which her diary describes. She narrates of
some fairly frequent yet not so pleasant encounters whereby she feels like an
intellectual giant amidst dwarves* yet she demonstrates a sense of decorum.

4. Germaine de Staél’s Corinne (1807), which EBB mentions (in a letter to Boyd of 9 June
1832) to have read three times, must have fascinated the young writer with the heroine’s
conversationalism, power of intellect yet nostalgia over unfulfilled love (DEBB, p. 220, n.
6; BC, 3, pp. 24-27). In Book X1V, chapter I, Corinne sees herself as a Gulliver “chained”
by the Lilliputians. Corinne’s stepmother’s pernicious and superficial ways threaten her
studious nature to the effect of wasting four yours of the young poetess’s life, which creates
an unbridgeable existential chasm in her (De Staél, 1833, p. 240). Here is Corinne’s own ex-
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This duality of self-portraiture — a state of negotiation between excess of intellect
yet insufficiency of self-respect — calls for the ghost of a literary role model
which her diary documents: John Milton. EBB could be perceived as “Fancy’s
child/ ... married to immortal verse/ ... Untwisting all the chains that tie/ The
hidden soul of harmony” (Milton, LAllegro, 1. 132-133, 137, 143-144) with a
mind unquiet, capable of making “a Heaven of Hell, a Hell of Heaven’ (Milton,
Paradise Lost, B. 1, 11. 255).°

Guilt, self-mourning, and fixation on physical failure, just as well as the
expectation of some apocalyptic resolution of human imperfection, hover over
EBB’s diary. At the same time, diary permits a path for a woman’s resolve to
pursue spiritual integrity. From “exercise[s] in crying” through E. Young’s
Night Thoughts over past time as irrevocable loss (DEBB, 15 Jun 1831, p. 17),
to a self-lacerating wish to “erase every line” of her own “heart & mind” and
annihilate “the feelings, <together> with the descriptions of them” (16 Jun,
1831, p. 19), toiling over Prometheus in translating for herself and for Boyd (6
Feb 1832, p. 214), condemning her own “weak moral sense” as a “worshipper of
M, Radcliffe” (9 Jul 1831, p. 51), lamenting Keats’ unhappy and unappreciated
lot (18 Aug 1831, p. 93), contemplating Mary Brunton’s novel Self-Control and
Richardson’s Clarissa while “comparing scripture with scripture” (14 Sept
1831, p. 127), Elizabeth seems to be considering, if indirectly, putting a full
stop to her own story — by way of referring to Sappho’s supposed fatal “leap of
forgetfulness”, for instance (27 Sept 1831, p. 142). The diarist strives to prolong
yet complete, to engender yet sum up, to promote yet delimit Self. Diary may
be viewed as struggle for, and against, Self — in narratorial as well as even
just in physical terms. What we have is the tactility of story contained in a
book-body against the limitlessness of form and content of self-expression in
real-life. An Other looms over Elizabeth’s self-writing. This Other is part of the
diplomacy between the accurately documented and the fictionalized. George
Gusdorf indicates that diary emblematizes “the presence of spirit of a world
forever gone” (Gusdorf, 1980, pp. 38-40): The diarist strives to capture that
which might have been and give it continuity by way of interpreting their own
place amidst the presences of others. The written text becomes an opportunity
for re-assemblage of oneself “in [one’s] own likeness at a certain moment of

posure of her loneliness and severe self-ostracizing dissatisfaction with her own weakness
of mind (a sense which prevails over EBB’s diary also): “My mind grew dull, and, in spite
of me, was filled by trifles. Where no interest is taken in science, literature, and liberal pur-
suits, mere facts and insignificant criticisms necessarily become the themes of discourse;
[....]. There was no enjoyment near me save in a certain methodical regularity, whose desire
was that of reducing all things to its own level; [...]. The ill will I innocently excited, joined
with my sense of the void all round me, seemed to check even my breath” (ibid.).

5. See also diary entry of 19 Sept 1831, DEBB, pp. 133-34.
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[one’s] history” — an ontological addition of oneself to oneself as one sketches
one’s own ‘being in time’ (ibid. 43, 45).°

Scholars on female self-life-writing and Victorian poetry by women have stressed
the female diarist’s borderline position: Between mind and soul, body and spirit,
external and internal world, secular discourse and devotional preaching, passivity
and agency over Self, recollected and recollecting.” In her seminal study The
Second Sex, Simone de Beauvoir points at woman wishing to run away from
herself “in a state of distraction and mental vacancy” (Beauvoir, 1956, pp. 439, 509,
587), striving to showcase herself through speech, at the same time suppressing
her own will. The interstice between self-escape and self-acceptance is where
EBB’s diary resides. Elizabeth is prone to mourning her own invisibility and
anonymity in the patriarchal domain of Hope End: “As if I were both soulless &
boneless” (DEBB, 12 Aug 1831, p. 87). The same feature could be seen as part of
the author’s agenda of self-promotion. She seems to be most productive when most
unwell.® Antithetical definition of Self is a distinctive trait of female life-writing.

6. Philippe Lejeune describes diary as “the author’s own search for a seductive and con-
vincing form to express the truth of a self and a history” (Lejeune, 2009, p. 216). The pos-
sibility and legitimacy of verifying the past, with a greater or lesser dose of truthfulness
or mendacity, not least in terms of the chronicle of time that diary sustains, is inextricably
bound to the past history of the autobiographical text’s author, but because writing itself
(as process and product) is part of the diary’s own genesis (ibid., pp. 214), diary promotes a
peculiar form of concrete literary precedence that predates yet parallels the text itself. By
Lejeune’s definition, such literary precedence could be termed “avant-texte” and while fic-
tion and poetry naturally welcome precedents (i.e. an older, prefiguring text), diaries would
normally not have one (ibid.). However, EBB’s diary’s beginning (Adam’s awareness of,
and shame for, his own nakedness) clearly indicates a desire to reciprocate to an avant-texte
(Genesis, 3: 7-12) as well as to her already established nihilistic self-regard preceded by a
textual before (i.e. the implied burning of her other papers). The deixis of EBB’s beginning
(“this sheet of paper”, “most others”, “in the same way”; “the thoughts of my heart as well
as of my head”; “And such a mind as [ have”; (DEBB, 4 Jun 1831, p. 1), emphasis added) is
at once introspective, escapist, and responsive. So is the ending: It is about Mr. Boyd (who
asks her to spend time with him but advises her to seek Papa’s permission for that), about
Elizabeth’s disbelief in her obtaining permission and about her leaving in the pouring rain
(with an unpunctuated last “Left”). While she struggles against time, “pinning down the
present” as the memory of someone else always, she “yields to time,” “atomizing” it in mo-
ments which retrieve the invaluable in and from her own experience: Writing her own life,
she practices a mnemonic skill which promises no absolute accuracy, as what she herself
could remember properly and write about uniquely would always be something else for
another reader of her diary further in time (Lejeune, 2009, p. 170).

7. See, for instance: Eakin, 1992, pp. 181, 183, 200-201; Lewis, 2005, pp. 7-8, 10; Blake,
1986, pp. 387-388, 391; Ryan, 2008, pp. 254, 269.

8. By comparison, in their autobiographical writing, both Katherine Mansfield and Vir-
ginia Woolf display high awareness of physical and psychic disorder (headaches, toothache,
heartaches, blurred vision, life-jeopardizing abstractions and day-dreaming). Dysfunction-
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One prefiguration of this can be perceived in Fanny Burney’s Journals (1768 —
1840) — a hybrid of her letters to family and friends. From the start Burney makes
of her own shyness an identity card stamped uniquely by the clever invention of
an imaginary interlocutor to whom she appeals: “To Nobody, then, will I write
my Journal! Since to Nobody can I be wholly unreserved [...]. From Nobody
I have nothing to fear, [...] (Burney, 2002, p. 53). The double negation in the
last sentence kindles a positive affirmation: Self-displacement throws the author’s
identity into relief. Burney is well known to have allowed time between events
and epistolary re-narrative in her journal which shows a particular sensitivity
for writing as therapeutic re-experiencing of physical pain, or illness — a feature
known as pathography. One peculiar instance of the latter is Burney’s memoiristic
account of the mastectomy she underwent in Paris on 30 September 1811 — an
occasion threatening to compromise a woman’s integrity of body and mind. The
story emerges half a year later (ibid., pp. 298-305), thus affording a reserve of
temporal distance between the primordially experienced and the aesthetically
recollected. One result of this is a peak of emotionalism in the re-experienced by
way of narration that works like a plot engine in a life conscientiously composed
of written messages to addressees expected to confirm and preserve the author’s
escapist, at times self-annihilating intimations of a sense of imprisonment and
despair. For instance, the incident at Kew Gardens, when Burney is pursued by an
ill King George III (1 — 9 February 1789, ibid., pp. 251-254), or the episode of her
considering the possibility of burning her papers (20 April 1838, ibid., p. 360).

Leafing through Journal of Katherine Mansfield (1928), which her husband, John
Middleton Murry collated out of a myriad of notebooks (many of which barely
written in) he edited, one stumbles over a curious occasion of the discrepancy
between the volume of intention and the volume of achievement in terms of
self-life-writing. An instance of self-narrative dependent on the sanction of the
autobiographer’s husband is 4 Writer’s Diary (1953) — the diary of Virginia
Woolf, compiled by Leonard Woolf. These two modernist autobiographical
documents — Mansfield and Woolf’s journals — deserve their own research,
but perhaps just one or two incidental fragments could serve to contextualize
Barrett’s steady split between two states equally potent in defining woman’s
self-writing as a buffer zone between dread of finitude (counterbalanced by
a sense of writing as duty) and dread of perpetuity (counterbalanced by the
perishability of personal memory). The two types of dread justify self-parade
while they also vindicate the priority of an axial Other. Mansfield writes: “I
ought to work at [my story] all day, — all day and into the night if necessary. [...]

ality itemizes female Self: It opens a niche for the author to emerge as an amorphous entity
in need of shaping/curing by an exterior (male) artisan to whom the narrative seems to
cling instinctively. In addition, head problems and infertility feature in Woolf and create a
multi-faceted metaphor or writing as regeneration (e.g. Woolf, 1959, 2 Oct 1934, p. 226; 5
Jun 1938, p. 295).
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But my anxious heart is eating up my body, eating up my nerves, eating up my
brain;” (2 Jan 1915, 21 Jan 1915); “I am (December 15, 1919) a dead woman,
and I don’t’ care” (15 Dec 1919) (Mansfield, 1928, pp. 19, 134). She aims at
self-improvement yet her writing seems inchoate: “Everything in life that we
really accept undergoes a change. So suffering must become Love. This is the
mystery. This is what I must do. I must pass from personal love to greater love.
I must give to the whole of life what I gave to one” (1920); “[...] what I am doing
has no form” (Sept 1921) (ibid., pp. 167, 193). Similarly, dread of vanity and of
inaction resides in Woolf: “Why is life so tragic; so like a strip of pavement over
an abyss. I look down; I feel giddy; I wonder how I am ever to walk to the end.
[...] Melancholy diminishes as I write. Why then don’t [ write it down oftener?
Well, one’s vanity forbids. [...]. It’s having no children, living away from friends,
failing to write well, [...]. I think too much of whys and wheretofores; too much
of myself. I don’t like time to flap round me” (Woolf, 1959, 25 Oct 1920, p.
29). The writer hesitates to proclaim her exact place amidst others; she fears
others might consume the room of her own she has made for herself through her
diary: “The only difficulty is to hold myself back from writing others” (17 Oct
1924, p. 68); “How I interest myself! Quite set up and perky today with a mind
brimming because I was so damnably depressed and smacked on the cheek by
Edwin Muir in the Listener” (2 Apr 1937, p. 280).

As an autobiographer, EBB subjects herself to merciless religious self-
contemplation through biblical studies and reading in the original from Ancient
Greek and Hebrew, implying guilt almost as a condition for writing as self-
expiation, disallowing herself the comfort of an ample sense of achievement,
tormented, Macbeth-like, by an “Amen” stuck in her throat upon “the death
of each day’s life, sore labour’s bath” (Macbeth, 11, ii, 11. 33-34, 39; DEBB, 4
Jun 1831, p. 2). Sinful without a sin committed, she epitomizes the Victorian
woman artist — sanctioned by prototypical masculinity at the family estate
where she finds loopholes to release her genius through laborious interpretative
endeavours (such as translation of classical works). She is exacerbated by the
whimsical ways of H. S. Boyd who stimulates yet rebuffs her as his agent and
literary amanuensis, praising her yet denying her a rightful place as translator
and writer (e.g. DEBB, 4 Jun 1831, pp. 1-2).

Conclusive Reflections

Like the sonneteer Charlotte Smith, Elizabeth seems to have been guided by
her own “partial Muse” who smiled “on the rugged path” she took as a writer.
Nineteenth-century women poets were to taste the “delusive art” of literary
composition which first “decked the head with many a rose” but reserved “the
thorn” for later (Sonnet I, The Partial Muse, Charlotte Smith, 1782, 11. 1-2, 5-8).
To achieve liberty of spirit and true poetic recognition, Elizabeth was to leave
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home — never to win back, after her secret marriage to Robert Browning on
12 Sept 1846 and her immediate subsequent departure for Italy, her father’s
respect.

EBB’s diary appears to be what Ricoeur would address as a sanctuary for
“shared events of knowledge” where literary memory and memory of the
actually experienced participate in a unique trade which blurs the boundaries
between fact and fiction, as well as between oneself and another — a kind of
humanitarian inter-referentiality between viewer and viewed, recollected and
produced afresh via the reassemblage-genesis of Self and Other (Ricoeur, 2006,
pp. 38, 165). In her later poetical works, crediting the word of others, the poet
begins to feel anonymous; her sense of wholeness crumbles down (despite
her confirmed by that time professional recognition). Of her own name she
predicts: “Though I write books it will be read / Upon the leaves of none, / And
afterward, when [ am dead, / Will ne’er be graved for sight or tread, / Across my
funeral-stone” (The Pet-Name, 1838, p. 11. 11-15). Fatalistic strokes nuance her
mature poetry, from around The Seraphim and Other Poems (1838) onwards.
Perceiving herself as a student of Theocritus, travelling across time and space on
the wings of poesy, her hair getting pulled by ‘a mystic Shape’ (to materialize as
Love, in Sonnets from the Portuguese, 1, 11. 1, 9-14), Elizabeth was never to find
peace, always conscious of the call to respond to a preliminary Other contained
in authorial intention. Emmanuel Levinas describes this phenomenon as “the
radical impossibility of seeing oneself from the outside and of speaking in the
same sense of oneself and of the others, and consequently the impossibility of
totalization,” whereby memory of lived experience, including the experience of
reading, would invert historical time and give birth to interiority as the time of
“truth sought in the other” (Levinas, 1979, pp. 53, 56, 62): Other people, other
literary voices, other species of artistic self-expression (poetic as well as prose-
fiction). A hermeneutic exchange, based on the “asymmetry”” between Self and
Other, in favour of Other as the core of the literary act, as Levinas propounds
in Totality and Infinity. EBB strives for an identity of her own: In her diary,
narrative emerges as a negotiation between her self-affirmative will to survive
and her self-negating resolve to suffer for the sake of a higher ideal. The story
of her mind is the story of her being “both for death and [of still having] time,
[...] against death” (ibid., p. 235). A struggle against, and for, oneself through
writing.
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According to WHO, more than 700 000 people take their own lives every year
with approximately 280 million people in the world suffering from depression.
Unsurprisingly, depression has been a source of numerous autofictional
explorations many of them rife with ethical issues. A major American classic from
the early 1960s, Sylvia Plath’s The Bell Jar (1963) and a less known Romanian
novel from the late 1930s, Cella Serghi’s The Spider’s Web (Pdnza de paianjen)
(1938) provide different answers to dealing with the disease as part of the
writers’ lived experience. These works are comparable by 21-century standards
since such an analysis employs a combination of approaches: historical and
geographical — different locations and times; thematic — comparing occurrences
of a particular topic in different literary periods; cultures in minor languages
(Romanian) become the subject of inherently acceptable comparisons in a
major language such as English; canon vs countercanon®* (Hutchinson, 2018,
pp. 19-34). 1t is interesting to note that both authors were going through a very
difficult phase in their lives, being abandoned by their husbands, at the time of
writing the novels, with Plath portraying an earlier episode when depression
had struck harder — the summer of 1953 and with Serghi describing a much
more recent event in her life. Far from glorifying or victimizing themselves,
they produced accounts with poignant insights into the suffering feminine self,
showcasing the potential immense capabilities of women writing in distress.
In the Forward to a recent study, Autofiction in English, Isabelle Grell (2018)
confirms these writing possibilities: “it [autofiction] can only be developed
from persons, conscious of themselves and of the fact of living in a group that
sustains them, denigrates them or simply ignores them, in a world where it is
necessary to tell, just to tell, and tell justly, raising their own voice to divulge the
flip side of life” (p. vi). Apart from claiming that autofiction tells the untellable,
this also asks the question if writing as an omniscient narrator could make a
case of autofiction. In the same study, Lorna Martens answers it positively and
gives numerous examples of the advantages of this approach — one of which
would be that the story told could be truer to life since the author would not feel
the need for self-censorship (Martens, 2018, p. 49). One could even argue for
writing in the second person as a sort of a dialogue with oneself or an imaginary
someone else to be yet another fascinating possibility, but this is indeed rare.
Both Plath and Serghi are autofictive in their novels offering the perspective
of a young female first-person narrator in their 20s: The Bell Jar is told from

2. Cella Serghi’s novel was not included in George Calinescu’s monumental anthology of
Romanian writers Istoria literaturii romane de la origini pana in prezent (1941) containing
948 pages due to Serghi’s alleged failure to send him her manuscript but has remained in
print to this day through multiple reeditions where she kept modifying her text. Calinescu’s
work canonized some of Serghi’s contemporaries together with earlier writers who have
been considered canonical ever since. —a. n.
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the perspective of a girl called Esther Greenwood®, The Spider’s Web features
Diana Slavu as its principal narrator; in both the fictional element — non-lived
experience is minimal and intricately incorporated in the story to the point of
being unrecognizable to a reader unfamiliar with the life facts.

In their fictional forms of life writing both Plath and Serghi join other autofictive
writers who have been through a personal trauma and who would like to keep
it for the world through the recorded memory of the experience. Grell also has
the following to say: “What makes a person an author is that this person speaks
to others of a life experience, reflects on it and transforms it in style into a
book™ (p. vii). To this we could also add the evidence of intent — as Jon Phelan
(2020) claims simply: “fiction tends to be written by an author who intended
the work to be read as fiction” (Phelan, 2020, p. 9), and that undoubtedly
includes autofiction. An umbrella term, life writing* seems to be useful and
can be said to have two general modes encompassing both fiction and non-
fiction: describing one’s own experiences and describing someone else’s
accounts of lived experience — the biographical form. Academic publications
nowadays insist on an interdisciplinary approach with contributors from the
complete spectrum of the Humanities. The interdisciplinarity thus associated
with analyzing autofictive writing is then but a reflection of its intrinsically
complex nature. Writing from personal experience with emphasis on veracity
invariably encounters a seemingly insurmountable problem. If we consider, for
amoment, the rendition of the experience itself in a journal, for example, we will
inevitably bump head-on into what has been deemed a major issue of the term
lived experience, and namely, the capacity of language to render into text what
the author has been through — Tzvetan Todorov argues that the end result could
only be fiction, literature being but an imitation through language (Todorov,
1973, pp. 5-16). When we read literature, we automatically assume that the
language in which we read can do so to a high degree of semblance of the real

3. Possibly after Ethel Greengrass, the latter being the family maiden name of Ethel
Rosenberg who was to be electrocuted with her husband in the summer of 1953, an event
that shocked Plath profoundly and in her later works (prose and poetry) she kept identifying
with Jewish women, recreating imaginary holocausts for her feminine selves in prose and
verse. —a. n.

4. A. Effe and H. Lawlor (2022) in the Introduction to The Autofictional: Approaches, Af-
fordances, Forms, discuss the view that life writing may be a better term since autofiction
apparently poses too many challenges as to having an uncontested definition (p. 1). For the
purposes of this article, autofiction will be understood to be any piece of text whose author
intends it to read as fiction and which contains substantial parts directly related to the lived
experience of its author, prominently featuring places, events, times, persons that can be
recognized by others regardless of their fictional names (real names are occasionally pre-
served). Texts that have been recognized to be autofictional are A ’ami qui ne m’a pas sauvé
la vie (1990) by Herve Guibert, The Bell Jar (1963) by Sylvia Plath and others. — a. n.
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thing. That is what makes us avid readers, but there is still the intentionality of
the matter, which is what exactly the author intends to consign to paper from
what has happened. Further issues could relate to Husserl’s retention (Husserl,
1991, p. 169) — what has been consciously retained from what has happened,
or simply the mood that the autofictive writer is in after the event, as Leonard
Woolf succinctly comments on aspects of his wife’s approach to her diaries
(Woolf, 1982, p. vii). Sylvia Plath herself admits to the uncertainty of diary-
keeping in her Journals, referring to the post-evaluation of the event which
determines the importance of the incident often after the account of it has been
consigned to paper (Plath, 2007, p. 24). Irresolvable as this problem appears,
it would suffice to admit to certain limitations. We should not forget that the
act of writing the self is inevitably linked to “reinventing the self”” as Serge
Doubrovsky is often quoted as having said or as Grell concludes, “in inscribing
the subject in the world, it does not seek to, cannot, categorically refuses to flout
the exteriority by which the ‘I’ is systematically unmade” (Grell, 2018, p. vii),
that is, the writer refrains from pointing out where certain embellishments have
been applied to the actual lived experience; therefore, there is no glorification
of the autobiographical self (the writer). And by way of an indirect response to
accusations of self-display that both writers’ works incited®, Grell’s conclusion
is that “we are very far from the narcissism which the genre has been reproached
with, from the mirage of a salutary catharsis on the part of the writer” (p. vii).
Even if used as treatment, as it was suggested to Anne Sexton by her therapist
(Orne, 1992, p. xiii), writing could be much more useful and cathartic only
for the reader — let us not forget that, whether in the confessional mode or not,
writers from both sides of the Atlantic such as Plath, Sexton, London, Woolf,
Hemingway, Dubarova and D. F. Wallace did commit suicide, so they were
not saved or cured by their own writing. In analyzing the reasons for Plath’s
suicide, Al Alvarez, a Plath’s contemporary and close acquaintance, also says it:
“for the artist himself art is not necessarily therapeutic; he is not automatically
relieved of his fantasies by expressing them. [...] The result of handling it in
his work may well be that he finds himself living it out” (Alvarez, 1976, p. 38).
Alvarez proceeds by agreeing with Oscar Wilde: “For the artist, in short, nature
often imitates art. [...] when an artist holds a mirror up to nature, he finds out
who and what he is; but the knowledge may change him irredeemably so that
he becomes that image” (p. 39). In terms of Plath’s oeuvres, her Journals and
Letters certainly fall into the category of life writing while biographers have
examined all the little details of hers and that of a fellow confessionalist from
Boston, Anne Sexton, producing indispensable documents with an expressed
author’s opinion. It was a small, but very important step to be made towards
her other prose — the short stories, novel, and poems — especially the very early

5. See Feminine Selves in Sylvia Plath’s Prose and Poetry: The Perspective of Compared
Lived Experience in Fiction (Boev, 2021, pp. 14, 64, 242). —a. n.
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and late poems where Plath by choosing the confessional mode, created genuine
autofictions®. Her only novel has as its setting New York but was written and
published for the first time in London, just some weeks before her suicide in
the fiercely cold winter of 1963 so its author did not live to see its subsequent
high critical acclaim or readers’ warm reception sadly marred by the negative
reactions of her husband Ted Hughes and her mother Aurelia, the latter having
felt she had been done injustice in the autofictional representation.

In 1937 the magazine Revista Fundatiilor featured the first fragment of the
novel The Spider’s Web initially entitled First Misunderstandings (Cele dintai
nedumeriri) to be published in 1938. The debut was impressive, and the novel
received the high appreciation of the writer Camil Petrescu who had become
the man of her adoration. The debut novel was praised by the already well-
established Liviu Rebreanu and Mihail Sebastian who contributed to the novel’s
gaining popularity by supplying a banderol which recommended it to the readers.
A year after its publication Serghi won the high praise of the most acclaimed
Romanian woman writer of urban literature at the time, Hortensia Papadat-
Bengescu followed by one of the founders of the new Romanian criticism —
Eugen Lovinescu. The novel was highly autobiographical and was a raving
success. Despite private protests by Petrescu and Rebreanu who disapproved
of the perceived sincerity in her writing, Serghi refused to make the requested
modifications (Serghi, 2018, p. 239) and continued with her autobiographical
approach in Mirona (1975) set in Paris’. Another novel followed in 1983 — The
Youth, This Sweet Burden (Aceasta dulce povara, tineretea). Her first novel,
on which the author worked for 5 years, is very important to both Romanian
and Bulgarian literature not only because of its memorable characters, but
because it contains descriptions of several Bulgarian cities and towns, part of
the description of the movements of the family as refugees during WWIL It is
set mainly in Bucharest and like Plath’s novel features clinical descriptions of
depression as experienced by the protagonist-narrator.

In such a discourse of depression albeit mainly in fiction, a medical definition
would certainly be in order. The editors of the highly detailed Manic-Depressive

6. A masculine counterpart to Plath’s novel, J. D. Salinger’s The Catcher in the Rye (1951)
could be called mock autofiction since it pretends to be telling a true story, but the story is
completely invented. — a. n.

7. The goal was authenticity in fiction, without turning it into autofiction or writing from
experience in such a manner that it would be unrecognizable — autofiction in disguise. In his
essay “Originality and Authenticity” (Originalitate si autenticitate) (1934, pp. 174-8) Mir-
cea Eliade examines the two principles: if originality presupposes individuality, authentic-
ity is guaranteed by universality, so he says: “Telling a personal experience does not mean
using a certain formula. It means expressing and thinking in facts. The more authentic you
are, more yourself, the less personal you are, the more you express a universal experience
or knowledge” (Eliade, 1934, p. 177). —a. n.
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lllness: Bipolar Disorder and Recurrent Depression, Frederick Goodwin
and Key Jamison (2007) with their opening lines remind us of the very old
general perception that “melancholia is the beginning and a part of mania”, the
latter being nothing but the worsening of the disease (melancholia) (Goodwin
& Jamison, 2007, p. xix). The editors of the eleventh edition of Kaplan and
Sadock’s Synopsis of Psychiatry (2015) indicate that “although the DSM-5*
distinguishes major depressive disorder from generalized anxiety disorder, most
clinicians are aware that these are often overlapping symptoms and conditions in
clinical practice” (Sadock et al., 2015, p. 2). The latter discuss major depression
and bipolar disorder as two distinct psychiatric conditions (p. 347). They also
provide the following succinct description of a major depressive episode; many
elements of which certainly can be found in Plath’s well documented depressive
episodes, also present in The Bell Jar:

A major depressive disorder occurs without a history of a manic, mixed, or
hypomanic episode. A major depressive episode must last at least 2 weeks, and
typically a person with a diagnosis of a major depressive episode also experiences
at least four symptoms from a list that includes changes in appetite and weight,
changes in sleep and activity, lack of energy, feelings of guilt, problems thinking
and making decisions, and recurring thoughts of death or suicide (Sadock et al.,
2015, p. 347).

Goodwin and Jamison in their discussion of famous patients refer to both
Plath’s Journals and her only novel, The Bell Jar, where they cite that Plath
was aware she had a depression, but they also suggest that she might have been
bipolar based on the description of the symptoms of the depression that Plath
experienced and that she makes in her novel, concluding that “Sylvia Plath,
probably bipolar, [was] certainly hospitalized and treated for severe depression”
(Goodwin & Jamison, 2007, p. 70). If they are right, Plath could have benefited
from the lithium treatment her fellow confessional from Boston, Robert Lowell
received, but instead she was subjected to the cruel ECT shocks without
anesthesia (also described in her novel) which were supposed to resolve her
depressive episode, but which she viewed as pure torture and which did not
help her stabilize her well documented moods which greatly oscillated between
euphoria and dysphoria. Cella Serghi has never been so fully researched and
the depression she experienced (reflected in her first novel) could be considered
to have been occasioned by multiple factors involving trauma, excluding the
possibility of a bipolar disorder.

In her influential //lness as Metaphor and AIDS and Its Metaphors, Susan
Sontag (2001) points out to the presence of certain metaphors associated with

8. Diagnostic and Statistical Manual of Mental Diseases. It is the standard classification of
mental disorders used by mental health professionals in the USA, the number 5 representing
the 5th revision from the year 2013. —a. n.
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the respective diseases. Nation-specific and period-dependent, depression is
presented as clearly unromantic. Unsurprisingly, it “has supplanted the romantic
notion of melancholy” (Sontag, 2001, p. 43). So, she defines it as “melancholy
minus its charms — the animation, the fits” (p. 43). Again, from the 19" century,
we have numerous fictional representations of melancholy related to depression
as in Poe’s “The Fall of the House of Usher” where the main protagonist is pale,
apathetic, sedentary, and suffering from an unknown undiagnosed disease. Both
depression and melancholy may be the result of a totally different condition,
state, or in the case of the latter — a temperament: for instance, melancholy in
Keats’s “La Belle Dame Sans Merci” and Dimcho Debelyanov’s “I Want to
Remember You Like That” (Mcxam oa me nomns ece maxa) where we have the
beautiful melancholic aesthetics of represented sadness arising from terminal
tuberculosis. Clinical depression could be the byproduct of a different disease,
as Sontag also indicates, including tuberculosis, cancer, or AIDS (p. 100). We
should also be aware of the enormous potential of depression to serve as a global
metaphor for totalitarian oppression as demonstrated in numerous dystopian
novels where the characters tend to appear apathetic, subdued, emotionless,
often experiencing an early demise.

Plath’s portrayal of New York in The Bell Jar can be termed dystopian (Boev,
2022, p. 356) and is of a city overwhelmingly dark, run by some hidden
Gestapo-like government where the protagonist’s every step is accompanied
by a life-threat by known and unknown individuals. Although imbued with
anxiety stemming from the surrealist description of a sultry New York and
grimly prophetic, opening with the Rosenbergs’ execution (Plath, 1966, p.1)
which was to be transformed into Plath’s own potential electrocution by ECT,
there is not much that would suggest the inception of depression. Plath’s
portrayal of her depressive episode in The Bell Jar comes as a thunderbolt from
partially overcast skies and is as clinically precise as possible with descriptions
of the onset of the condition, her inability to read and concentrate, her heavy
migraines and insomnia, her incapacity to articulate meaningfully how she
feels; this points in the direction of a depressive episode within the bipolar
experience as proposed by Goodwin and Jamison, which can also explain its
extreme severity. In that Plath does not see anything romantic or melancholic
and she tries to remain lucid and capture as much as possible from this lived
experience so she can render it to paper. Her approach is scientific, without
the slightest trace of lament or regret. Her post-depressive ironies in retrospect
reflect how she felt then — August 1953, her passing into what Sontag terms
“kingdom of the sick” (Sontag, 2001, p. 8.) and her perceived degradation in the
eyes of the residents of the better kingdom. For example, in the pity that a nurse
takes on her when she temporarily loses her eyesight in the wake of her suicide
attempt: “A cheery voice spoke out of the dark. ‘“There are lots of blind people
in the world. You’ll marry a nice blind man some day’” (Plath, 1966, p. 181).
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There is also her mother’s condescension: “My mother took care never to tell me
to do anything. She would reason with me sweetly, like one intelligent mature
person with another” (p. 127). Once Esther’s (Plath’s) condition worsens, she
can observe her mother’s subsequent helplessness, how she starts treating her
as a subhuman being in a Kafkaesque iteration of The Metamorphosis where
Gregor has turned into a gigantic insect and has to watch in consternation how
his family of humans are plotting his murder: “I watched my mother grow
smaller and smaller until she disappeared into the door of Doctor Gordon’s office
building. Then I watched her grow larger and larger as she came back to the
car. ‘Well?’ I could tell she had been crying. My mother didn’t look at me. She
started the car” (Plath, 1966, p. 143). Gradually the elder woman starts treating
Esther like a small child: “My mother smiled. ‘I knew my baby wasn’t like that.’
Ilooked at her. ‘Like what?’ ‘Like those awful people. Those awful dead people
at that hospital.” She paused. ‘I knew you’d decide to be all right again’ (p. 154).
Esther (Plath) also becomes paranoid, and she starts suspecting that her mother
might want to kill her with the ECT therapy. Esther’s conversations with a boy
on the beach in Boston only confirm her worst suspicions (p. 164). With Esther’s
affected vision, tormented by severe depression, Boston has completely lost its
pure blue magic from Plath’s short stories and memories about her childhood.
Instead, Esther is blinded by the sun and all the contours are blurry, very much
as in Camus’s L'Etranger where the protagonist kills an Arab on the beach
without being able to see him well: “I rolled on my stomach and squinted at
the view in the other direction [...]. A glassy haze rippled up from the fires in
the grills and the heat on the road, and through the haze, as through a curtain
of clear water, I could make out a smudgy skyline of gas tanks and factory
stacks and derricks and bridges” (p. 165). The inability to see is also reflected
in the perceived weakening of her body and mind: “And when people found
out my mind had gone, as they would have to, sooner or later, in spite of my
mother’s guarded tongue, they would persuade her to put me into an asylum
where I could be cured. Only my case was incurable” (p. 168). Esther’s suicide
attempt brings out the worst in her mother who egocentrically believes it was
her fault (p. 215). Esther’s (Plath’s) depression leads to her complete rupture
with everyone she knew or cared about her, including her boyfriend who is
himself convalescent from tuberculosis. Plath portrays depression as a direct
descent into a black abyss and her depictions of the harrowing experience are
honest, her self-analysis — merciless and unrelenting, the suicide appears to be
a dignified attempt to preserve the agency of making a choice rather than be
offered as a guinea pig to the doctors for their experiments.

However, Plath’s description of Esther’s most extreme gesture — her attempts
to kill herself, which finally results in her using sedatives, is one of the most
unnerving and grotesque at the same time. Plath does that with so much absurdist
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humor and grim determination that she creates some of the most unforgettable
moments of pure absurdism in World Literature:

That morning I had tried to hang myself. I had taken the silk cord of my mother’s
yellow bathrobe as soon as she left for work, and, in the amber shade of the
bedroom, fashioned it into a knot that slipped up and down on itself. It took me
a long time to do this, because I was poor at knots and had no idea how to make
a proper one. Then I hunted around for a place to attach the rope. The trouble
was, our house had the wrong kind of ceilings. The ceilings were low, white and
smoothly plastered, without a light fixture or a wood beam in sight. I thought
with longing of the house my grandmother had before she sold it to come and
live with us, and then with my Aunt Libby [...] After a discouraging time of
walking about with the silk cord dangling from my neck like a yellow cat’s tail
and finding no place to fasten it, I sat on the edge of my mother’s bed and tried
pulling the cord tight. But each time I would get the cord so tight I could feel a
rushing in my ears and a flush of blood in my face, my hands would weaken and
let go, and I would be all right again (Plath, 1966, p. 168).

There is nothing romantic or glorifying in Esther’s pitiful attempts, the very act
becoming a parody of itself. The comic effect is also completely natural, but, of
course, one could not even laugh, knowing that Plath did eventually do it only
weeks after The Bell Jar was published in England. The matter-of-fact details
she adds to the passage as is the name of her aunt, as well as the longing for a
fixture on which to hang herself, with the imminent death of its author, make
this description unique.

While Plath utilizes bitter self-ironies as regards her own depression, she is
resentful of the depression of others — the girl Joan whom she sees as a rival since
she has had a short relationship with Buddy Willard, another scene prophetic of
Assia Weevil’s copycat suicide after becoming Hughes’s common law partner.
One has the sensation that at moments Plath would have wished to accumulate
all the world’s depression like a black hole so she could unleash a deadly gamma
ray blast that would pitifully end so much human misery. All that attests to the
fact that Plath appropriated depression and made it part of her literary and real-
life self which could act up at any moment. As far as other diseases go though,
for example, cancer, Plath’s attitude is one of scientific curiosity, but is short-
lived: “Twenty days after that mole appeared the girl was dead,” the doctor said
and everybody went very quiet for a minute and then the bell rang, so I never
really found out what the mole was or why the girl had died” (p. 66). When
she hears of “sickle cell anaemia”, Esther declares it a “depressing disease” (p.
66), but then she is her normal non-depressive self, prior to depression striking,
which makes Esther appear the bright sparkling overachiever that Plath was. By
contrast, the Journals offer human sympathy in the shape of many more words
when it is about Plath’s grandmother who was slowly dying of cancer in 1956:
“my dearest grandmother who took care of me all my life while mother worked
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is dying very slowly and bravely of cancer, and she has not even been able to
have intravenous feeding for six weeks but is living on her body, which will be
all sublimed away” (Plath, 2007, p. 143).

Although Plath’s depression was a private thing — it was with her before her
marriage and was resumed with a new vehement flare after Hughes left her — in
her works it traverses and marks consistently her represented 1950s and so casts
a dark shroud over the entire decade in which Eisenhower was president. For
us, the readers, Plath’s works present a largely depressive America of the decade
of Eisenhower.

In Serghi, life before marriage was difficult as amply attested to by her The
Spider’s Web and Memories (Pe firul de paianjen al memoriei®), but marriage
did not make it any easier, nor did it resolve the Romanian author’s perennial
penury; it can be considered the last straw that unlocked the author’s depression
since it involved experiencing humiliation and blame'. The marriage between
Cella Serghi and the engineer Alfino Seni was not the love at first sight which
brought together Sylvia Plath and Ted Hughes. Despite the demands that society
imposed on both men and women, Serghi’s account of the epoch in Memories
tells us that: “young women fell in love and wanted to be loved with heart and
imagination” (Serghi, 2018, p. 49). In her The Spider’s Web Serghi, being true
to her own life, makes it clear that Michi (Seni) was the only presentable serious
choice she could make and who did not require a dowry from her. The many
other gentlemen who profess to be in love with Diana (Serghi), the narrator
dismisses easily as most of them appear to have done it for the sport of courting
a girl and asking her hand in marriage. She loves only one — Alex Dobrescu
(Camil Petrescu) but he seems to be as elusive as the sea — always somewhere
there, yet out of Serghi’s reach. As the Mangalia and Balchik scenes from the
novel prove again and again, Serghi, born in Constanta pe strada Mdarii (on Sea
Street), identified with the sea in the same way as the Bulgarian Dubarova'' and
the American Plath felt a connection to it that could never be taken away from
them. In fact, one can argue that the recession of the sea from their works was
detrimental to their lives (both Plath and Dubarova committed suicide with the
sea gone from their last texts) since an organic connection to a mighty element of

9. Literally, On the spider’s thread of the memory. — a. n.

10. Poor marriage or job is considered a depressogenic factor in young women (Brown et
al, 1995, pp. 7-21). —a. n.

11. Petya Dubarova (1962-1979) was a highly original Bulgarian poet whose life was tragi-
cally curbed by suicide; her works are mainly based on personal experiences and explore
topics such as school, the sea, the city of Burgas and its people during communism. For
more references to this poet in the context of autofiction and the Cold War, see the author’s
monograph Feminine Selves in Sylvia Plath’s Prose and Poetry: The Perspective of Com-
pared Lived Experience in Fiction
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identification was cut off. In her Memories Serghi evokes her meeting her future
husband and it is rendered in The Spider’s Web almost verbatim. So Serghi
feels that a potential marriage to him would be constricting and compares it to
constraining the sea in imagery reminiscent of Dubarova’s “shackled sea™

I let him speak. He spoke hurriedly, slurring over words. I listened to the sound
of the sea. I knew I would always bump into life like the sea smashes into the
rocks, that I would carry in me all its nostalgies and an eternal yearning for
freedom. If the engineer asks me to be his wife, [ will lose my freedom, but will
get rid of many worries. Even the sea is not free, [ was trying to console myself.
It is confined by shores. Perhaps it rages so because it, too, has lost its freedom.
It seems to hit its head against walls, bump into rocks and as a result, its mouth
is all foam (Serghi, 2018, p. 16)'%.

Marriage as “a totalitarian state” in Plath finds its sea equivalent in Serghi — a
sea that has lost its liberty. It is quite remarkable that both writers make this
comment about marriage from the prism of the memory and for both it has been
a sort of prison. But Serghi’s getting married to the engineer is not without a
compromise not only on her part: “‘I'm marrying you, but my family mustn’t
know about it, for the time being.” ‘Why not?’ ‘Because I'm marrying a girl
without a dowry. I’'m a construction engineer and a construction engineer without
capital cannot construct’ (Serghi, 2018, p. 16). The drama of this insulting
situation is given considerable space in The Spider’s Web. Numerous examples
are supplied testifying to the impossibility to bend this unwritten marriage law
(Serghi, 1978, pp. 42, 125, 130, 147, 152, 156, 161, 164, 190). In retrospect, Diana
summarizes: “I was a burden for my family. My sister had also grown up. She
had yet to finish school, to marry, too, without a dowry... Marrying Michi I
thought I was going to make things calm down, I was going to take a burden
off my mum’s shoulders. Michi signified a shelter, peace and quiet, a warm
friendship, and for my family, a big relief” (Serghi, 1978, p. 190). Still, the
problem with not being loved remains and as it simmers through Serghi’s novel,
at the end it finally explodes.

Losing Petrescu at the strand, Serghi meets him a year later, already married
to Seni, and provides the following remarkable portrait of the writer in which
he is very different from the towering stature and imposing personality of Ted
Hughes: “He was not tall [1.61 m.] and that seemed to annoy him as much as
his deafness. He had a limping gait. The shoulders in a permanent shrug, the
eyes close to each other, attentive, as if he wanted to hear with them, protesting
all the time vehemently against everything that was happening around him, in
the country, in the world” (Serghi, 2018, p. 22). Besides being a famous writer
loved by a promising woman writer, Petrescu shares another characteristic with
Hughes — his first wife committed suicide (Serghi, 2018, p. 50). Serghi quotes

12. All cited translations from Bulgarian and Romanian into English are mine. — a. n.
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Eugen Lovinescu almost completely agreeing with the description the literary
critic provides: “an exuberant little man, irritable, always in a hurry. Peevish,
full of talent, but also of fatuity” (p. 23). The physical peculiarities are smoothed
out in The Spider’s Web in the figure of Alex Dobrescu, that is, Serghi does
not dwell on them, but describes the languid figure of a sea god who is too
absentminded to always hear well and who is invariably surrounded by girls in
scant beach attire. Petrescu’s ability to swim, just like Plath’s endowing Hughes
with highly developed Spanish language skills in a short story of hers reflecting
their honeymoon, is transposed into an accomplishment of perfect swimming
in Alex.

In both her Memories and The Spider’s Web Serghi provides the reasons for her
marriage break-up and they could be summed up under an incompatibility of
characters — the romantic side in Serghi (Diana) and the pragmatic down-to-
earth Seni (Michi), but that is not all. Unlike Ted and Sylvia’s marriage based on
love in the 1950s, Serghi’s marriage was an affair based on financial dependence
which proved to be unsustainable. In the novel Diana asks herself time and
again if she can settle for security without love in marriage, being fully aware of
the harsh alternative of having love (Alex) without the possibility of marriage.
In the intense psychological exploration of the reasons for the dissolution of her
marriage Diana (Serghi) asks herself again and again if she can put up with the
things that irritate her in Michi (Seni) and if she can continue having a double
life. When she opts for leaving Michi, Diana has already been unfaithful to
him (with Alex'), but Michi has also had an affair to Diana’s dismay (Serghi,
1978, p. 303). Even though she does not admit to her own infidelity, Diana’s
convictions that a marriage should continue at all cost, if for nothing else,
for Michi’s (Seni’s) sacrifice, are shattered. Diana (Serghi), just like Plath or
the lyrical ‘I’ in the “Beekeeper’s Daughter”, accepts infidelity on part of her
husband, but unlike Plath, who in her 11-July-1962 (Plath, 2018, 2, p. 790) letter
to her psychiatrist hopelessly holds on to keeping an imaginary alfa female
position, simply considers the marriage profoundly compromised by both parties
and, with no real love to keep it together, untenable.

In explaining women’s mystery, Serghi quotes Simone de Beauvoir, saying “all
a man does not or will not understand becomes the woman’s mystery” (Serghi,
2018, p. 52), but in The Spider’s Web, just like Plath in her works containing the
father figure, against the Romanian tradition of male writers of la femme fatale,
creates /’homme fatal. Both Petrescu and Hughes become gods in Serghi’s and
Plath’s autofictions while the writers’ literary feminine selves juxtaposed to them
are systematically demystified and demythologized, both occasionally trying to
preserve something of the goddess aura of the woman which otherwise thrives.
As Serghi demonstrates through her writing, it is all in men’s imagination and

13. Never to be consummated with Camil Petrescu. —a. n.
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it is within the powers of the woman to keep it aflame. Plath through her The
Bell Jar and “Lady Lazarus” claims that it can triumph on its own, although her
desperate post-Hughes letters to her psychiatrist disprove the fictional claims.

The underlying reason for portraying depression in both Plath’s and Serghi’s
works may be the desire to share suffering due to the impossibility to act
otherwise and thus effectively end its cause, but also it may be for the aesthetic
function that the act contains. For instance, Plath, while quite young at Smith
College, said in her Journals: “I am afraid. I am not solid, but hollow. I feel
behind my eyes a numb, paralyzed cavern, a pit of hell, a mimicking nothingness.
I never thought, I never wrote, I never suffered. I want to kill myself, to escape
from responsibility, to crawl back abjectly into the womb. I do not know who
I am, where I am going” (Plath, 2007, p. 273). In “De Profundis” Oscar Wilde
writes to Alfred Douglas: “Where there is sorrow there is holy ground. Some
day you will realise what that means” (Wilde, 2013, p. 1422). It is easy to
understand the very young Plath who wants to connect to life-changing events
and go through shattering experiences, and ironically enough she enters Wilde’s
paradox of the real tragedy “of getting it” in her life enwrapped in domesticity.
Wilde writes from the Reading Gaol in a manner stripped of all pretenses
to his signature Dandyism and cynicism and expresses in two sentences the
underlying theme of his Fairy Tales and novel. With Plath and Wilde, it has been
the necessary stimulus, the unextinguishable flame at the core of their major
works. Undoubtedly, Cella Serghi also subscribes to this since her The Spider’s
Web among other things is mainly the story of a woman (herself) who suffers
bitterly for being married to a man whom she does not love and loving a man she
cannot marry. Their trying to find answers to a question that concerned them
directly has resulted in mature works of fiction and autofiction. Going through
depression, resulting from her unhappy marriage, Serghi offers a different
solution to Kate Chopin’s The Awakening and to Plath’s end of life which can
be viewed as the autofictional experience of a Bildungsroman, all representable
poems, letters, journals, and the novel being considered chronologically. The
positive resolution of the impasse Serghi finds herself in — divorced and with
no chance of becoming Petrescu’s wife is based on several differences to Plath’s
situation. In both Plath and Serghi, especially Plath, a psychosocial treatment in
combination with the correct medications could have resulted in a better course
of the condition with a more favorable outcome (Goodwin & Jamison, 2007, p.
916), but unfortunately both women found themselves very much on their own
in the face of adversity, and yet Serghi’s situation contained all the signs for a
more successful socially determined substitute as a form of self-therapy.

The first difference from Plath (Esther or the lyrical speaker in so many poems)
is the fact that Serghi (Diana) does not seem to ever have tried to create an
eternal father-figure of her husband or beloved — did not have the Electra
complex Plath had. When she married, her father was still among the living.
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Seni was often indifferent to her emotional world while Petrescu was often too
busy to really care. A new perception of the world allowed her to see herself
as her father’s daughter and be proud of it, resuming her father’s family name,
having finally given up trying to connect to either Petrescu (Alex) or Seni
(Michi). The second difference is Serghi’s dramatic gest to leave Bucharest
and everything that oppressed her in a loveless marriage, which the Romanian
writer decided to dissolve and so she managed to get to Paris where she had
Romanian friends and spent 30 days there in which she saw 34 spectacles, with
some morning performances included (Serghi, 2018, p. 110). In The Spider’s
Web Diana shows more timidity than its creator and does not get farther than
Cologne, Germany after which she comes back to Bucharest desirous to return
to Michi and her marriage, but then she is served the cold shower of learning
that he believes she is an easy woman who has had numerous affairs with men
(Serghi, 1978, pp. 382-4). Unlike Plath who stayed in London and who needed
to overcome certain Catholic prejudices in the people she communicated with,
Serghi (Diana) had to fight the profoundly patriarchal attitudes of Bucharest
and Romania. The third difference from Plath is that Serghi finally managed
to find a paying job in Bucharest — becoming a literary chronicler, having
previously worked as an assistant for lawyers without being paid as part of her
study practice. Plath was an American immigrant in London while Serghi was
only an internal immigrant making her way from Constanta to the capital. The
fact that Serghi was finally working something she liked and was being paid for
it cannot be overstated. Working when one feels depressed is hard, but it is the
way to go, if the sufferer can do it. Performing and teaching jobs are excellent
for that purpose, but Plath’s teaching experience at Smith was not the happiest
for her — she had found she had no time for writing. Otherwise, this could have
been a solution and something to look forward to, battling depression every day.
With the harsh winter conditions and no real possibility of digitized distance
learning and real-time online classes, the possibilities were drastically limited.
The fourth difference was the social involvement. Serghi was unquestionably
much more integrated in the culture life of the Romanian capital, mingling with
writers and being friends with some of the most promising ones of the epoch —
Camil Petrescu and Mihail Sebastian. Plath seems to have been much shier and
really pressed for time in the English capital. Although dreaming of becoming
integrated in the cultural life of the city, one of the very few people she saw and
who was part of this life, was Al Alvarez from The Observer. Unfortunately,
she could only see him in his position of chief editor and when they met, they
talked shop — only about her poems. She did not know that he was a kindred
spirit and that he had had his unsuccessful suicide. She really could have
received help from him with her depression, but she did not know, and neither
did Alvarez. The fifth and most important difference was the fact that Plath had
a serious medical condition while Serghi (Diana) did not have the symptoms
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of severe clinical depression; it was rather a passing phase occasioned by the
rejection of her husband and the unwillingness of her beloved to fully commit
to a relationship. In her case it was aggravated by the fact that she was returning
to an empty room since she was not sharing it with anyone and Serghi’s novel
features many scenes of unspeakable dejection, accompanied by the unfounded
hope that the telephone will ring, and it will be Michi who wants her back. Some
of the signs of depression, however, are there — persistent insomnia and a sense
of despair. Her sacrifices, convictions, aspirations, and dreams — just illusions
so the underlying sense of depression is triggered instantly into visibility, as it
happens with Esther in New York, based on an accumulative effect of emotional
shocks:

My temples were ringing, I felt cold. I was sobbing hard. The night had crept into
the window. The loneliness around me began to weigh heavy on me. I was afraid
of it.  made my bed to climb under the blanket, after that I hastily undressed and
turned off the lights. But the darkness frightened me. I turned it back on again.
Much later I plucked up courage and I turned it off completely. Again, I was in
the dark. The wind was wailing lugubriously, hitting the windowpanes, I could
feel its coldness on my shoulders. I walked groping my way to the bed. There I
knelt, trying to form a prayer, like I would in my childhood, when in Kniajovo',
in the grass where I had lost my ball, or when I had lost my mum at the Mamaya
train station. The wind groaned as groaned the siren at Constanta when I was a
child. [...] The wind wailed in desperation as if having brought all the sorrows
from all over the world before the house. I remembered I was kneeling so I could
pray. And I said: ‘My Lord, help me! I don’t know how, in what manner, but
help me... Help me to get used to loneliness... to find my way, to find a sense of
living...” (Serghi, 1978, pp. 383-4).

Although very young, in her early twenties, Diana (Serghi) feels depressed
because of her long struggle with poverty, patriarchal prejudice, indifferent
husband (living in his own world of exact sciences), constant display of coquetry
on her part and all this to no avail, when she cannot even be with her beloved.
This is all augmented to gigantic proportions because of the final rejection of
her husband and so Serghi finds herself, like Plath, alone but without children.
Just like Plath who wanted to be an all-American girl, Serghi wanted to be
an all-Romanian girl and her partial Bulgarian identity'® did not make matters
any easier. In view of so many Romanian novels between the wars featuring
suicide'® — it would be hard to find even one classic from the period which does

14. Kniajevo, Sofia is where Serghi’s (Diana’s) family moved for a short period in her fa-
ther’s endless search for a job. —a. n.

15. Explored in The Different Dobruja in the Literature between the Wars (Paznuunara
JloOpyka B muTepatypara Mexxy BoitHute) (p. 207). — a. n.

16. Gabriela Mihalache in her Suicide in Romanian Literature between the Wars (Sinuci-
derea in literatura romana interbelicd) says with conviction, “In the literature between the
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not, apparently reflecting a life trend'” — Serghi asks rhetorically: “Was suicide
then a psychosis?” (Serghi, 2018, p. 257). And she turns the question to Petrescu
reformulated: “Is it inconceivable that I did not kill myself for Camil Petrescu?”
(p- 260).

While The Bell Jar ends upon a note of quiet optimism, it should be noted that
Serghi’s radiant depiction of a physically transforming Bucharest neighborhood
is quite remarkable and in tone is reminiscent of Virginia Woolf’s postwar
faneurist portrayal of London in Mrs Dalloway. In both, the perspective is
certainly that of the feminine protagonist with the difference that in Serghi, the
character is able to see the changing world from the same window that prior to
this change has so often offered bleak views of the same place, but these views
have up to this moment been devoid of clarity. We can recall the scene and
admire once again its serenity, from the eyes of the new woman looking upon
the world, a much brighter winter by comparison to Plath’s:

Look, the houses have become walls at irregular rows. Now and again, a little
square is illuminated... then a lantern lit up. The snow on the roofs is whiter now,
contrasting violently with the grayness of the coming night. An automobile, like
a black animal, grows bigger, coming round the corner, on the curved road, and
turns left, then comes a woman, turning right: on the same road there is a little
girl running with a headscarf. And again, a light illuminates a window, then
another and yet another... (Serghi, 1978, p. 398).

The very ending is of pure radiance identifying the sensation of living in
the big city with an illuminating ecclesiastical experience — another, positive
resurrection which does not unleash the terrible energy of Plath’s “Lady
Lazarus”, but allows the reborn individual to reconnect to the urban animal
world in a sacred communion basked in light: “Several pigeons traversed the
street over the houses, white with brown spots. Church bells toll. Could it be
Sunday? I find myself smiling without knowing why. A sunbeam materializes
obliquely from an opening in a sky of opaque smoke, like in the icons portraying
the Resurrection” (Serghi, 1978, p. 400).

Serghi’s resurrection both in life and in her novel was made possible without
going through actual suicide and still it feels like a genuine reawakening to
life, when, suddenly, life has meaning once again. As demonstrated in the
comparative analysis between Serghi’s and Plath’s portrayals of marriage, the
two women writers were far from living in a “married bliss” and with Plath
ending her own life at the very beginning of the 1960s, it is her literary selves

wars the number of suicidal characters is so significant that the absence of a study of this
aspect would be regrettable” (Mihalache, 2017, p. 8.). —a. n.

17. Gabriela Mihalache quotes an article from 1931 according to which “only in our capital,
we find that of the total number of the deceased, 30-40% arises from those who have had
enough of life” (Mihalache, 2017, p. 59). —a. n.
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that have transcended the epoch; as for their author, she remains, as Heather
Clark has put it, “caught in a limbo between icon and cliché¢” (Clark, 2019, p.
360), “mythologized and pathologized, in movies, television and biographies as
a high priestess of poetry, obsessed with death” (p. 360). Overcoming adversity
was not easy for Serghi, either, but she found the strength in herself to go on
living to the dawn of post-socialist democracy in Romania, outliving by far her
fellow writers from the 1930s. Through this study its author has aimed not only
to showcase comparable feminine experiences in different epochs but effectuate
an analysis of the possible causes and solutions to seemingly insurmountable
problems in life as represented in autofiction. Without downplaying in the
least the true devastating power of depression, reading beyond one’s culture
can certainly yield usable solutions. Surely, Emil Cioran’s words referring to
meaning in life sound challenging: “Couldn’t we live without this world having
one?” (Cioran, 1994, p. 152), savoring Keats’s sensuous reproduction of the
simple joys of life from “Endymion” expressed in “sweet dreams, and health,
and quiet breathing./[...] spite of despondence, of the inhuman dearth/ Of noble
natures, of the gloomy days” (Keats, 1900, p. 187). Could we add to it, as Serghi
proposes from the closing pages of her novel, also the joy of reading? And read
both Serghi and Plath for the pure joy of establishing a connection in our minds
between two fascinating worlds?

Spoken from the horse’s mouth, the words of Alvarez sound a dire warning to
everyone who believes they have had enough: “I discovered for myself, in my
own body and on my own nerves, that death is simply an end, a dead end, no
more, no less. And I wonder if that piece of knowledge isn’t in itself a form of
death. After all, the youth who swallowed the sleeping pills and the man who
survived are so utterly different that someone or something must have died”
(Alvarez, 1976, p. 272).

The autofictions in comparison never seem to treat the depression the writer is
suffering from lightly. Nor is it a mask. It is always painfully real and always
transformative of the female protagonist allowing the readers to see her in a
new light as a reminder to everyone that this could happen to us, too. In their
portrayals of depression, both autofictive writers have shown striking sincerity
as opposed to the mere authenticity usually present in good non-autofictional
representations of disease. Also, as Hywel Dix (2023) reminds us about the
importance of autofiction in documenting the past, “these [stories]” become
embedded in the fabric of society through the workings of cultural memory”
(Dix, 2023, p. 1), hence the autofictional, through fictionalizing specific
moments of lived experience, turns the latter into collective consciousness
through reading.

It would be a terrible understatement and an unforgivable cliché if we said
that the two examined writers have shown heroism in the face of imminent
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death. Although Plath wrote in such detail about her depression in 1953, she
was no less depressive 10 years later. However, the frolicsome winking at the
reader and the unquestionable depth of the novel as regards culture, politics, and
femininity would have one also argue that Plath is never truly depressive in her
novel. There are so many layers of ironies accompanying the darkest moments
in it that we can clearly distinguish between Plath as a writer and Plath as a
sufferer of depression. Both Plath’s and Serghi’s heroines try to comply and
improve the skills that are demanded of them, with Esther not trying too hard
since she is aware that that would mean too much compliance and compromise.
With disappointment setting in, both Esther and Diana find themselves in a state
of depression, much more serious in Esther. Plath’s harsh criticism of the ECT
therapy is yet another solid proof that she managed to turn her lived experience
into powerful literature, an important personal account of a decade, in certain
ways not unlike Serghi’s 1920s, that also came short of women’s expectations.

By deciding to become the feminine chroniclers of their respective epochs as
youths, both writers took an enormous risk, and this did not go without certain
injuries. The choice of the first-person narrator even if masked by another
name, once the identification with the writer herself has been established, could
always be a source of controversy and literary sleuthing, given the notorious
unreliability of this writing mode (often used for mock autobiographies). One
point that needs to be redressed here is the perceived female victimization
arising from these representations. This question again is raised by Clark
who says with poignancy that “Since her suicide in 1963, Plath has become
a paradoxical symbol of female power and helplessness whose life has been
subsumed by her afterlife” (Clark, 2019, p. 360). While the female angst with
“Plath” as its badge does injustice to the American poet being reductionist of
the live person and writer she was, labeling Serghi a Romanian writer worthy
of doctoral dissertations on feminism does the woman of letters equal harm. In
both their novels they are never melodramatic, always remaining lucid and self-
analytical. In that, both authors are critical of themselves and of others for not
doing enough to change a society which only invited woman’s victimhood.
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Literature review on digital discourse

This paper aims to shed some light on the way females are currently portrayed
through discourse in social media in Albania, and, as such, contribute to
digital discourse analysis. In order to fulfill such aims, we start by building a
framework of recent insights for the analysis of digital discourse. We refer to
recent developments in this field, quoting relevant researchers and discourse
analysts who have made significant contributions in this respect. The analysis of
digital discourse interrelates technology, society and linguistic as well as non-
linguistic resources. As described by P. Garcés-Congejos Blitvich and P. Bou-
Franch, the field of digital discourse analysis, also labelled computer-mediated
discourse, new media sociolinguistics or language and digital communication,
can be discussed in terms of three waves:

1. The first wave was carried out in the 1990s and contained mainly
descriptive linguistic approaches;

2. The second wave was carried out in the 2000s and brought into the
picture socially-oriented language researchers concerned with linguistic
variability, social diversity, issues of identity, and community formation
and maintenance: a collection of studies more specifically concerned
with the study of digital social practices;

3. The third wave is currently taking into consideration issues of
‘translocality’ (the complex ways in which diverse local practices come
togetheringlobal spaces), ‘transmediality’ (how users transcend different
media and should move toward incorporating multimodal analyses of
the sociocultural practices of computer medicated communication), as
well as research to develop critical and ethical agendas, focusing on
ideologies about the media as enacted, challenged, and negotiated in
the digital world (Bou-Franch & Blitvich, 2019, p. 4).

We cannot look ahead in the development of digital discourse analysis
without looking back and acknowledging the work accomplished so far. The
contribution of the representatives from the first wave can be associated to
eminent researchers like Norman Fairclough, one of the pioneers of critical
discourse analysis and his work on discourse and social change (1992). The
primary focus of this wave was to understand the unique characteristics of
language use in digital environments, with emphasis on linguistic features and
structures specific to digital communication, study of interaction and social
norms in digital environments, using both qualitative and quantitative methods
to analyze digital discourse. Furthermore, researchers adopted descriptive
linguistic approaches and discussed medium-related patterns of language use
such as acronyms, abbreviations, message sequences, turn-taking, and so on.
Findings of research similar to the ones of Ferrara, Brunner and Whittemore
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(1991), Murray (1988), and Baron (1984) have made are mostly related to the
effects of such structural features on meaning construction.

The technological advancement in audio and video chat in addition to textual
communication has broadened research scopes of the second wave to include
identity, online community, and interaction management, among other things
(Garcia & Jacobs, 1998; Georgakopoulou, 1997; Herring, 2004c¢). Susan Herring
(2004a, 2004b, 2004c) stands out among the researchers of the second wave
with her contribution (in the study of online communities, gender and language
use in computer-mediated communication (CMC), as well as her studies about
the impact of technology on language and social interaction, expanding the
computer-mediated discourse analysis by including multi-semiotic analyses,
arguing that CMC needs to become highly interdisciplinary. Herring (2004a,
2004b, 2004c) focuses on three newer phenomena: communication on
interactive multimodal platforms, graphical communication and robot-mediated
communication. Another influential scholar of the second wave is James Paul
Gee who studied the relationship between language, identity, and social context
in digital communication (Gee, 2003, 2005). He has proposed a unified theory
of discourse analysis to study language, games, science and human action and
interaction in the real and imaginary worlds, stating that the common thread
between language and games is their multimodality and ultimate functionality
(Bou-Franch & Blitvich, 2019, p. 6). Other research aligned with the second
wave focused on the impact of technology on language use and communication
patterns, including the effects of digital communication on literacy, social
interaction, and language change (Baron, 1998) and on memes and their
interpretation (see Yus, 2016).

The third wave provides more consolidated research into the multimodal nature
of communication in the digital age, such as literary practices in digital contexts
(Barton, 2001), analysis of visual and multimodal texts in digital contexts (Kress
& van Leeuwen, 2001), the relationship between digital media and language
change, such as use of abbreviations, acronyms, and other online communication
forms (Crystal, 2008), issues of identity and face (Androutsopoulos, 2015; Tagg
& Seargeant, 2014; Vasquez, 2015a; Vasquez & China, 2019; Petroni, 2019; Maiz-
Arévalo, 2019), issues of language and media ideologies (Georgakopoulou &
Spiliotti, 2016; Jones, Chik & Hafner, 2015; Thurlow & Mroczek, 2011; Garcia-
Gomez, 2019; Sifianou & Bella, 2019; Blitvich, 2019). Due to the fact that the
present research reports on critical and qualitative studies, it is considered part
of the third wave of digital discourse studies.

Digitally mediated discourse analysis: tools and methods

As Norris (2004) has stated, all human communication is multimodal and such
a fact should not be neglected in digital genre analyses, otherwise it leads to
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partial accounts of communication (Bou-Franch, Blitvich, 2019, pp. 5-6). In
this part of the paper we bring some insights from current research that are of
significance for digital discourse analysis in general, and for our purposes in
analysing portrayal of females in Albanian online social media in particular.
We start by the general observation of the researchers R. H. Jones, A. Chik and
C. A. Hafner in Discourse and Digital Practices that interactive writing spaces
such as blogs and social network sites make possible the use of forms of social
interaction that are very different from those found in face-to-face conversation
and traditional written texts, thus, even analytical tools designed to examine
the ideological dimensions of discourse need to be adapted to contend with
discursive environments in which the loci of power are much more diffuse and
the instruments of ideological control and discipline are more subtle and complex
(Jones, Chik & Hafner, 2015, p. 1). Due to the wide range of social practices
associated with digitally mediated discourse and the rapid pace of introduction
of new technologies, it is quite challenging to provide a single framework to
cover the complex relationships between discourse and digital practices. In line
with the quoted researchers’ contribution, we enlist below some definitions that
are helpful for our study:

- digital practices — ‘assemblages’ of actions involving tools associated
with digital technologies, which have come to be recognised by specific
groups of people as ways of attaining particular social goals, enacting
particular social identities, and reproducing particular sets of social
relationships. Digital practices always transverse boundaries between the
physical and the virtual, and between technological systems and social
systems. (Jones, Chik & Hafner, 2015, p. 3);

- tools associated with digital technologies are not limited only to software
and websites, but also include hardware (physical objects) and semiotic
tools (such as conventional ways of talking or writing that have grown up
around digital media);

- discourse — the ways people build and manage their social worlds by
using various semiotic systems (Jones, Chik & Hafner, 2015, p. 4);

- discourse analysis — the study of the ways different ‘technologies of
entextualisation’ (including semiotic systems like languages, as well as
media like televisions and computers) affect the kinds of meanings people
can make in different situations, the kinds of actions they can perform,
the kinds of relationships they can form, and the kind of people they can
be (Jones, Chik & Hafner, 2015, p. 4). The same scholars argue that, in
order to engage in such a study, analysts of discourse usually pay attention
to four things: 1) fexts (how different technologies allow us to combine
semiotic elements to form socially recognisable texts that can be used to
perform different kinds of socially recognised actions), 2) contexts (social
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and material situations in which texts are constructed, exchanged and
appropriated), 3) actions and interactions (what people do with texts, what
they do with and to each other), and 4) power and ideology (how people
use texts to dominate and control others and to create certain ‘versions of
reality’) (Jones, Chik & Hafner, 2015, p. 4). Below we explain in detail
each of these elements.

1) Texts do not only mean texts in the traditional sense but also include written
and spoken conversations, videos, photographs, drawings, paintings, street
signs, websites, software interfaces, video games and any other aggregate of
semiotic elements that can function as a tool for people to take social action. As
all texts, digitally mediated texts are characterized by coherence and cohesion.
Furthermore, such texts may have a ‘tight’ texture or a ‘loose’ texture, with the
latter requiring active efforts on behalf of the readers to hold them together. Other
properties of digitally mediated texts are interdiscursivity and intertextuality,
depending on resources that surpass the purely linguistic ones. As Vasquez
(2015b) demonstrates, intertextuality with reference to digital practice is a
social process through which people not only create linkages between texts,
but also create relationships between themselves and other users of texts,
showing themselves to be competent members of particular communities
through using the conventions of intertextuality of those communities. Another
quality of digitally mediated texts is their dialogic character, with dialogism
being much more dynamic than it is in conventional written texts. One of the
most challenging features of digital texts is the fact that they are almost always
multimodal, consisting of rich combinations of semiotic modes like writing,
visual and sound (Jones, Chik & Hafner, 2015, pp. 5-8).

2) Digital technologies have complicated all aspects of confext: spatial and
temporal aspects of context have been altered by creating complex layering
of online and offline spaces, social contexts’ experience has been altered by
participation in synchronous and asynchronous social gatherings with different
configurations of participants, and the experience of ‘context of culture’ has
been altered by enabling new and complex global flows of cultural products
and ideas. Recontextualization and contextual integrity are thus concluded to
be among the defining features of digitally mediated discourse (Jones, Chik &
Hafner, 2015, pp. 8-10).

3) Researchers of digital media and the forms of discourse are currently
concerned about how the new technologies and the kinds of texts they result
in allowing people to do different things or to do old things in different ways.
The term affordances is used to refer to particular ways digital media make
certain kinds of actions possible, such as serving as complimentary between
technologies and users, a form of communication between designers and users
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of technologies. Digital technologies, however, like all cultural tools, are not
determinative of their use. When people use technologies and texts, they are
almost always acting with and/or on other people, not only online, but also in the
physical spaces in which these technologies are used. The kinds of interactivity
can be distinguished as the way technologies interact with humans, and, the way
technologies facilitate human-to-human interaction. The distinction, however,
is not always cut and dried. Another valuable point in this discussion about
interaction relates to technological tools and how they act to shape the way
people interact and the kinds of social relationships and social identities they
produce through interactions. Actions and interactions, researchers observe,
can serve as building blocks for social practices and for the formation and
maintenance of communities associated with social practices (Jones, Chik &
Hafner, 2015, pp. 10-13).

4) The last component of discourse analysis has to do with the way discourse
helps to construct ‘versions of reality’ or ideologies and certain relationships of
power between individuals and groups. Places where workings of power and
ideology can be observed are in the discourse that circulates through digital
media permeated by ideological agendas and biases, new opportunities for
peer-to-peer social networks or fandoms and celebrities, virtual worlds that
require premium membership that often come with consequences that users
may not be entirely aware of. Ideological assumptions and social relationships
are not just inscribed in texts, but often submerged in algorithms that operate
beneath the surface of texts and fundamentally affect the way we experience
the world. Another place discourse analysts can look for ideologies and power
relationships is in the ways digital technologies and practices are represented
in public discourse, with researchers reminding us that, despite the promises
that digital technologies will level the discursive playing field by putting into
the hands of ordinary people the power to create and broadcast texts, the rules
of the game are still set by a relatively small group of powerful players (Jones,
Chik & Hafner, 2015, pp. 13-15).

Having clarified the grounds upon which digitally mediated discourse analysis
stands, we turn our attention to the ‘methodological toolkit’ that is used to
describe the four levels of its evolution to the present date, as explained and
illustrated by S. C. Herring (2019, p. 27). We present below related issues and
used from the micro level to the macro level.

1. Issues at the level of structure are: orality, formality, efficiency,
expressivity, complexity, genre characteristics, etc.; whereas phenomena
include typography, orthography, morphology, syntax, discourse
schemata, formatting conventions, etc. Methods at the structural
level involve structural/descriptive linguistics, text analysis, corpus
linguistics and stylistics.
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2. Issues at the level of meaning raise questions such as: What is intended?
What is communicated? What is accomplished? Phenomena have to
do with meaning of words, utterances (speech acts), exchanges, etc.,
whereas methods of study involve semantics and pragmatics.

3. Issues at the level of interaction management relate to interactivity,
timing, coherence, repair, interaction as co-constructed, etc. Phenomena
studied are turns, sequences, exchanges, threads, etc., whereas methods
involve conversation analysis, ethnomethodology.

4. Issues at the level of social phenomena are: social dynamics, power,
influence, identity, community, cultural differences, etc., whereas
phenomena at this level include linguistic expressions of status, conflict,
negotiation, face management, play, discourse styles, etc. Methods of
study quoted by Herring at this level are interactional sociolinguistics,
critical discourse analysis, and ethnography of communication (2019,
p. 27).

Portrayal of females in Albanian online discourse: case study of
Facebook as social media

We agree with researchers Jones et. al. (2015) when they state that digital
technologies influence the ways in which people communicate greatly, establish
social interactions, and engage in discourse practices. Reading and writing
have become more like having a conversation, with readers being able to ‘write
back’ to writers, and writers shaping their texts in anticipation of an almost
immediate response for readers (Jones, Chik & Hafner, 2015, p. 7). In order
to fulfill the aims of our study, we have selected Facebook as a social media
and an Interactive Multimodal Platform (IMP). By definition, IMPs are digital
platforms on which two or more semiotic modes, typically, text plus audio,
video, and/or graphics, are available to support interactive human-to-human
communication (Herring, 2019, p. 42). Herring states that [PMs are characterized
by media coactivity, i.e. users engage in multiple activities involving different
semiotic modes on the same platform. Moreover, media coactivity, especially
in cases of synchronous communication, raises issues such as competition for
users’ attention and the effects of such competition on message production and
discourse processing (2019, p. 43). Moreover, as researchers have concluded,
Facebook clearly demonstrates multimodality (cf. Kress & van Leeuwen, 2001),
intertextuality and convergence (cf. Androutsopoulos, 2015), and mash-up (cf.
O’Reilly, 2007) — the coexistence of various formerly separate web spaces and
media in one single platform (Lee, 2011, p. 112).

As Thurlow and Mroczek (2011, p. xxvi) discuss, digital technologies are
inherently ideological regarding both “their political economies of access and
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control and ... their potential as mechanisms or resources for both normative and
resistive representations”. From such a perspective, we put forward our research
questions in order to witness the way women are portrayed in Facebook:

1. What is the common thread that unites portrayal of Albanian females
on Facebook? (context)

2. What is communicated and what is intended, based on the selected
examples? (action and interaction)

3. What kind of social phenomena are observed? (power and ideology)

We have navigated on Facebook for a period of three months, February, March
and April of year 2023 and have consistently followed posts of the most well-
known journalists and bloggers in Albanian in search of a common thread that
provides the context of all posts observed. Initially there were 225 posts under
consideration, which consisted of a combination of words and images, emoji,
memes, etc., i.e. multimodal texts. We have narrowed down the corpus of the
study, by selecting for the current study posts that revolve around the topic of
The International Women’s Day, 8" March, rather than posts related to women
in general. Such examples make up one third of our initial posts (i.e. a corpus
of 75 posts), with the majority of them posted by females in Albania (3/4, i.e.
56 posts) and others from males (1/4, i.e. 19 posts). They represent Albanian
celebrities in the field of media, arts, journalism, bloggers, etc. In Albania,
the 8" March is commonly mistaken for Mother’s Day, as some of the posts
will show. Also, as the posts will illustrate, there is a constant call for women
to fight not only for their rights, but for their life, primarily, which relates to
issues of violence and abuse towards women. Such posts do not only come
from females to females, but from males to females, and males to other males
as well. Thus, interaction is, mediated by technology, and there is also a call
for action, aiming at improvement of the perception of women in society. In
the remaining part of the paper, we will illustrate how issues of power and
ideology are presented in some of the Facebook posts, mainly grouped in three
main areas: discrimination gendered culpability, and women’s empowerment.
We emphasise the fact that the examples presented here are but a few from the
posts we have explored and analysed, but, due to space limitations, we aim to
illustrate the social phenomena, rather than bring a full comprehensive view of
all examples that we have found in Facebook posts.

Discrimination

We include in this category examples of posts in which discrimination is
conveyed through the use of derogatory terms that prevail among other lexical
devices. Language is a source of expressing power relations or abuse of power.
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As conferred by Monica Heller in “Media, the state and linguistic authority”,
‘language is a terrain for working through struggles over the regulation of
resources, that is, over how to organize ourselves and make that organization
legitimate in the eyes of involved social actors’ (2010, p. 277). Moreover,
language ... ‘provides the raw material for re-defining and re-imagining, for
opening up or closing down social relations, for debating legitimizing ideologies
and their authority. The media is a space where we can see these two threads
interweaving, and perhaps come to some new appreciation of how we call
ourselves into being’ (Heller, 2010, pp. 282-283). How are Albanian women
called into being, as far as Facebook posts about them are concerned?

We analyze here a post from Elma Doresi, a famous female director in Albania,
with frequent posts on social media, Facebook in particular.

MBREME KISHA FRIKE

This is her own image. In yellow it is written “Last night I was afraid”, whereas
above her covered mouth, we see a search engine with the clause “If a woman

99 <¢

searches for a job...” and the prompts that follow are: ““...she cheats on you”, ...
she is not a devoted mother”, ...she will give up on her family”. The last line,
in capital letters, sounds as an affirmation “If a woman searches for a job, she
shows self-esteem”. This post, as many others in our corpus, comes after a tragic
event that occurred at approximately the same time in Albania, portrayed on
news and social media: a man, after serving some time in prison, was released
and took revenge on his first and second wife, killing the second wife, raping
the sister-in-law, as well as committing many other brutal acts of violence.
Thus, the statement in yellow “Last night I was afraid” shows empathy toward
all women that are intimidated by such acts of violence within and beyond the
family circle. The expressions in white, on the other hand, tend to show the
discriminatory statements which most women face, purely because they want
to have a job and feel independent, as well as raise awareness about the fact that
women need to feel appreciated by others and by themselves. Since the posts on
social media are never conclusive in themselves, meaning that they can always
be completed by other comments, posts, and so on, we mention here some of
the comments that follow this post. Most comments use the inclusive ‘we’ in
statements such as: “We are all afraid”, “We should start educating people”, “We
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should invest in education”, “We are all guilty”, with the last comment made by
males. Such comments show more empathy as well as raised awareness about
the problems women face in Albania and that education is one of the first steps
to solve those problems.

70% of the posts on women on Facebook placed women in their traditional
domestic roles or, quite the contrary, tried to oppose such patriarchal mentality.
Meri Lika, legal audit and digital creator, with more that 3K followers on
Facebook, makes the following post on March 8™:

0931 @EM® N =l @

e Q Search

Posts About Videos Photos

O_J Like J tomment ) Message

Meri Lika
Mar 8 - &

JAM ANONIME!

Uné jam Meri, Rabija, Anxhela, Gabriela dhe
Elena. Jam Adelina, Mjaftimja apo Elba, jam
Ina, Suela, Liza apo Keti, jam Eva, Mira, Moza,
Zhani, Enerjeta, jam Alma por dhe Shpresa, jam
shumé e shumé mike té miat, por edhe gra qé
nuk i njoh e as nuk do t'i njohé kurré, uné jam
gruaja gé mé vrau njé burré.

Sot jam ¢do grua dhe néné gé né anonimatin
tim kam mbijetuar mijéra jeté, dhe mijéra té
tjera do té mbijetojé sa jeté mbi kété toké té
keté.

Mbijetova kur u murosa, edhe kur mé martuan
me zor, mbijetova edhe kur mé shitén si placké
apo kur mé shkémbyen me njé lopé, edhe kur
duhet t'i flisja burrit imzot.

0931 @ =M N =@

& Q search

Posts About Videos Photos

Mbijetova edhe kur mé guan né aksione, dhe
kur mé veshén si burré, dhe kur mé thané se
tradhétova, dhe kur mé internuan, mbijetova e
nuk u dorézova kurré.

Mbijetova dhe kur fémijén ma vrang, edhe kur
mé rrémbyen e me dhuné mé kthyen né
prostituté, mbijetova dhe kur kérkova liring,
edhe kur m'i hodhén duart né fyt.

Mbijetova edhe kur u béra nénég, edhe kur mé
braktisi im bir, mbijetova dhe kur mé dhunoi njé
burré, edhe kur té€ ndahesha prej tij kisha friké,
mbijetova edhe kur mé vrau me plumb a me
thiké.

Mbijetova dhe kur puna nuk m'u bé e lehté, dhe
kur mé paguanin shumé pak, dhe kur njé burré
paguhej mé shumé, e uné mbijetova prapé.

Mbijetova me té gjithé emrat e mi dhe do té
vazhdojé té mbijetojg, si anonime, por dhe me
mijéra emrat gé mé kané véng, se uné jam

GRUA, jam NENE.
Mbijetova edhe kur nuk kisha té drejté fjale,
dhe kur ma mbuluan fytyrén me shami, dhe kur ML 08.03.2023
pér mua vendosnin té tjeré edhe kur mé dhané
né doré kazmé e lopaté e mé detyronin té
brohorisja pér njé parti.

Q0% 112 43 comments + 1 share

ada | ke M) comment (M) Massane

The post is titled “T have no name” and it starts with the writer identifying with
all women who have been killed or abused in the last few years (their names are
mentioned) as well as those of other women that she does not know yet. “I am
the woman killed by a man” she states. All the other lines, after stating that the
writer personifies with every other woman who has survived in her anonymity,
start with “I survived...when I was petrified, when I was married against my
will, when [ was put on sale, when [ was exchanged for a cow, when [ had to obey
my husband, when I had no freedom to speak, when my face was covered, when
my decisions were made for me, when I was obliged to clap at party meetings,
when I was dressed up as a man, when I was interned, when my kid was killed,
when I was kidnapped and was forced to turn into a prostitute, when I asked
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for freedom but got suffocated, when I became a mother but was abandoned by
my own son, when [ was raped, when I felt afraid to ask for a divorce, when I
was killed, when I was slaughtered, when I was overloaded at work, when [ was
underpaid, when I received a lower payment than men, I survived...I survived
with all my names and I will keep on surviving even without a name tag, as well
as with the thousand names they have called me. I will survive, because I am
a WOMAN, I am a MOTHER.” Derogation in this post is related to women’s
value equated to that of a cow, reduced to the treatment of a prostitute, used to
support party meetings, dressed up as a man, paid much less than men, but she
was able to survive nonetheless. More emphasis is indicated by the typographic
convention of the use of capitals for WOMAN and MOTHER, contradicting
all negative associations related to women, surviving despite all that has been
done to them, stating that she will survive because she is a woman and a mother.
Thus the role of a mother and the identity as a woman is seen as a motif of
strength and a reason to move forward, so as not to give up to all difficulties
enlisted. Hence, the use of capitals for both these words, resonating also the
words ‘I HAVE NO NAME’ in the title, reminding us that it is not the name
of the woman in particular, but the woman and the mother in her that strive
for survival. Reactions are mostly ‘likes’, ‘hearts’ and ‘compassion’, whereas
in the comments again we notice the use of inclusive ‘we’ (We are together,
We are one), lines from psalms, the Bible, showing divine appreciation and
love of women, as well as highlighting the fact that the writer represents a free
voice that should not go unheard. There are also comments that post images
illustrating movements that support women’s day internationally. Others state
feelings of empathy: “You survived, we survived”, compassion “We wish for
more anonymous people who paint reality in all its colors”, as well as bring to
attention the fact that this is a day to protest and not to celebrate.

Gendered culpability

Related to the traditional roles assigned to women in
Albanian society, we have also found posts that were
opposed to previous posts that placed the guilt on
women, just because they were women and, as such, they
Mirmengies, mirdita; were the ones to be blamed. Such posts make up 80%

of our corpus of study (i.e. 60 posts). It is interesting to
---;Z';}Zt';‘ra;f:a’:‘ar observe that such posts, opposing gendered culpability,
Natyrisht fajin e ka are written by both females and males alike. We quote
TSR Tl here one post by Ema Andrea, a well-known actress and
director in Albania. She states: “Mirmengjes, mirdita,
mirmbrema.... Eshte masakruarnje tjeter grua! ‘Natyrisht
fajin e ka pas ajo!” ma kurseni” (Good morning, Good
afternoon, Good evening... Another woman has been
massacred! Spare me the oft-quoted ‘It must have been
her fault, of course!”).

mirmbrema....
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In this post, as in many others, we observe traces of irony, through which, she
brings to the foresight the fact that most Albanians would react to the news of a
woman being killed, raped, or abused by assuming “It must have been her fault”,
or, “She must have been guilty!”, thus, justifying unfairly violent or criminal
behavior by males. Comments in response to the post include statements like:
“We are an uncivilized country”, “Let the ones who put the blame on women
be cursed themselves” (posted by males) and “Strength is not shown before a
woman” (posted by females), an expression used quite often in Albanian to
oppose the common misconception of women as the ‘weakest sex’ and men as

‘the strong one’.

S EELT ne=ao  Further we have the post from Elma Doresi, which is

€ Qsearch titled Na fal GRUA! (WOMAN, Forgive us!).
Bthe  Ocommen > hae

A ~ These lines are posted on 8" March and, as the writer

W o5 says, she chooses to ‘celebrate’” Women’s Day with

Nafal GRUA ! a status on Facebook. Her lines in English ask for

forgiveness for each of the cases: “...When you asked

o o e o endnmepertime— for help, but you were told: ‘This too shall pass’;

i e e e nert P You went to the police, but your family said: Forgive

-Na fal ti g€ ndoshta i the mikes apo motrés se

2118 dhuronte pormore i ngige wqee. N1IM one more time; You complained to a friend or to

rreh, té do’

Nataltgendosna s epaakese @ SiSter but they told you: ‘The more he beats you,

e e rat==ke - the more he loves you’. Somebody saw you when he
S nerveshion o e was dragging you, but you overheard people saying:
ot smepeesenaeannser  “She must have done something to deserve it!” You
sty PSR (went to inform the authorities about the violence but

- Na fal ti gé heshtim kur ndeshemi me dhuné

duke u justifikuar se nuk éshté puné e jona. we attl‘lbuted lt tO yOLlI‘ pI‘OVOCElthC Outﬁt FOI‘glVe
urimi im setme shume se kur pircdonenz,  US fOT having wrongly stated that if a man is jealous,

jz&, éshté: Jeta ! . .
Sl i il o e s that means he loves you. Forgive us, we saw bruises
L S on your body, but we are still convinced you fell off

the stairs. Forgive us for being silent and using the

9

excuse: ‘None of our business’.
This post ends with wishing “Life” to all mothers, girls and women. As it can
be noticed, the post once more tries to debunk the myth that whatever kind
of violence is exerted upon women, it is their own fault. It also tries to raise
awareness by making everyone understand that it is us, not women, who are at
fault. It is really sad that on Women’s Day, instead of wishing health, prosperity
and achievements, all such wishes are put aside as more women are getting
killed, and thus, “Life” would be the greatest wish and gift awarded to them.
Again, we witness the use of capital letters for emphasis, as we observe in the
title ‘Forgive us, WOMAN”, as well as the use of the inclusive pronoun ‘we’
(in the objective case), implying shared feelings of guilt and responsibility. The
comments following the posts are emojis showing the icon of respect and a
bouquet of flowers, as well as a text that congratulates the writer for such lines
that show how close she is to the heart of each mother, sister and wife.
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Challenging society norms and advocating for gender equality
and women’s empowerment

We conclude our list of examples with some posts that challenge traditional
society norms in Albania and call for a new era of social empowerment of
women and advocate gender equality. One such post comes from /va Caushaj
Vaso, a lecturer and aesthetician. She is quite active on social media, with
frequent posts on current events.

1001 = @ NNE LD

Posts Reels
Iva Gaushaj Vaso
Mar7 - &
Kujtesgé
Nesér nuk éshté festa e nénés, por, e gruas!

wal Yale Joel | 1960 | Gloria Steinem

el

@ Arjola Zadrima
’ Mar8-Q

The women's day ...

Her post is a combination of text and image:
“Reminder: Tomorrow is not Mother’s Day but
Women’s Day” and a photo that follows below it.
This reminder is quite significant in Albanian setting
and culture as most people, as witnessed even by the
posts in our corpus and context of research, continue
to wish “Happy Mother’s Day” rather than “Happy
Women’s Day”, which might be due to the fact
that, during communism, this celebration shifted
attention from women to mothers, thus, restricting
female’s roles and responsibilities to motherhood.
However, the post mentioned attempts to set a
reminder, together with the image posted, as well as
with the comments that follow it, that it is not a day
to celebrate, but a day to protest, posted by men and
women alike.

Another such post, in similar lines, comes
from Arjola Zadrima, a famous poetess,
who also hosts a radio and television show,
and is followed by a significant number of
people on Facebook, posting poetry and
discussing sensitive issues.

This image posted by her is part of one protest on women’s rights and on the
poster we see that only two ‘yes’es equal another yes, implying that on any
other occasion, ‘no’ is enough to end it there. She accompanies this image with
the text: “N€ vendin tem nuk luftohet, por ¢do dité vriten gra. Cdo dité ka



Research in English Studies and FLT 14 3

kroniké té zezé€, ¢do dité mbeten fémijé jetimé, ¢do dité abuzohen graté, ¢do
dit€ dhunohen graté. E ne ¢irrena pér liriné e fjalés, ne ¢irrena pér té drejtat e
grave, ne vdesim ¢do kohé nga pak né kéto rrethana. Né vendin tem vriten ¢do
dité gra e uné ende nuk e di me k& luftojmé.” (There is no war in Albania, yet,
women get killed every day. Every day women are abused, violated, and their
kids remain orphans. And we raise our voice for women’s rights, for freedom of
speech, yet, we die, bit by bit. In my country, women are killed every day, and I
still do not know who we are fighting against in this war.) This post tries to raise
awareness about the high degree of violence exerted upon women in Albania
and the consequences of such violence compared to the fatalities of a war. Yet,
there is no war, but a lot of women get killed and all of us die bit by bit.

Other posts, not included here due to limitations of space, point out that women
are not objects on display or on sale, they are not the property of their husbands
or partners, but, on the contrary, they symbolize continuity of life and love,
and should be cherished. More gratitude should be shown to women, this is a
theme that frequently resonates in posts that we have included in our research,
as well as gratitude to men who respect and support women in all their efforts.
We conclude our analysis of examples with the words of Sonila Mego, a well-
known journalist and lecturer in Albania: Without women, the world would be
a filthier place.

Concluding remarks and suggestions for future research

In the light of the current study, we would like to affirm the use of digital
technologies not only as an object of research but also as a research tool.
In concrete terms, the posts on Facebook as an online social media provide
interesting insights not only into the kind of data collected, but also into the
kind of identities and social phenomena that lie beyond the posts on Facebook.
They can help researchers of interdisciplinary studies explore versions of reality
and identities within those realities. The undeniable fact that posts on social
media possess multimodal nature and interrelate with previous or future posts
or comments calls for more contemporary research tools and current waves of
research within online discourse and ultimately prove that exclusively linguistic
methods are insufficient to address all kinds of phenomena that are related to
digitally mediated discourse.

With special reference to the examples of the posts treated in this paper, we
conclude that, based on the corpus of study, the language used, together with
some other audiovisual elements that characterize online discourse on social
media, the image of Albanian women suffers from its description in derogatory
terms and gendered culpability. However, we do observe real attempts to
challenge such attitudes through posts by males and females alike that tend to
express empathy and raise awareness about the value of women in our society.
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Comments in response to posts are also interesting to be studied linguistically
and pragmatically as they include examples of inclusive ‘we’, use of capital
letters for emphasis, traces of irony, impoliteness, etc., that can be explored in
other papers in the future.
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BOOK REVIEW: TRANSLATION AND INTERPRETING
IN THE AGE OF COVID-19

Antony Hoyte-West
Independent scholar, United Kingdom

More than three years since the COVID-19 pandemic was declared in early
2020, a semblance of normality has returned and there is the cautious hope
that the worrying times of lockdowns, quarantines, and other restrictions
have been consigned to history. Yet some adaptations appear to have become
permanent fixtures, such as moves towards remote working from home,
increased digitalisation, as well as changing employment patterns across many
professional domains.

Translation and Interpreting in the Age of COVID-19 brings together
contributions from twenty-five authors representing institutions in nine
countries across three continents. As highlighted at the outset by co-editors
Kanglong Liu and Andrew K.F. Cheung (both based at Hong Kong Polytechnic
University), the fundamental importance of language and communication
during the pandemic and the role of translation and interpreting therein makes
this volume a key addition to the literature on the topic (see also Blumczynski
& Wilson, 2022; Lee & Wang, 2022; etc.). With the subtitle of “Challenges
and Opportunities”, Liu and Cheung’s opening chapter therefore offers a
synthesis of the main issues and demarcates the book’s scope, which profiles
new ways that translation and interpreting responded to new modes of working,
teaching, and learning imposed by the pandemic. A tripartite format is adopted,
comprising a five-chapter section on translation, six chapters on interpreting,
and five further chapters devoted to translator and interpreter pedagogy during
that unprecedented time.
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Entitled “Reconceptualising Translation in the Age of COVID-19”, the
contributions in the first section of the book (Chapters 2-5) all centre on the
Chinese linguistic or cultural context. As such, Yufeng Liu and Dechao Li’s
chapter provides a comparative analysis of the translation of metaphors in
media reports on COVID-19 from Chinese and Western perspectives, which is
followed by Chonglong Gu’s study of translation and multilingualism related to
the pandemic as reflected in Hong Kong’s unique linguistic landscape. Chapter
4 shifts to the United Kingdom, where Yu Kit Cheung presents a detailed
mixed-methods case study of how British government guidelines pertaining to
COVID-19 were translated into Chinese, evaluating the selection criteria, script
choices, and translation quality. In the section’s closing chapter, Sai Cheong
Siu analyses the effectiveness of machine translation models when dealing with
material relating to COVID-19 in the English/Chinese language pair.

Interpreting is the focus of the second section (Chapters 6-11), and one of the
seminal professional shifts during the pandemic was the transition from face-to-
face to remote (i.e. offsite) interpreting. With numbers often seen as potentially
problematic in simultaneous interpreting, volume co-editor Andrew K.F.
Cheung’s comparative study presents and analyses the results of an experiment
involving 43 experienced English/ Chinese interpreters who were working
remotely either at home or were based at interpreting hubs. In Chapter 7, Marta
Bujan and Camille Collard highlight the findings of a large-scale survey on
experienced conference interpreters’ views and working habits concerning
the pandemic-related uptake of remote simultaneous interpreting. With the
questionnaire comprising 61 questions and receiving over 800 responses, the
results offer a comprehensive panorama of the profession as a whole. The notion
of an evolving profession is also highlighted in Marie Diur and Lucia Ruiz
Rosendo’s study at the United Nations, which places attention on how the shift
to remote interpreting impacted working life and recruitment testing at the
institutional level. Chapter 9 discusses the nascent discipline of humanitarian
interpreting, which Lucia Ruiz Rosendo and Maura Radicioni locate both
within crisis communication/ translation more generally, and with regard to
the COVID-19 pandemic more specifically. Returning to remote simultaneous
interpreting, the contribution by Marta Seresi and Petra Lea Lancos delves
into the results of ten semi-structured interviews with Hungarian conference
interpreters on their professional experiences of teamwork and cooperation in
virtual settings. In the final chapter of this section, Deborah Giustini conducts
an in-depth literature-based analysis of the interrelationship between remote
interpreting and technology from a sociological standpoint.

The last section of the book (Chapters 12-17) focuses on pedagogical aspects and
opens with areport by Kanglong Liu, Ho Ling Kwok, and Wenjing Li on a mixed-
method survey and interview-based study regarding student perspectives on the
hybrid teaching of translation subjects at Hong Kong Polytechnic University. In
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Nancy Tsai and Damien Fan’s chapter, some positive aspects of online translator
training with regard to the Chinese cultural context are uncovered as the result
of data obtained through course evaluations and student feedback at both an
American and a Taiwanese institution. Chapter 14 highlights how translator
and interpreter pedagogy in Slovakia adapted to the new realities caused by the
pandemic, as Soiia Hodakova and Emilia Perez offer analyses obtained not only
via a nationwide student questionnaire but also through interview data with
staff members responsible for the relevant training. Based on focus groups with
students and staff of the postgraduate translation and interpreting programme
at the University of Maryland, David B. Sawyer’s contribution presents a case
study of the pandemic-mandated shift from in-person to online teaching at that
institution. A case study approach is also utilised by Chen-En Ho and Yuan Zou,
who analyse the results of a student survey conducted at Queen’s University
Belfast to examine the use of the online platform Gather as a potential aid for
distance interpreter training. Finally, in the closing chapter of the section (and of
the book as a whole), Nan Zhao profiles several computer-assisted interpreting
tools and outlines their pedagogical and practical applications.

This book is an impactful resource examining translation and interpreting
during the COVID-19 pandemic in a comprehensive manner. It draws together
studies from scholars and practitioners at various universities and international
institutions, utilising a diversity of approaches to provide useful and well-
articulated insights from different linguistic, disciplinary, and methodological
viewpoints. As with many other spheres of professional activity, it is certain that
translation and interpreting will undergo wide-ranging changes in order to adapt
to society’s changing needs in the post-pandemic era (see also Hoyte-West, 2022;
Eszenyi, Bednarova-Gibova & Robin, 2023). As such developments continue to
influence academia and the labour market, Translation and Interpreting in the
Age of COVID-19 will undoubtedly be an invaluable resource for the academic
and professional practice of translation and interpreting as the current century
progresses.
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