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PREFACE

The present collection of papers focuses mostly on studies in the field of foreign 
language teaching, adult education and wider scope of linguistics.

One of the papers “Insights into Teaching Poetry Translation: A Pleasurable Task” 
deals with the problems of teaching students the basics of poetry translation. 
The paper offers “an integrated approach to the teaching of poetry translation” 
(Aksoy, 2018) employing Philip Larkin’s poem “Mr Bleaney” to the purpose. 
The approach applied brings together some general considerations about poetry 
combined with “theoretical notions of poetical translation” (Aksoy, 2018). 

Another paper in the field of special education deals with the impact of 
classroom activities on the improvement of reading skills in students with 
Attention Hyperactivity Disorder (ADHD). Its author Doğuş Aydın discusses 
some metacognitive, cognitive and social-affective strategies that are applied 
to such students. As a result, ADHD students improve their reading skills and 
achieve higher success in reading comprehension questions.

“Teachers’ Perceptions of the Role of Pragmatics in the EFL Classroom” is with 
a focus on a frequently overlooked phenomenon, such as the pragmatic domain 
and its impact on teachers’ attitudes, as well as on the “approaches to developing 
the pragmatic component of communicative competence” (Ivanova, 2018). 

The current issue of Studies in Linguistics, Culture and FLT features yet another 
paper in the field of foreign language teaching, i.e. “Frame Semantics and Verbs 
of Motion. The Case of Enter and Go Into. A Corpus-Based Study” has as its 
focal point two verbal structures which can be considered synonymous. The 
study applies the Frame Semantics approach and constructs a theoretically and 
empirically coherent approach to technical corpus data. The goal at hand is 
through the investigation of its specificities to help students acquire English 
constructions and use them efficiently and effortlessly in written and spoken 
communication (see Nedelcheva, Todorova, 2018).

The other two papers focus on different linguistic problems which, however, can 
very easily be applied in foreign language teaching as they deal with specific 
structures that can be used in both spoken and written discourse. 

The first one “On the Interpretation of Speech Acts of Negation in English 
and Bulgarian Spoken Discourse” has set the goal to provide “a more in-depth 
explanation of the syntactic, semantic and pragmatic aspects of a particular 
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performative verb in English language and its translation equivalents in 
Bulgarian with regard to its relevance to negation and negative illocutionary 
attitude” (Peneva, 2018). The paper pays special attention to the use of internal 
and external negation markers, propositional and illocutionary characteristic 
features, as well as polemic and descriptive aspects of negation.

The paper “Bridging English and Bulgarian Intensifiers and Adjectives” 
analyses the uses of collocations of intensifiers and adjectives in both Bulgarian 
and English on a comparative basis. The focus is on the constraints that 
govern these collocations which as stated by the author are “predictable and 
lie in conceptualisations of both constituents” (Stoyanova-Georgieva, 2018). 
Furthermore, the study applies the same criteria that govern the classification of 
English intensifiers to their Bulgarian translation equivalents. 

Thus, the current issue continues the goal set by the journal to publish not only 
purely theoretical studies but also more pragmatically oriented research which 
can easily be put into practice. 
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INSIGHTS INTO TEACHING POETRY 
TRANSLATION: A PLEASURABLE TASK

N. Berrin Aksoy*

Abstract: In the Translation Departments of Higher Education Institutions in Turkey 
as in elsewhere, poetry translation is the least studied and the most discussed course 
among the students who usually harbor pessimistic opinion about the possibility of going 
through a successful and pleasurable course. In this study, an integrated approach to 
the teaching of poetry translation is proposed by means of studying Philip Larkin’s 
poem “Mr Bleaney” as the text for translation into Turkish, which is the mother tongue 
of the students concerned. The proposed integrated approach is an insight into the 
teaching of poetical translation bringing together a preliminary study of the formal, 
contextual and artistic elements of poetry in general and the poem as the text to be 
translated in particular, with that of a sound and comprehensive study of theoretical 
notions of poetical translation. It is hoped that this approach may prove to equip the 
students with the required confidence, skills, knowledge, and competencies to turn the 
practice of poetry translation into a pleasurable task.  

Key words: poetry translation, teaching poetry translation, poetical translation

Introduction1. 
The aim of this article is twofold: to display a classroom model consisting of 
several stages of teaching of poetry translation to 4th year students of Translation 
at the undergraduate level in the Translation departments in Turkish Universities, 
and secondly, to highlight the importance of a literature-oriented approach as 
a prerequisite for the students to practice poetry translation into their mother 
tongue. It is hoped that this study may present a  testimonial insight into the 
scope of this paper by way of drawing largely from the experience gained as a 
teacher of translation for more than 30 years in Turkish Universities and will 
provide helpful insights for the instructors elsewhere.  As Killander quotes 
from Paran: “classroom interaction can be explored through the testimony 
of a practitioner reflecting on what they do in class, which can be extremely 
valuable” (qtd. in Killander, 2011, p. 005618). In this paper what is attempted 
to be discussed is ways to motivate and encourage students to practice poetical 
translation by strengthening their knowledge of literature and poetry in general 
as the basis for translation, rather than providing steps for the act of poetry 
translation as a classroom activity. 

* Professor PhD at Atılım University, Translation and Interpretation Department, Ankara, 
Turkey, e-mail: berrin.aksoy@atilim.edu.tr
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If literary translation is regarded as the most challenging task by the students 
of Translation at   University level, poetry translation presents students with the 
highest amount of challenge in terms of effort, tenaciousness and the possession 
of creative and appreciative faculties. Starting with the famous Robert Frost 
description that “poetry is what gets lost in translation” in the back of their 
minds, attempts to teach poetical translation becomes a major undertaking in 
the classroom both for the instructor and the students. In general, it may be 
said that at University level, teaching poetry translation is carried out by poet /
translators who have accumulated teaching experience throughout the years as 
guest lecturers and who have great faith in the possibility of teaching poetry 
translation and in making it a pleasurable task for the students, and above all, in 
the possibility and importance of translating poetry. Similarly, apart from poet/
translators as lecturers, poetry translation can also be taught by the instructors 
of translation studies who have a wide knowledge, interest, and experience in 
poetical translation. In order to understand the artistic quality of a poem, its 
essence, and spirit, one does not have to be a poet himself. In order to teach 
poetical translation, having the necessary qualities and skills to be an instructor 
in the field of literary translation along with following and adopting certain 
methods, strategies and steps in poetical translation will open new opportunities 
and motivation for the students in poetry translation courses. Students must gain 
confidence in their knowledge and appreciation of poetry to be able to try their 
hands at translating it by understanding that one need not be a poet to do poetic 
translation; though according to Landers, the translator must possess a poetic 
sensitivity, even if he or she has never written a line of original poetry. For 
Landers, “a  poetic sensitivity encompasses, but is not limited to, an appreciation 
for nuance, sonority, metaphor and simile, allusions, the ability to read between 
and above the lines; flexibility, and ultimately, humility” (2001, p. 99). This 
paper, then, will attempt to discuss and put forward  the ways of developing 
such a character in the students which is actually a prerequisite to start dealing 
with poetry translation in a pleasurable way, hence some suggestions of how to 
deal with the teaching of poetry translation  and how to develop this effort into 
a pleasurable task in the classroom will be the focus.

Teaching poetry translation and trying to instill a sense of pleasure in the 
students for poetry translation should start by exploring what a poem is, what it 
is made up of and its general and particular qualities and contextual elements. A 
poem is not only made up of language, that is why a purely linguistic approach 
to the study of poetry as a first step will not be adequate. According to the 
definition of poetry.org,  poetry is an art form in which human language is 
used for its aesthetic qualities in addition to, or instead of, its notional and 
semantic content. It may use condensed or compressed form to convey emotion 
and ideas to the reader’s mind or ear; it may also use stylistic devices such 
as assonance and repetition to achieve musical or incantatory effects. Poems 
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frequently rely for their effect on imagery, word association, and the musical 
qualities of the language used. The interactive layering of all these effects to 
generate meaning is what marks poetry. Landers (2001) in his book Literary 
Translation quotes Random House Dictionary to define poetry as “the art of 
rhythmical composition, written or spoken, for exciting pleasure by beautiful 
imaginative, or elevated thoughts” (2001, p. 99). Hence, would-be translators of 
poetry must be brought to an awareness of all these qualities of a poem first and 
foremost. A beginning, then, in the poetry translation classroom may be to study 
the qualities of a poem and its stages of analysis for a thorough understanding of 
the text type, the poet, and the genre to be translated.

Discussion2. 
2.1. Preliminary studies in class
In my experience as a Professor of Translation for more than 30 years in 
Turkish Universities’ Translation Departments, I have come to the conclusion 
that teaching poetry translation course requires a multi-dimensional approach 
which integrates the study of literature and study of translation in theory and 
practice. The main reason why students are pessimistic and apprehensive to 
poetry translation course lies in the fact that they do not have enough knowledge 
and experience in the reading, studying and appreciating literature in general, 
and poetry in particular especially in today’s globalized world where even art 
has become a digitalized medium of expression. Hence, a poetry translation 
course that starts with an exploration of the poem in a foreign language to be 
translated in all its contextual, formal and artistic elements may yield  a more 
enthusiastic group of students to try to recreate that poem in their native tongue 
once they acquire full knowledge about the text they are going to deal with.

Preliminary studies may begin with the study of a poem, and elements of a poem 
as well as how to analyze them. Actually, students can be made to read several 
poems in their native language and foreign language belonging to certain periods 
and contexts. It should be noted that a poem is grounded in a social, historical, 
ideological and poetological context or landscape. It is of primary importance 
to explore this landscape and find the literary and linguistic elements that are 
manifest in the poem and thus, enable the students to gain an awareness of the 
poem in its entirety, to improve the students’ literary appreciation and analysis 
skills as well as linguistic skills and capacity which will pave the way for them 
to develop an ability and to gain confidence and knowledge to deal with a poem 
for translation purposes. This framework is actually what it takes the students 
to see the whole endeavour as a pleasurable experience. To this end, in this 
paper, my intention is to draw attention to the importance of teaching, studying 
and learning poetry thoroughly as a first and foremost step in order to be able 
to translate in poetry translation courses. I will deal with Philip Larkin’s poem 
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“Mr Bleaney” for that purpose. To begin with, the students should be acquainted 
with the poetry as a literary genre. “What is a poem?” is the topic to be worked 
on in this step. 

The main constituent of a poem is language and the individual use of language 
known as style. Language use brings the reader to the meanings and messages 
in the poem. For a student of translation, being able to understand and delve 
into the language of the original poem will enable him to interpret the meanings 
and to create equivalences in his native tongue. In a poem, language can do 
many things, it offers infinite possibilities to the poet. He can use elliptical, 
metaphorical, simple or ornamented language. He can go beyond the limits 
of language. The study of poetical language for translational purposes is very 
important since literary translation depends heavily on stylistic, interpretive 
and linguistic exercise to a great extent. 

As mentioned above in this paper, the text to be studied is Philip Larkin’s poem” 
Mr Bleaney”. It may be worthwhile first to get to know the poet individually, to 
discuss why this poem is suitable for this paper, and to understand his language 
and style in this poem. The poem is:

Mr Bleaney
‘This was Mr Bleaney’s room. He stayed 
The whole time he was at the Bodies, till 
They moved him.’ Flowered curtains, thin and frayed, 
Fall to within five inches of the sill,
 
Whose window shows a strip of building land, 
Tussocky, littered. ‘Mr Bleaney took 
My bit of garden properly in hand.’ 
Bed, upright chair, sixty-watt bulb, no hook 
 
Behind the door, no room for books or bags - 
‘I’ll take it.’ So it happens that I lie 
Where Mr Bleaney lay, and stub my fags 
On the same saucer-souvenir, and try 
 
Stuffing my ears with cotton-wool, to drown 
The jabbering set he egged her on to buy. 
I know his habits - what time he came down, 
His preference for sauce to gravy, why 
 
He kept on plugging at the four aways - 
Likewise their yearly frame: the Frinton folk 
Who put him up for summer holidays, 
And Christmas at his sister’s house in Stoke. 
 



10 Studies in Linguistics, Culture and FLT 

But if he stood and watched the frigid wind 
Tousling the clouds, lay on the fusty bed 
Telling himself that this was home, and grinned, 
And shivered, without shaking off the dread 
 
That how we live measures our own nature, 
And at his age having no more to show 
Than one hired box should make him pretty sure 
He warranted no better, I don’t know.

Philip Larkin (1922-1985) is an eminent poet of post-WWII England, regarded as 
one of the most “English” of the poets of this period, in terms of his engagement 
with the contemporary English scene in his poetry, in poems such as “Whitsun 
Weddings”, “Church Going”, and “Ambulances”. He did not produce too many 
poems but their quality was indisputable in the sense that he produced “a poetry 
from which even people who distrust poetry can take comfort and delight” 
(poetry.org). His style heavily relied on the traditional tools of poetry such 
as stanza, rhyme and meter “to explore the often uncomfortable or terrifying 
experiences thrust upon common people in the modern age” (poetryfoundation.
org). Despite following traditional form, his poetry was recognized as “the 
most technically brilliant and resonantly beautiful, profoundly disturbing yet 
appealing and approachable, body of the verse of any English poet in the last 25 
years” (poetryfoundation.org).

 Philip Larkin enjoyed wide popularity but as a person he was shy and he rarely 
wanted to appear in the media or come into public light. He started writing his 
poems in the 1930’s when the modernist poetry “began to forge more tangible 
links between the individuality of the speaking subject and the broader social, 
political and existential conditions that the speaker shared with the reader... 
These two factors, stylistic eclecticism and a desire to re-establish poetry as 
a channel between private experience and public discourse, have dominated 
British poetry since the late 1930’ up to the present day” (Bradford, 2010, p.117). 
The reason for choosing Philip Larkin and his poem “Mr Bleaney” as the text 
to be studied as an example in this paper is his ability to create vividly realized 
local context that reflects the spirit of Englishness (Bradford, 2010, pp. 117-207) 
so powerfully.

The poem “Mr Bleaney” presents a challenge for Turkish students because of the 
contextual and cultural differences that surround both languages and cultures. 
Bradford in his book Poetry, The Ultimate Guide refers to Tom Paulin’s account 
of (1990) Philip Larkin’s poetry, and says the following: Larkin might speak for 
“the English male, middle-class, professional, outwardly confident, controlled 
and in control” and comments that “which Paulin implies is bad enough, but 
this demeanour marks deeper repressions and complexes. Larkin “writes with 
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anxiety inside that sealed bunker which is the English ethic of privacy a collective 
mood of loss and failure, the end of Empire” (Bradford, 2010, p. 208).

Consequently, in the poem, “Mr Bleaney”, Mr Bleaney’s Englishness, with 
all its ambiguity and the controversies is contextually very important and its 
reflections must be studied thoroughly by way of studying the formal and 
poetical qualities of the poem by the students.  For that purpose reading the 
poem and other poems of the same poet is recommendable. Students may be 
encouraged to carry out an interpretation of the cultural context of the poem 
among themselves and may also be asked to find similar poems and poets in 
their native culture and literature.

The preliminary stage of poetry translation course then may begin with the 
study of the formal qualities of the poem in the text itself in the classroom with 
the students. It may be advisable at this point that all the activities suggested 
in this paper should be carried out by the students themselves either in groups 
or individually, guided by the instructor.  Manifestly, the language is simple 
and plain with a consistent meter and rhyme pattern along with traditionally 
structured stanzas in our text “Mr Bleaney”.

The poem is written in 7 stanzas all of which follow a cross rhyme scheme abab, 
cd cd and likewise till the last stanza which goes in parallel with the regularity 
and commonality of lower-middle-class English life. The poem is a dramatic 
monologue of a simple and predictable man amid the melancholy of modern 
life.

The dramatic monologue is established by the references to a dialogue to give the 
poem a narrative style; indeed it opens with the dialogue between the speaker of 
the poem and his landlady who is also the landlady of the previous resident, Mr 
Bleaney. In the first stanza the language which seems plain at first unfolds the 
life and end of Mr Bleaney in such a nonchalant but poignant manner:

‘This was Mr Bleaney’s room. He stayed
The whole time he was at the Bodies, till
They moved him.’...

The use of past tense in all three lines connected with ‘till they moved him’ 
shows not only that the room is now vacated, but that Mr Bleaney died in. 
The use of’ till ‘at the end of the second line is an element of suspense, which 
is followed not by the good news but the announcement of the man’s death. 
The rhyme scheme of the poem which is cross-rhymed throughout, creates the 
monotony and the dullness of the atmosphere Mr Bleaney and the speaker find 
themselves in. Hence, the students must be introduced to the importance of 
cross- rhyme as opposed to the adjacent rhyme particularly in this poem which 
points to the mood and atmosphere of the poem.  The grammar used in the first 
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stanza of the simple past tense announces the finality for Mr Bleaney which also 
hints a similarly bleak future for the narrator himself, as well.  

He stayed
The whole time he was at the Bodies, till
They moved him.

The verb tenses imply the finished action yet with the implication of future 
validity for the narrator which requires an equivalence in the translation to 
create a similar message. The students should be directed to pay attention to 
the grammar and syntax of the lines because although at first glance the stanza 
seems plain, clear and simple, it embraces in itself multiplicity of meanings and 
ambiguities that need to be carried over through translation if one attempts to 
translate a Philip Larkin poem.

The poem develops like one long paragraph of a story and the state of the 
speaker and the miserable life of Mr Bleaney unfold as the readers eye through 
the poem, while simultaneously in this process, the reader witnesses that Mr 
Bleaney becomes the speaker’s double and the two characters blend into one. 
The students must be taught to read the poem from beginning to end, not in 
chunks or some stanzas only. If the fluency of the narration is not captured by 
the students, then the metaphor, Mr Bleaney, representing all the bored little 
men of the 20th-century modern man is overlooked. Hence, encouraging the 
students first, to read the poem, from beginning to end at one go, is of primary 
importance.

Another basic element to be studied in class in terms of poetical language and 
what it stands for is the meter. The meter creates the rhythm, the rhythm creates 
the mood. In our poem, the meter is especially important as a poetical device 
but also as a tool for the creation of regularity and banality of Mr Bleaney’s and 
his double, the speaker’s life; this can be observed in the last two stanzas very 
clearly:

But if he stood and watched the frigid wind
Tousling the clouds, lay on the fusty bed
Telling himself that this was home, and grinned,
And shivered, without shaking off the dread

That how we live measures our own nature,
And at his age having no more to show
Than one hired box should make him pretty sure
He warranted no better, I don’t know.
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The meter is a ten-syllable scheme with cross rhymes. The stress on the syllables 
is also an important constituent.  Here, it may be worthwhile to work on some 
native poems with similar meter and rhyme schemes for the students to better 
grasp their function. For that purpose, a poem by Turkish poet Cahit Sıtkı Tarancı, 
who is regarded as the poet of meter and rhyme in modern Turkish poetry can 
be studied. The following poem may be an example for that purpose:

Memleket
Bir yanda Anadolu bir yanda Rumeli’dir
Hepsi bizden yolcusu olsun hancısı olsun
Efkar ettiğimiz şey memleket halidir
Sanmam hemşerim sanmam bundan acısı olsun

Köylümüz efendimiz tarlasında perişan
İşçimiz kardeşimiz kavgasında perişan
Anam bacımdır bahtı karasında perişan
Hemen Allah cümlemizin yardımcısı olsun (1947)

The poem is written in 13-14 syllables with cross rhyme scheme similar to Mr 
Bleaney pattern. The similarity and the function of the stress on the syllables such 
as ‘ol-sun’ (ol-strong, sun weak) in the Turkish case and ‘I don’t know’ (I strong 
don’t strong, know weak) in the English case should also be worked on and their 
function to create rhythm to arrive at a meaning should be highlighted.  The 
point in studying a similar structure is to make students aware of the existence 
of similar patterns in both literary traditions and hence, motivate their trust in 
the capacity of their own poetic tradition in order to allow the creation of the 
translation of an English poem into Turkish.

After dwelling on the meter, rhyme and structure of the English poem “Mr 
Bleaney”, and drawing parallels with native Turkish poetry of the same period, 
the main body of the poem, that is, its vocabulary, syntax and the effects created 
by these elements must be studied and identified in the classroom in order to 
help students to recreate these usages in Turkish.

The title of the poem “Mr Bleaney” is also the name of the previous resident 
of the room the speaker is going to take. From the preliminary reading of the 
poem, the mood and atmosphere along with the exploration of these elements 
by the students through the guidance of the instructor have already at this stage, 
installed in the students a notion that the poem is told in an atmosphere of 
bleakness, dullness, and mediocrity which is related to the context the poem 
belongs to and to the style of the poet. The title and the name also suggest 
the same spirit. This is an important point in this poem since the gist of the 
poem seems to be unfolded in the title, which is also the first word of the poem. 
This poetical device which is called irony as a stylistic element should be well 
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explained by drawing parallels with another Cahit Sıtkı Tarancı poem named 
“Abbas”.  Abbas is a Turkish name and the person the speaker is talking to in the 
poem.  He is not only the addressee, the name Abbas represents commonality 
and ordinariness in its literal meaning. This double meaning and irony of the 
title posit itself on the same level as the implied meanings of Mr Bleaney and 
the bleakness of the poem. Thus, studying another parallel stylistic device 
in Turkish will be an added bonus for the students in their initiation into the 
attempts of translating “Mr Bleaney”.

Another important quality of “Mr Bleaney” is the use of ‘commonplace and 
lackluster’ (Bradford, 2010, p.207) vocabulary in harmony with the life of 
Bleaney and the speaker as created by the poetic devices. The word choice such 
as 

‘Flowered curtains, thin and frayed,
Fall to within five inches of the sill,
Whose window shows a strip of building land,... 
Bed, upright chair, sixty-watt bulb, no hook

Behind the door,...
Stub my fags
On the same saucer-souvenir,
I know his habits---
His preference for sauce to gravy,
And Christmas at his sister’s house in Stoke.

There is no inspirational vocabulary in the description of the room and the 
occupant’s lifestyle, no cheerful word or sounds to mark a joyous tone. What 
is more, the 6th stanza is filled with assonance and alliterations that create the 
onomatopoetic sound of the wind described as the “frigid wind” in the first 
line of the 6th stanza. The importance of studying literary devices and figures 
of speech in theory and practice is a must for the students of translation in 
poetry translation courses. Studying these elements in this poem and a similar 
one in Turkish, such as Nazım Hikmet’s famous poem “Salkımsöğüt”, where 
the vocabulary and the onomatopoeic quality of the word choice along with its 
receding rhythm create the lamentable and sorrowful incident as described in 
the poem, may provide the students with a sound example of how these devices 
are created by the power of the Turkish language.

The poem “Mr Bleaney”s syntax is composed in such a manner that it resembles 
reading a journal kept by the speaker of the poem. The first three stanzas are an 
account of the minute details of the room Mr Bleaney vacated, very plain but 
slightly ambiguous in examples such as: 
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This was Mr Bleaney’s room. He stayed
The whole time he was at the Bodies, till
They moved him’. Flowered curtains, thin and frayed,
Fall to within five inches of the sill,

The students must be led to explore the significance of the syntax, and the kind 
of stylistic devices used throughout the poem within the syntactic organization. 
It should be noted that the syntax serves to the purpose of building a sense of 
place in the poem. The ambiguity of the seemingly simple and plain syntax gives 
us the clues about characters which must be studied by studying the vocabulary 
units with their connotations  such as “thin and frayed”, “a strip of building 
land”, “bit of garden”, “upright chair”,  “frigid wind” etc. all pointing out to the 
bleak life of both men. 

The last stanza is especially important since in this last part the poet delves 
into generalizations and philosophizes about life. The form and the structure of 
the last stanza should be highlighted by the instructor as one long sentence in a 
dramatic monologue on thoughts about how we evaluate ourselves, our worth 
by the way we live. The last line that ends with ‘I don’t know’ is the climax of 
the poem, which is situated at the end, not in the middle as one would expect in 
a traditional form.

The double meaning of ‘I don’t know’ utterance, and its connection to the 
beginning of the stanza ‘That how we live measures our own nature’ bring us 
to the speaker himself, not Mr Bleaney; the speaker does not know how Mr 
Bleaney evaluates himself, he cannot be sure of that; but he knows his own 
worth, he knows how he himself lives. 

Students’ active work on the form and meaning of the poem makes them 
appreciate the poem and the poet’s style in a more informed way which will 
undoubtedly pave the way for them to take pleasure from this experience. 
Richard Bradford’s remark about Larkin’s style and the relationship between 
form and meaning of the poem “Mr Bleaney” is highly relevant at this point: 
“aside from such involuntary functions as breathing, everything we encounter 
causes us to judge it” (Bradford, 2010, p. 228). The text itself, the poem, is the 
object to be translated; the students as active readers and interpreters of the 
poem “react to the poems based on their own experiences, emotions and ideas” 
(Khatib, 2011, p. 168). Only then, the students can feel capable enough to try 
their hands at the translation of that poem and see this act as a pleasurable effort. 
Also, encouraging the students to find and study similar poems in their native 
language and literature will foster in the students a sense of what a poem is, 
so as to be able to create ‘a poem’ in a language other than the language of the 
original poem.
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2.2. Theoretical Background
The second stage of teaching poetry translation to the students of Translation 
departments must involve theoretical investigation. There are various opinions 
on whether studying translation theory is necessary to translate well or not. Many 
practicing translators claim that although they have no knowledge of a translation 
theory or hold no degree in translation, yet, they are capable of translating 
literature adequately and gain recognition for their translations. They may be 
right in their own context, especially if they belong to an older generation of 
translators when translation was not established as a field of academic study but 
regarded as a branch of linguistic and literary study and practice. On the other 
hand, the evolution of translation as a separate and multi-disciplinary academic 
field especially with the cultural turn in the 1980s followed by an increase in 
the research and theorizing of translation along with the opening of Translation 
degree programmes in the higher education institutions created a need and a 
scientific structure for the study and practice of translation. Hence, students 
need to study both aspects of translation since, in the first place, an academic 
study on a higher education level requires the teaching and the acquisition of 
the scientific and theoretical background of the degree to be earned.  Secondly, 
studying the theoretical aspect of translation gives students an insight of the 
accumulated experience and formulations of the translation profession and 
equip the students with the knowledge, skills, and competencies to deal with 
the challenges of the practice and profession of translation. As Pym writes in his 
book Exploring Translation Theories (2014):

awareness of different theories might be of practical benefit when 
confronting problems for which there are no established solutions, 
where significant creativity is required. The theories can pose 
productive questions and sometimes suggest novel answers. .... 
Awareness of a range of theories might also help the translation 
profession in a more direct way. Unfortunately, our educational 
institutions tend to separate theory from practice, often demanding 
a separate course in ‘translation theory’. If necessary, that can be 
done. However, the theories and their implications should still be 
drawn out from a series of practical tasks, structured as discovery 
processes. (pp. 4-5) 

In this study, as mentioned earlier, an integrated approach to the teaching of 
poetry translation in the poetry translation courses coincides with what Prof 
Pym is talking about. In the classroom studies, students must also be introduced 
to the theoretical aspects of poetry translation and literature produced by the 
scholars and poets themselves on this topic. This way, students will have a firm 
ground in their attempts at translating a poem and will feel more confident 
about their selections and choices and about their methods of translation 
during the translation process in class. It may be worthwhile to mention here 
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that Translation theory as a separate course which introduces the students to a 
body of comprehensive theories of translation is given to the students earlier in 
their 3rd year. However, that course does not primarily comprise theories and 
methods of poetry translation as its focus.

This second stage of poetic translation course then may comprise a selection 
of scholarly articles and books on poetry translation which contain valuable 
information on the procedures and methods of poetry translation. James S. 
Holmes, André Lefevere, Susan Bassnett are some of the most distinguished 
scholars and theoreticians in this field, who have contributed greatly to the 
establishment of Translation Studies as an academic field of study and research.  
Theoretical study of poetry translation can be taken up after the Preliminary 
Study and it would be a good idea to ask the students to read these scholars and to 
discuss their suggestions in class now that they have developed a built-in notion 
of how to approach a poem for translational purposes. A comparative study of 
André Lefevere’s seven strategies for poetry translation with those of James 
Holmes’ form-derivative, content-derivative approach to poetry translation can 
engage the studies in a more enjoyable and down-to-earth way to the act of 
translation by practising all these approaches on the text, which is the poem, 
chosen for translation in class. 

Conclusion3. 
To conclude, the preliminary study and theoretical study discussed above in 
this paper taking as its core Turkish students in the departments of Translation 
in Turkish universities propose an integrated approach which brings together 
teaching and exploring in class literary, artistic and aesthetic qualities of the 
poem together with the teaching and practicing of related translational theories, 
methods and approaches in the teaching of poetry translation course. Depending 
on the cultural and linguistic contexts of different countries and their approach 
to poetry translation, this integrated model may be adopted and adjusted to the 
needs of particular students and degree programmes. One thing seems to be 
certain though, for all the students of poetry translation classes everywhere, 
which is, as Landers says, “anyone who can’t read an (English) –language poem 
with feeling and more than surface comprehension is an unlikely candidate for 
poetic translation” (2001, p. 99).
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THE IMPACT OF CLASSROOM ACTIVITIES 
ON THE IMPROVEMENT OF  READING 

SKILLS IN STUDENTS WITH ATTENTION 
HYPERACTIVITY DISORDER (ADHD)

Doğuş Aydın* 

Abstract: ADHD is a disorder diagnosed in 21st century students in a notable manner. 
This increase in diagnosis has recently led the scholars to study these kinds of students’ 
learning skills extensively. Reading as a skill is highly problematic for such students. 
Thus, this research is discussing the classroom reading strategies that must be adopted 
for the students who have this disability. Three students volunteered to participate in 
the research. These students were all diagnosed with the disorder by a psychologist. 
As a result of the research conducted, the students learned how to read strategically. 
The strategies implemented are metacognitive, cognitive and social-affective. Due to 
their application, such students can achieve higher success in reading comprehension 
questions. 

Key  words: attention deficit hyperactivity disorder reading skills, reading 
comprehension strategies, ADHD learning skills, reading comprehension 

Literature Review1. 
ADHD is a developmental disorder characterized by difficulties with inattention, 
impulsivity, and hyperactivity. (Barkley, 1997; DSM-IV-TR, APA, 2000) 
Individuals with ADHD exhibit combinations of the following behaviors:

Fidgeting with hands or feet or squirming in their seat (adolescents •	
with ADHD may appear restless);
Difficulty remaining seated when required to do so;•	
Difficulty sustaining attention and waiting for a turn in tasks, games, •	
or group situations;
Blurting out answers to questions before the questions have been •	
completed;
Difficulty following through on instructions and in organizing tasks;•	
Shifting from one unfinished activity to another;•	
Failing to give close attention to details and avoiding careless •	
mistakes;
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Losing things necessary for tasks or activities;•	
Difficulty in listening to others without being distracted or •	
interrupting;
Wide ranges in mood swings;•	
Great difficulty in delaying gratification. (US Department of Education, •	
2004/2005/2006/2008)

As a result of these behavioral problems, students cannot acquire academic 
skills easily and well in classrooms. This lack of acquiring academic skills can 
be seen with reading comprehension skills extensively. Students cannot possibly 
comprehend the text while reading it. For Bremer and Stern (1976) studies have 
shown that children with ADHD often omit words or phrases, as well as skip 
lines during the reading of a passage. When compared with other childhood 
psychiatric problems, including depression, anxiety and disruptive behavior 
disorders, researchers (Barkley, 2006; Breslau et al., 2009) found that attention 
problems had the strongest impact on a child’s future academic success. (Burns, 
2010) Even after the mechanics of reading have been mastered, many children 
with ADHD have trouble understanding the text, making connections within 
the story, and relating what they are reading to what they already know (http://
www.additudemag.com/adhd/983.html). There could be many causes leading to 
the inability to understand or remember what the students having this problem 
read. Some of them can be categorized as adolescents with ADHD who can 
only comprehend isolated words. Subtle difficulties were observed, however, 
on measures of text reading rate and accuracy as well as on silent reading 
comprehension, but scores remained in the average range. (Ghelani, Sidhu, 
Jain and Tannock, 2004) Children with ADHD often have difficulty sustaining 
attention, blocking out distractions of both an internal and external nature, 
understanding and organizing thought patterns, and recalling information 
while reading text (Zentall, 1993). As a result, children with ADHD often have 
difficulties with remembering what they read. This weakness in comprehension 
is further compounded by poor strategy use (Levine, 2002). The performance 
of children with ADHD, without comorbid language impairments, declined 
as the length of the passage increased (Cherkes-Julkowski et al., 1995). US 
Department of Education suggests (2008) to break down assignments into 
smaller, less complex tasks. For example, allow students to complete five math 
problems before presenting them with the remaining five problems. The ADHD 
group had lower scores on silent reading comprehension relative to the normal 
controls, but their scores were also within the average range. Our findings for 
the ADHD group are similar to those of a recent study (e.g. Willcutt et al., in 
press) that reports lower scores for the ADHD group (albeit still within the 
average range) than for a normal control group on silent reading comprehension. 
Subtle difficulties were evident for adolescents with ADHD on measures 
of text reading accuracy and reading rate for words and text. In Ghelani et 
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al. (2004) research, ADHD students did not show any problem with reading 
comprehension. However, there were problems with accuracy and fluency. That 
is, their scores on these measures were within the average range although lower 
than those of the normal controls and, in some cases, lower than the normative 
sample mean (i.e. Mean ¼100, SD ¼ 15). (Ghelani et al. 2004)  

Methodology2. 
Three subjects were selected to participate in the research to come up with 
good results. The initial cause of this was to gain a better insight into the effect 
of learning strategies on the subjects who have been chosen. Their ages ranged 
from nine, ten and eleven respectively and two of them were girls. Another 
factor that might have affected the research was the fact that one of three was 
educated in a private school; whereas, the rest of the students were studying in 
public schools. The reason why this was considered significant was the approach 
of the teachers who may have had a better impact on ADHD children. Silent 
reading was applied during the research. As the first step of the research, all 
these students were given a text suitable for their level of English. All possible 
classroom distractors in the classroom environment were removed to prevent 
the students from being distracted and losing concentration on the text. The 
second step of the experiment was to ask them to read the text silently and as 
the following they were asked to answer five comprehension questions about 
the text. They were not allowed to reread after or before the comprehension 
questions. After reading the text, they were interviewed to understand how they 
had read.

At the beginning, the students were warned that they would be asked 
comprehension questions related to the text. The accuracy rate evaluated in the 
answers of all the three students were surprisingly similar. One of the questions 
was correct and four incorrect.

After clarifying the students’ deficiency in reading comprehension, the following 
step was to conduct an interview with each student by asking several questions. 
At the beginning of the interview, the aim of it was told to the students with a 
simple language as in the following way ‘This would help you in your reading 
activities that you have lack of.’ After making the students aware of the fact that 
they needed help, the interview questions were more effective as the questions 
of the interview below were selected with the aim of leading the students to be 
aware of how they can be better at reading comprehension. 

Interview Questions3. 
1.How do you read texts and books? 

2.How long can you read a book without stopping?
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3.What do you do if you don’t know the meanings of the words in a text?

4.Where do you read at home?

5.How fast can you read?

6.What do you do to understand the book if you don’t like it?

7.What do you try to learn about the book before you start reading?

Students’ answers gave us new ideas about improving their reading skills which 
was to teach them reading strategies. 

Result and Discussion4. 
Before the experiment all objects which could potentially distract students from 
doing the tasks were removed from the classroom. Students’ behavior while 
reading was observed with the aim of detecting and describing their specific 
reactions. First, their eye movement was not focusing on what they were 
reading. It was realized that they were not sometimes looking at the text. One of 
the students was even drawing something on the paper while reading by putting 
the text aside. Therefore, observing the students closely and trying to make eye 
contact with them during the class can be the roles that a teacher should play to 
improve their concentration on the task that they are performing. 

The observations continued by noticing that the students were disturbed if there 
was a noise. Moreover, they were asking the teacher unrelated questions while 
they were reading by giving themselves a short break. It was noticed that they 
were not thinking of what they were reading if the text was not motivating at 
all. That is why, motivation was one of the most essential point of a reading text 
otherwise they could be easily distracted. As a conclusion of these observations, 
having eye contact with them during the class, giving them motivating text or 
letting them free to choose the text that they want to read would be the roles 
of the teacher to conduct an efficient class in the classroom to improve such 
students’ reading comprehension skills. 

The interview revealed significant findings as well. When the first question was 
asked with the aim of understanding what students thought, the first student 
commented on the question by saying that she looked at the pictures and 
underlined the words and did not attempt to translate. The second student who 
was aged 10 made a similar statement as the first by saying that her attention 
was distracted by the pictures. Furthermore, she said that she could understand 
better if she read aloud. The third also remarked that he did not focus on the 
words too much. He rather focused on the pictures and read fast. A note worth 
mentioning was that while the interview questions were asked, the researcher 
was trying to relieve the students and lead them to give the most accurate 
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answers. Otherwise, it could be probable that they would answer the questions 
in terms of teachers’ expectations or social norms.

The second question was easy to be misinterpreted by the children and they 
replied with the words that a teacher would like to hear. However, when they 
were warned that they should give the true answer, they started commenting. 
The first student commented that she could not read for more than 15 minutes. 
If she did, she would be bored so she would not understand well. The second 
student said that she could read for 30 minutes without stopping. The reason 
why she could read longer was her positive attitude towards reading that had 
been observed by the researcher for 2 years while they were studying together. 
The third had the chance to read more as he had learned to read with the help of 
his mother at an early age. Therefore, his answer was quite different from those 
of the others. He told that he could read till the end of the text or book if it were 
attractive. These findings indicated that the students paid attention to something 
that was more interesting. As a response to the answers of the students for this 
question, a strategy was taught to them namely making them read chapter by 
chapter and summarize what they learned. A cognitive skill to summarize 
is an essential step for ADHD students to acquire. As one subject asserted, 
she understood better when she read by separating the text into smaller parts. 
Therefore, it was significant to split the text into smaller parts. 

The following question displayed another factor that children with ADHD are 
affected by. The first student responded to the third question that she pretended 
as if she underlined the words in her mind. This meant that she was skimming 
through her mind if the words had more importance in the context. She could 
guess the meaning of the whole well enough by understanding the separate 
words. The second and third students also did the same. They all indicated 
that they obtained the meaning from the context clearly as they paid attention 
to more important words. However, they did not pay attention to details while 
processing the information. This led them not to get the main gist of the text or 
understand the detailed meanings. As a solution to this problem, the students 
should be encouraged to use social-affective strategies which are self-talk or 
collaboration. While talking to themselves or with others in the classrooms, 
they could be confirming or noticing the minor details or main gist of the text. 

Another question showed that they all could not read at a place where everything 
was put in an order such as a desk on which all the notebooks, pencils or books 
were placed in an order. On the contrary, they were looking for a place where 
they could do two things simultaneously for instance a sofa where they could 
read and watch TV at the same time. The first student told that she tried to read 
at the table due to the fact that she was asked by her parents. However, she would 
like to read on the sofa. The second student generally preferred reading in her 
room. The third read in bed where he could take a nap while reading. However, 
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all these ways of reading could not prove to be useful. For a better result, the 
students’ parents can be asked by teachers to encourage their children to read 
at the table in their room on which no distractors can be found like phone, 
computer, unrelated books or such things. This can make them concentrate on 
reading. As motivation is significant and independent learning environment can 
be aimed to be created, extensive reading activities should be encouraged by 
teachers and parents for the students with ADHD. 

The first student answered the fifth question by explicitly emphasizing that she 
did not find many things worth reading. Thus, she did not feel encouraged to 
read and she preferred looking at the pictures rather than reading. The second 
subject said that she did not read so fast. Instead she struggled to understand 
better. The third had a similar answer. However, he also read fast if the topic 
were not motivating. The children with ADHD tend to read faster if the texts 
or books are not attractive enough. Thus, it is more important to let them read a 
more enjoyable one. The sixth question was related to the fifth one. All students 
gave similar answer which supported the idea that the text should be motivating 
to make them scan and read intensively. 

The seventh question was anticipated beforehand and they all gave similar 
answer indicating that they did not make any effort related to the pre-reading 
activities such as checking the topic and the author. Hence, the strategy that was 
used was to make them read about the topic on the internet and enable them to 
activate their schemata. This schemata activation strategy could help them be 
better at reading comprehension skills.  

To sum up, it was understood in this experiment that these kinds of students 
read poorly, and the reading strategies can make them acquire better reading 
comprehension skills. Teaching reading strategies would help them in their 
reading skills. As Ghelani et al. (2004) have suggested, reading comprehension 
difficulties have been identified in two common and frequently overlapping 
childhood disorders: reading disability (RD) and attention-deficit/hyperactivity 
disorder (ADHD). The essential problems that arise while ADHD students try 
to read is that they cannot scan, skim through properly, understand the main gist 
of the text, do intensive reading, concentrate well. The facts that underlie these 
inabilities are the ADHD students’ reflexes. 

To list what should be done in the classrooms, it can be worth saying that 
diagnosing child with ADHD among others in the classroom is the first thing that 
a teacher should do before building up the strategies. As the students with this 
disorder can show certain behaviors like fidgeting with pen, holding something 
in their mouth, not having eye contact easily, thinking of something else, not 
being active listener despite watching you, being interested in something else 
while performing a classroom task and being distracted easily, they can be easy 
to be diagnosed. After the diagnosis, an individualized program should be made 
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for such students. The classroom materials can be based on what they like, 
and they can be free to choose the text they like accordingly. For instance, 
Extensive reading activities can be encouraged for developing students’ reading 
skills. Third, teacher should contact the students’ parents and teacher and 
parents can work together. Places which are quiet and free of distraction should 
be provided with the help of the parents. On condition that these students are 
better independent learners, this process can be more influential as they can 
work individually without the distraction of others. However, it should not be 
understood wrong because the social-affective strategies and interdependency 
between student and teacher should not be underestimated. For instance, these 
students should be encouraged to summarize what they have understood and 
tell their parents or teachers at regular intervals while or after reading. This can 
be a good example of collaboration for them. It can also make them sustain their 
attention. Furthermore, self-talk can be encouraged, as well in order to confirm 
whether they have understood the part they have read or not. Finally, reading 
strategies which are cognitive, metacognitive and social-affective should be 
taught them by the teacher in the classroom to get more positive results on 
reading comprehension skills. 

Further Suggestions 5. 
The students with ADHD can gain some positive results in reading that is 
crucial for them to understand new knowledge. Hence, the strategies have to 
be implemented by the teachers and parents. They should learn how to read 
properly. Separating the texts into smaller units, excluding the student from 
the surrounding in the place where he/she is reading, and summarizing are 
key points that can be achieved with better scanning and intensive reading. 
Furthermore, another role of teachers and parents is to provide with the students 
more motivating texts and books. For the classroom teaching, individual 
Education System (IES) is another step that has to be maintained. The children 
must be individualized within the group. Another point which can be taken into 
consideration is that the children should be encouraged to read aloud rather than 
silently as it is inferred from their comments during the interview. 
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TEACHERS’ PERCEPTIONS OF THE ROLE OF 
PRAGMATICS IN THE EFL CLASSROOM

Irina Ivanova*

Abstract: The need to prepare foreign language learners for successful cross-cultural 
communication increases the importance of developing their pragmatic competence. 
However, due to different factors, classroom procedures are still largely dominated by 
form-focused instruction and manipulation, and the focus on pragmatic phenomena 
remains somewhat neglected or marginalised. The present study looks into teachers’ 
awareness of the pragmatic domain and its impact on their attitudes and approaches 
to developing the pragmatic component of communicative competence. Data analysis 
showed that most of the teachers are aware of the main issues involved in teaching 
pragmatic competence. They were able to name different speech acts and give a variety 
of appropriate examples. However, about 43% couldn’t name any speech acts or gave 
wrong answers. Teachers’ awareness of pragmatic appropriacy was demonstrated in 
the extensive lists of topics and behaviours which they considered inappropriate in 
cross-cultural encounters.

Key words: pragmatics, awareness, attitudes, foreign language teaching

Introduction1. 
The trends of globalisation and the increasing role of intercultural communication 
are constantly posing new challenges to foreign language teaching. One of the 
aspects which is of primary importance in school education is the focus on 
language use in various social contexts and the students’ ability to understand 
and produce language which is not only correct, but is also appropriate to 
those contexts. Whereas classroom instruction focuses mainly on students’ 
understanding of semantic information, carried by language items themselves, 
pragmatic phenomena in general “involve information that is generated by, or 
at least made relevant by, acts of using language” (Bach, 2006, p.148). The need 
for an increased awareness of language in use is invariably linked to a change 
in the attitudes towards cultural differences, and the acceptance of existing 
diversity in communication styles and strategies employed by representatives 
of different cultures.

Although the focus on pragmatics is part of instructed language learning, it 
does not figure prominently in research literature, mainly due to the “relative 
neglect of pragmatics in second language acquisition in general” (Rose, 2005, p. 
385). The main issues addressed are the teachability of pragmatics, the relative 
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benefits of instruction versus exposure, and whether different approaches to 
instruction yield different results (Rose, ibid). A similar neglect characterises 
the treatment of non-verbal communication, and the interpretation of non-verbal 
acts, such as, for example, the multiple possible meanings of a handshake, which, 
depending on the contexts might be considered greeting, introduction, sealing a 
deal, congratulations, or bidding farewell (Bach, 2006).

Recent research in the area of pragmatics tends to adopt a larger frame, 
extending beyond the limitation of cross-cultural studies of isolated speech acts 
and politeness phenomena viewed as static entities which ignore human agency 
(see LoCastro, 2012). As Larsen-Freeman (1997) points out, a more adequate 
holistic approach to second language acquisition sees language structures as 
inherently tied to the social contexts they are used in. Moreover, a modern view 
on pragmatics emphasises achievement and success, and avoids focusing on 
instances of pragmatic failure. However, appropriate pragmatic perception and 
production is difficult to achieve without the active intervention of the teacher, 
who is seen as a major source of carefully measured explicit instruction. As 
research evidence shows, simple exposure to target language pragmatics is 
insufficient as students in general fail to notice context-based pragmatic features 
(see Schmidt, 1993; Bardovi-Harlig, 2001). 

The evidence for the teachability of pragmatic features, as well as the positive 
results from using instruction rather than simply relying on exposure, raise the 
importance of the teacher as a source of information and facilitator, especially 
in educational contexts where English is a foreign language and is not widely 
spoken in a country. As Erton (2017, p.176) points out, “teachers play a significant 
role in developing the students’ pragmatic awareness and, in most cases, they 
become the only role model”. Hence the need to research teachers’ awareness 
of pragmatics, its nature and scope, and the way they can provide pragmatic 
instruction to their students.

Previous research in the field2. 
One of the most comprehensive recent studies of teachers’ knowledge, beliefs and 
practices in teaching interlanguage pragmatics was conducted by Ishihara (see 
Ishihara, Cohen, 2010). She identified the following key aspects of knowledge: 
pragmatic variation and pragmatic norms in the target language, and meta-
pragmatic knowledge how to teach and assess pragmatics and pragmatic ability. 
Teachers also need to be aware of learners’ identities, cultures, proficiency, and 
be familiar with the pragmatic-focused curriculum and the role of L2 pragmatics 
in educational contexts.

In research literature pragmatic competence is closely linked to pragmatics, 
defined by Leech (1983) as the study of how utterances have meanings in 
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situations. Crystal (1997) puts forward another feature of pragmatics, namely 
the fact that it studies language “from the point of view of users, the choices they 
make, the constraints they encounter in using language in social interaction, 
and the effects their use of language has on other participants in the act of 
communication” (Crystal, 1997, p. 301).  According to Richards and Schmidt 
(2002), pragmatics is the study of the use of language in communication, 
particularly the relationships between sentences and the contexts and situations 
in which they are used. It studies the way in which the interpretation and use of 
utterances depends on our knowledge of the real world; the way speakers use 
and understand speech acts; and the way the structure of sentences is influenced 
by the relationship between the speaker and the hearer.

The term pragmatic competence was first used by Chomsky (1980, p. 224) 
to indicate the “knowledge of conditions and manner of appropriate use in 
conformity with various purposes”. He distinguished it from grammatical 
competence which was limited to the knowledge of the language form and 
meaning. Canale and Swain (1980) included pragmatic competence in their 
model of communicative competence, and defined it as the knowledge of 
contextually appropriate language use. In a later work Canale (1988) described 
pragmatic competence as including illocutionary competence (the knowledge of 
the pragmatic conventions), and sociolinguistic competence (knowledge of the 
sociolinguistic conventions) for performing language functions appropriately 
in a given context. Pragmatic competence was a key component in Bachman’s 
model of language competence (1990), where it stood for the ability to use 
the language to express a wide range of functions, whose illocutionary force 
depended on the sociocultural context in which they were uttered. Pragmatic 
competence was further described as consisting of the speaker’s ability to use 
language for different purposes; the listener’s ability to get past the language 
and understand the speaker’s real intentions; and the command of the rules by 
which utterances come together to create discourse (Bialystok, 1993).

More recent researchers (see Rose, 1999; Kasper, Rose, 2001) agree with the 
earlier distinction (see Thomas, 1983; Leech, 1983) between pragmalinguistics 
(the ability to use available linguistic resources) and sociopragmatics (the 
social perceptions underlying participants’ interpretation and performance of 
communicative action).

The study of pragmatics is invariably linked to speech acts and the levels of 
their realisation, called locutionary, illocutionary and perlocutionary, and 
described by Austin (1975) as what one is saying, what one does in saying it, 
and what one does by saying it. Successful communication is based not only on 
recognising the meaning of a message and interpreting the speaker’s intentions, 
but also in performing, or complying with it through relevant behaviour. Based 
on Austin’s (1975) and Searle’s (1976) classifications of speech acts, Bach and 
Harnish (1979) differentiate between four types: 
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1.  Constatives, such as affirming, alleging, announcing, answering, attributing, 
claiming, classifying, concurring, confirming, conjecturing, denying, 
disagreeing, disclosing, disputing, identifying, informing, etc.

2. Directives, such as advising, admonishing, asking, begging, dismissing, 
excusing, forbidding,

instructing, ordering, permitting, requesting, requiring, suggesting, urging, 
warning, etc.

3. Commissives, such as agreeing, betting, guaranteeing, inviting, offering, 
promising, refusing, volunteering, etc.

4. Acknowledgments, such as apologizing, condoling, congratulating, greeting, 
thanking, accepting, etc.

Another area of study of pragmatics is the interrelation between speaker’s 
intentions in using a speech act and its effect on the listener’s self-image. This 
effect is addressed by the politeness theory, first proposed by Brown (1987), and 
linked to idea of face-threat and imposition, and the need to mitigate them by using 
different politeness strategies. More recently, there have been attempts to extend 
politeness theory to cover impoliteness (see Culpeper, Bousfield, Wichmann, 
2003), who propose a set of impoliteness strategies that mirror Brown’s politeness 
strategies. For example, they propose bald on record impoliteness used when the 
speaker makes it obvious that he or she is threatening someone’s face. Similarly, 
positive impoliteness threatens the listener’s positive face by making him or her 
feel excluded or unvalued, whereas negative impoliteness threatens listener’s 
negative face by creating negative associations, interrupting or restricting his or 
her freedom to speak. In addition to these forms of direct impoliteness, here is 
also indirect impoliteness, which can be achieved through insincere politeness, 
sarcasm, or not performing the expected polite speech act.

Research questions and data collection3. 
The article presents and discusses the results of a survey conducted with 30 
teachers of English who work in secondary schools in the town of Ruse and Ruse 
region in North-East Bulgaria. The aim of the survey was to research teachers’ 
awareness of pragmatics and its role in foreign language teaching and learning. 
Given the fact that pragmatics is somewhat neglected in course books, or at 
least not explicitly taught or brought to the foreground, I expected to find some 
problems and gaps in teachers’ knowledge and awareness of pragmatic issues. 
The survey was conducted immediately before a training seminar, organised by 
the local inspectorate as part of teachers’ continuous professional development 
plan. The teachers had about 30 minutes to answer the questions in the survey, 
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so they didn’t have time to research their answers, and had to rely entirely on 
their prior knowledge and experience.   

The survey included both open-ended questions and statements to which 
teachers had to agree or disagree (see Appendix 1). They had to define pragmatic 
competence and name some speech acts which language learners need to 
acquire as part of foreign language curriculum. The teachers were also asked 
to reflect on their teaching approaches and preferences in addressing politeness 
issues in class. The statements to which they were asked to agree or disagree are 
related to their familiarity with pragmatics, their beliefs about its importance, 
their own pragmatic competence, and the treatment of different politeness 
phenomena, such as pragmatic norms, errors, appropriateness, as well as the 
effect of polite or impolite verbal behaviour. The teachers had to give examples 
of three common speech acts: polite request, refusal and apology, and examples 
of inappropriate in the target culture conversation topics, verbal and nonverbal 
behaviour. The speech acts in the survey were chosen as they represent three 
of the most common communicative acts: directives (requests), commissives 
(refusals) and acknowledgements (apologies). The first two are considered 
inherently threatening to the negative face of the listener, as the speaker, 
especially in making requests, limits the listener’s freedom to act by trying to 
commit the addressee to an action, or prohibiting action on their part. Brown 
(1987) suggested three strategies for mitigating the face threat in such cases: 
negative politeness, which reduces the magnitude of the imposition and shows 
respect for the listener’s negative face; positive politeness, which emphasises the 
listener’s positive face, and indirectness, which gives the speaker an option to 
refuse or object. One of the reasons for including this question in the survey was 
to see if the teachers are aware of these strategies in choosing their examples. 

Lack of politeness can also be manifested in choosing culturally sensitive or 
inappropriate conversation topics, or by behaving in a way which representatives 
of other cultures might find rude or offensive. Questions 5 and 6 were aimed at 
identifying teachers’ awareness of such topics and behaviours. 

To sum up, raising awareness of pragmatics is the first step in helping teachers 
make use of the links between interlanguage pragmatics and second language 
acquisition.

Data analysis and discussion4. 

4.1. Defining pragmatic competence
In the first question the teachers had to define pragmatic competence. 7 out of 
30 teachers (about 23%) did not provide a definition, which suggests that they 
either did not know what it is, or were not sure how to define it. In general, the 
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responses show that most teachers are familiar with some of the key aspects 
of the concept. However, some of the definitions they gave were too general, 
incomplete or vague (the ones marked with * below). Here are examples of how 
the teachers defined pragmatic competence:

ability to use language effectively according to the situation or topic •	
ability to use knowledge in real-life situations•	
expressing oneself in an appropriate way*•	
communicative competence involving “paralinguistic instruments” - •	
verbal and non-verbal interaction*
ability to use the language* •	
ability to use language appropriately*•	
ability to use appropriate language in real-life situations in a certain •	
cultural background
it is linked to situational use•	
it means asking the right questions in the situation*•	
the ability to use language for meaningful communication*•	
the ability to act adequately in real-life situations using the foreign •	
language
it is linked to learning rules and studying examples*•	
using the language fluently in real-life situations•	
practice-based learning*•	
using one’s knowledge and skills correctly and appropriately.•	

4.2. Awareness of speech acts
In response to question 2 the teachers named a variety of speech acts. The 
average number of speech acts each teacher named was 3 to 4. The speech 
acts (or, as they are called in most course books, language functions) which the 
teachers mentioned were as follows (the number next to the speech act indicates 
how many teachers gave this answer):

greeting someone - 4 •	
making excuses - 3•	
making proposals - 2•	
apologies - 2•	
complaints - 2•	
giving opinions•	
saying goodbye •	
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asking for help •	
asking for information•	
asking questions - 2•	
offers•	
expressing agreeing/ disagreeing•	
comparing•	
giving introductions•	
making suggestions•	
giving and following instructions•	
guessing, •	
expressing wishes.•	

About 13% of all teachers could not name any speech acts, and about 30% 
gave wrong or irrelevant answers, which shows that a lot of teachers do not 
understand what a speech act is. Some of these answers were:

to be able to understand when they listen and read*•	
to represent ideas in a creative way*•	
to prove they know the language when they speak*•	
to speak on different topics, such as internet, technologies, fashion*•	
dialogues, simulations, problem-solving tasks*•	
to be able to communicate and deal with information*.•	

In two responses speech acts were confused with situations in which 
communication takes place: in a shop, on the phone, in an interview. The figures 
confirmed my expectations that some of the teachers might lack knowledge of 
pragmatics, and speech acts in particular. However, the number of teachers who 
had problems with pragmatics was larger than expected. 

4.3. Beliefs and practices in teaching pragmatics
In the third part of the survey, the teachers had to agree or disagree with 
some statements related to their beliefs and practices in teaching pragmatics, 
and some of its key aspects, such as politeness, pragmatic appropriateness, 
pragmatic norms, impolite and aggressive behaviour. The table below shows 
the teachers’ responses in %. The numbers from 1 to 5 stand for: 1. strongly 
disagree, 2. disagree, 3. neither agree nor disagree, 4. agree, and 5. strongly 
agree, respectively.
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Table 1. Teachers’ beliefs about pragmatics in %

1 2 3 4 5
1. I am familiar with the concept of pragmatics. 7 7 14 65 7
2. Pragmatic competence is important for language 
learners. 0 0 14 28 58

3. I evaluate my own pragmatic competence as very 
good. 4 0 26 56 14

4. The instruction of pragmatic competence should 
be part of an effective language teaching program. 0 0 14 48 38

5. Learners’ pragmatic competence should be part of 
an effective language testing program. 0 4 23 50 23

6. I make my students aware of the significance of 
pragmatic competence in language learning. 4 0 23 50 23

7. I draw my student ’s attention to pragmatic 
appropriateness. 4 4 26 50 16 

8. I correct learners’ pragmatic errors systematically. 0 8 38 50 4
9. Politeness is an important aspect of pragmatics. 0 0 23 40 37
10. Politeness is culture-specific. 0 0 23 33 44
11. It is important for students to be aware of 
politeness norms when speaking English. 0 4 8 22 66

12. Students sensitive to impolite or aggressive verbal 
behaviour. 0 4 22 37 37

The figures show that more than 70% of the teachers think that they know what 
pragmatics is. The remaining 30% fall into two groups: those who are not familiar 
with it, and those who are not sure how much they know about it. Irrespective of 
some teachers’ lack of knowledge in the field, about 86% agree that pragmatic 
competence is important for language learners. 70% of teachers evaluate their 
own pragmatic competence as very good, which corresponds to the figures 
for their familiarity with pragmatics. Most respondents think that pragmatic 
competence should be taught and tested as part of an effective language teaching 
programme. This is further supported by teachers’ personal commitment to 
raising students’ awareness of pragmatics and pragmatic appropriateness. 
However, about half of the teachers (46%) admitted to not treating students’ 
pragmatic errors systematically. 77% of all teachers agree or strongly agree that 
politeness is an important aspect of pragmatics and that it is culture specific. 
The highest percent of teachers (66%) strongly agree that it is important for 
students to be aware of politeness norms when speaking English. However, 
fewer of them believe that students are sensitive to impolite or aggressive verbal 
behaviour. The last finding supports the idea that it is necessary to explicitly 
draw students’ attention to ways of avoiding impoliteness and aggression in 
communication, especially in cross-cultural encounters.
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4.4. Sampling key speech acts: requests, refusals and apologies
In the next part of the questionnaire the teachers had to give examples of three 
speech acts, which are frequently taught and featured in course books: polite 
requests, polite refusals and polite apologies. As research shows, some speech 
acts, such as requests, receive more attention than others (Barron, 2003; Achiba, 
2003; Schauer, 2006), and in general, lower proficiency learners use more direct 
requests than the higher proficiency learners (Hill, 1997). There are 5 stages 
in the development of requests, including pre-basic, formulaic, unpacking, 
pragmatic expansion and fine-tuning (see Kasper, Rose, 2002). The examples 
teachers gave reflect these stages and can be divided into two types: 1. phrases 
for asking other people to do things, and 2. asking to do things oneself. Here 
are some of the examples teachers gave for polite requests (if more than one 
teacher gave the answer, the number is given in brackets):

Type 1:
Could you + verb (4)•	
Can you + verb (3)•	
Could you possibly + verb •	
Would you mind + verb + ing (3)•	
Would you + verb (4)•	
Would you ... please•	
Would you like to + verb•	
Will you be so kind to + verb* (4). •	 All the examples of this phrase were 
incorrect, with missing as: cf. Will you be so kind as to + verb. 
Will you ....please•	
Do you mind + verb + ing•	

Excuse me + could you, can you, will you...•	

Type 2:
Can I + verb (4)•	
Could I + verb (4)•	
Would you mind if I + verb (2)•	
May I + verb ..., please (2)•	
May I + verb•	

Excuse me + may I, can I...•	

In general the teachers gave a variety of appropriate examples, which shows 
that they are familiar with this speech act and the different ways in which it can 
be expressed with a varying degree of politeness. However, there were some 
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inappropriate examples, which sound more like offers to do something, rather 
than polite requests: 

Could I offer you a drive?*•	
Shall I help you?*•	
Shall I open the window?*•	

May I help you?*•	

As a commissive face-threatening act, refusals could threaten the negative 
face of the listener, as they require refraining from future action. They can 
also threaten listener’s positive face as they constitute rejection (see Barron, 
Warga, 2007). Being a second pair part in a conversation exchange, refusals 
depend on the initiating phrase, which can be a request, suggestion, invitation 
or offer. Bebee, Takahashi and Uliss-Weltz (1990) categorize refusals depending 
on the degree of directness they express into semantic formulas and adjuncts. 
Direct semantic formulas consist of performative refusals (I refuse...) or non-
performative statements (I can’t...; I don’t think so...). Indirect refusals might 
be phrased as apologies, regrets, wishes, excuses, reasons or explanations 
for not complying with the request, suggestion, etc. They can also suggest an 
alternative, or promise future acceptance. The adjuncts that might be added 
to both direct and indirect refusals can express positive opinion, empathy, 
gratitude, appreciation of the first pair part, or just be fillers, like uh, well, 
oh, etc. (see Bebee et al., 1990). Some of the examples for polite refusals the 
teachers gave involve:

Sorry, I can’t + verb•	
I’m afraid I can’t + verb•	
I’m terribly/really/very sorry, but...•	
I would love to, but...•	
I’m afraid this is beyond me•	
Sorry + explanation (Sorry, but I’m very busy today)•	
Sorry + promise (Sorry, I’ll do it another time)•	
Sorry, I’d rather not•	
Unfortunately I can’t + verb•	
I would be glad, but...+ explanation•	

I wish I could but...+ explanation•	

There were a few inappropriate examples, which are either wrong in terms of 
language, or do not express the speech act of refusal, such as:

I wish I would help you*•	
I won’t be able to help you*•	
I don’t think so*•	
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I’m sorry I couldn’t come*•	

In Bach and Harnish’s typology (1979), the speech act of apology is defined 
as belonging to the class of acknowledgements, together with condolences, 
congratulations, greetings, thanking, accepting, etc. Previous studies on 
apology, such as Bergman and Kasper (1993), Blum-Kulka et al. (1989), Olshtain 
and Cohen (1983), Trosborg (1987), and Rose (2000) suggested that the use of 
apology strategies is closely linked to learners’ proficiency level and is context-
specific.  Research also suggests that the acquisition of L2 apology starts from 
the formulaic stage, in which learners acquire the routine formula expressing 
regret (I’m sorry/ sorry) first and then with increasing proficiency combine the 
formulaic Sorry with other apology adjuncts (Chang, 2009). However, some 
studies found that even when having access to a full range of apology strategies, 
beginners cannot master culture-dependent strategies. Peneva (2016) maintains 
that the teachers should first explain the semantic meanings of different apology 
patterns (e.g. Sorry, I apologise, I regret), making clear the feelings they refer 
to (e.g. guilt, regret, shame, etc.), and then clarify the form, or the syntactic 
patterns they can have. Learners also need to be made aware of the significance 
of social power, social distance and imposition when choosing the right form of 
apology. Further research is needed in order to understand whether the low use 
of some apology strategies such as request for forgiveness and lack of intent is 
due to L1 transfer (Chang, 2009).

The examples given by the teachers in the present survey confirm that in order to 
make the apology more polite, the speaker needs to add an explanation, promise 
or an intensifier, such as very, really, terribly. Here are some of the examples 
teachers gave:

I’m sorry. How impolite of me.../how careless of me •	
I’m sorry. It’s my fault•	
I’m sorry. I’ll be more careful next time•	
I’m really sorry for.../ about...•	
I apologise for...•	
Please accept my apologies•	
I’d like to apologise for...•	
I do apologise for...•	
I’m sorry for bothering you...•	

I beg your pardon•	

There were a few wrong answers, such as:
I regret to tell you...*•	
Sorry to bother you*•	

I’m afraid I can’t...*•	
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4.5. Inappropriate discussion topics, verbal and non-verbal behaviour 
Pragmatic appropriacy concerns not only the use of speech acts but also 
speakers’ awareness of conversation topics and small talk which can be sensitive 
or abusive for representatives of a different culture. Teaching materials often 
feature appropriate discussion topics and give students useful language in the 
form of ready-to-use phrases and conversational gambits which they can use 
in certain contexts. Some course books even draw students’ attention to topics 
which they have to avoid or be careful with in cross-cultural communication. 
For example, the Cambridge University Press course book English Unlimited 
Elementary, in its Across cultures section raises learners’ awareness of topics, 
which “are OK or not OK to talk about with people you don’t know very well” 
(Tilbury, Clementson, Hendra, Rea, 2013, p. 31). The suggested topics involve 
age, religion, money, work, politics, health, home, and family.

In the present survey, 5 of the teachers did not answer the question. The other 
25 listed the following topics as inappropriate when speaking with British 
or American people (the number of times a topic is mentioned is given in 
brackets):

money/ salary (8)•	
Brexit (when speaking with British people) (7)•	
religion (5)•	
personal questions (4)•	
politics (4)•	
gender issues (3)•	
migrants (3)•	
ethnicity (skin colour, origin) (2)•	
history (talking about Bulgarian history with foreigners who don’t know •	
much about it) 
the mafia•	
slavery (with American people)•	
Vietnam war and Middle-East conflicts (with Americans)•	
racism/ white supremacy (with both Americans and British)•	
insulting the Queen or the monarchy (with British)•	
president Trump (with Americans)•	
British colonial past•	

treatments of Native Americans in the USA•	

The teachers were less sure about inappropriate verbal and non-verbal behaviour 
in cross-culture communication. One third of them did not answer the question. 
The other suggestions involve:
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It all depends on the situation and the participants in communication•	
impolite or rude language•	
calling someone who is Irish or Scottish English•	
mockery•	
loud laughter or speech•	
sexist language•	
verbal attacks on the Royal family•	
using slang•	
two-fingers gesture (V-sign with the palm facing inward)•	
middle finger•	
excessive gesticulation•	

nodding and shaking head the Bulgarian way to confuse foreigners•	

Conclusion and implications5. 
The results of the survey showed that the majority of teachers are aware of the 
main issues involved in teaching the pragmatic component of communicative 
competence. Their definitions of pragmatic competence show familiarity with 
the key aspects of the concept, although some of the definitions were too general, 
incomplete or vague. This might be due to the fact that in their practice teachers 
do not need to demonstrate declarative knowledge of pragmatics by providing 
definitions; it is sufficient for them to be aware of what pragmatic knowledge 
involves and how it can be turned into input for students effectively. 

More than half of all teachers were able to name at least four different speech 
acts, but it is worrying that about 43% of them couldn’t name any speech acts or 
gave incorrect answers. This might be explained by the fact that the term speech 
act is mostly avoided in course books, whose authors give preference to terms 
like grammar and functions. Another explanation might be that a course in 
pragmatics is not an obligatory part of future teachers’ pre-service preparation, 
in which the emphasis lies on studying morphology, syntax, and semantics. 
Although a lot of of teachers had problems listing a variety of speech acts, 
they managed to give appropriate and varied examples of requests, refusals and 
apologies. 

As for the teachers’ beliefs about pragmatics, it is important that irrespective of 
some gaps in their knowledge in the field, about 86% of the teachers agree that 
pragmatic competence is important for language learners and should be taught 
and tested as part of any effective language teaching curriculum. Most teachers 
thought that politeness is an important culture-specific aspect of pragmatics, 
and students need to be aware of the target language politeness norms. The 
teachers gave a variety of appropriate examples, demonstrating their familiarity 
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with the respective speech acts and the different ways in which they can be 
expressed with a varying degree of politeness. 

Teachers’ awareness of pragmatic appropriacy was demonstrated in the 
extensive lists of topics and behaviours which they considered inappropriate in 
certain cross-cultural encounters. This awareness is a prerequisite for increasing 
learners’ intercultural knowledge and preparing them for successful functioning 
in multi-lingual and multi-cultural environments. However, as Eslami-Rasekh 
(2005, p. 207) points out,  “it is essential that learners be informed of the various 
options offered by the pragmatic system of English without being coerced into 
making particular choices regarding those options”. The teachers themselves 
admit to finding it difficult to treat students’ pragmatic errors systematically. 
This implies that further work is needed to equip them with knowledge and 
skills which will help them solve this problem and sensitise their students to 
the negative effects of impolite or aggressive verbal behaviour. This supports 
the idea that it is necessary to explicitly draw students’ attention to ways of 
avoiding impoliteness and aggression in communication, especially in cross-
cultural encounters.
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Appendix 1

Questionnaire for teachers
1. What is pragmatic competence?

2. Can you name some speech acts/ language functions which students need to 
acquire in English?

3. To what extent to you agree with the following statements:
(1. Strongly Disagree 2. Disagree 3. Neither Agree nor Disagree 4. Agree 5. Strongly 
Agree)

1 2 3 4 5
1. I am familiar with the concept of 
pragmatics. 

2. Pragmatic competence is important for 
language learners.

3. I evaluate my own pragmatic competence 
as very good.

4. The instruction of pragmatic competence 
should be part of an effective language 
teaching program.

5. Learners’ pragmatic competence should 
be part of an effective language testing 
program.

6. I make my students aware of the 
significance of pragmatic competence in 
language learning.

7. I draw my student’s attention to 
pragmatic appropriateness.

8. I correct learners’ pragmatic errors 
systematically.

9. Politeness is an important aspect of 
pragmatics.

10. Politeness is culture-specific.

11. It is important for students to be aware 
of politeness norms when speaking English. 

12. Students sensitive to impolite or 
aggressive verbal behaviour.
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4. Can you give examples of:

polite request•	
polite refusal•	
polite apology•	

5. Can you give examples of inappropriate conversation topics when speaking 
to British/ American people?

6. Can you give examples of inappropriate verbal and nonverbal behaviour when 
speaking to British/ American people?
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FRAME SEMANTICS AND VERBS OF MOTION. 
THE CASE OF ENTER AND GO INTO.  

A CORPUS-BASED STUDY
Svetlana Nedelcheva*, Mariana Todorova**

Abstract: The article studies the verbs enter and go into in a corpus of technical texts 
on a comparative basis. We apply the methodology of Frame semantics with the purpose 
of showing foreign learners of English an indicative characteristic of the language, 
i.e. the various constructions, in which enter and go into participate, as well as the 
semantic network of their distinctive meanings. In this research we rely on the usage-
based approach and provide evidence for the importance of context in the semantic 
analysis and frame profiling. The analysis contributes to constructing a theoretically 
and empirically coherent approach to technical corpus data and investigating its 
specificities to help students acquire English constructions and use them efficiently 
and effortlessly in written and spoken communication.

Key words: enter vs. go into, Frame semantics, corpus of technical texts, polysemy

Introduction1. 
This study approaches motion verbs from the perspective of Frame semantics 
(Fillmore, 1977, 2006, 2007; Fillmore, Atkins, 1992, 1994, 2000), which analyzes 
situations in terms of frames consisting of participants playing particular roles 
in events, and lexical items are described in relation to these semantic frames. 
Frame semantics relies on empirical semantics which emphasizes the continuity 
between language and experience, and provides a framework for presenting it. 
In Frame Semantics, a word represents a category of experience. It focuses on 
the relation of linguistic semantics to encyclopedic knowledge. Basically, one 
cannot understand the meaning of a single word without having all the essential 
knowledge that relates to that word.

Frame semantics as an approach developed by Charles J. Fillmore builds up on 
his earlier theory of case grammar, most directly to case frames. Case frames 
can be defined as “characterizing a small abstract ‘scene’ or ‘situation’, so that to 
understand the semantic structure of the verb it was necessary to understand the 
properties of such schematized scenes” (Fillmore, 1982, p. 115). For instance, 
in order to make sense of the verb to fall in the example “the tree fell on the 
house” one needs to have sufficient knowledge about trees and gravity. One has 

* Assoc. Professor PhD at the Department of English Studies, Shumen University, Shumen, 
Bulgaria, e-mail: s.nedelcheva@shu.bg.  
** PhD Candidate at the Department of English Studies, Shumen University, Shumen; EFL 
lecturer at Technical University of Varna, Bulgaria, e-mail: mariana.tod@gmail.com
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to know that trees when detached from their roots are affected by gravity. They 
can no longer stay erect and fall down and if there is something on their way to 
the ground it undergoes their weight.

Frame semantics aims at linguistically appropriate generalizations about words 
related to each other in the environment of the same predicate, without encoding 
in the sentence the full scope of a speaker’s knowledge of events in the world. 
A semantic frame is a collection of facts that specify “characteristic features, 
attributes, and functions of a denotatum, and its characteristic interactions with 
things necessarily or typically associated with it” (Alan, 2001, p. 251). Frames 
are based on recurring experiences. Following Evans (2006), we assume 
that meaning is “a constructive process, in which integration of lexical units 
involves differential access to the conceptual knowledge which lexical entities 
potentially afford access to” (Evans, 2006, p. 496). Meaning does not belong 
to linguistic entities as such but it is a dynamic process, a function of their 
use in linguistic context where a word ensures access to a wide network of 
encyclopedic knowledge to the participants in the communication process.

Fillmore (2006, p. 378) claims mutual implication in the correlation between 
frames, construals and lexical items in which the frame is “the structured 
way in which the scene is presented or remembered, [and] we can say that the 
frame structures the word-meanings, and that the word ‘evokes’ the frame”. 
The Frame semantic representation allows us to express clearly the relation 
of the senses to each other and to other lexical items. Although originally 
Frame semantics was only applied to lexemes, now it is used as an approach to 
grammatical constructions and other larger and more complex linguistic units, 
which integrates it to a certain degree into construction grammar. A complete 
description of these verbs must also include information about their grammatical 
properties and the various syntactic patterns in which they occur.

Frames may be of two broad semantic types: event or state. Roles generally have 
semantic types, and these types are inherited along with the role. If an event 
frame has to be divided into sub-events, these are termed scenes in the frame. 
Scenes, like frames, have types and may use or inherit from other frames, in 
addition to any inheritance of the frame as a whole. Goldberg’s (2010, p. 40) 
definition points out the internal constituency of verbal frames:

a. A word sense’s semantic frame (what the word ‘means’ or ‘evokes’) = 
profile + background frame
b. A word sense’s profile: what the word designates, asserts 
c. A word sense’s background frame: what the word takes for granted, 
presupposes.

The speaker profiles one element of the frame. Each sense of a lexical item 
is associated with a separate lexical concept which, under local contextual 
influences, can be further modified. 
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Corpus evidence 2. 

2.1. Method and Data Collection Procedure
The study is based on a corpus of technical texts collected ad hoc. The content of 
nineteen books in the subject field of marine engineering, naval architecture and 
ship handling (a total of 23 626 words) was inserted into Simple Concordance 
Program 4.09*. We used the software to analyze the imported texts and create 
a wordlist exhibiting the usage frequency for each extracted word. Among the 
motion verbs enter turned to be one of the most frequently found in the corpus. 
However, there is no option in the software for lemma search. Therefore, all 
possible forms of enter and go into, such as enters, entered, entering, goes, 
went, gone, going were applied as keywords to the search field. We obtained as 
results 224 hits for the lemma enter, which showed that the form entering is the 
most frequently used (36 %) compared to the other three enters (29 %), enter 
(25 %) and entered (10 %). For the lemma go we received 114 hits. Again the 
ing-form appeared as the most frequent one (37%), go following with 35%. The 
share of other three forms, goes, went, gone, is 21%, 5% and 2%, respectively. 
Only 9 instances of them belong to go into.

The aim of the article is to present the different frames enter and go into construct 
and to define the frame elements surrounding them in their various uses. Next, 
we try to build the semantic network of the verbs enter and go into in technical 
texts.

2.2. Instruments
We chose to address the issue starting with the complete inventory of the 
frame patterns associated with the respective verbs. The process of building 
such inventories is already in progress under various research projects 
developing on-line lexical databases, which include valency information, such 
as FrameNet (Fillmore, Baker, 2010; Ruppenhoferet al., 2010), the Erlangen 
Valency Pattern Bank (Herbst et al., 2004), and WordNet (Fellbaum, 1998)**.
These lexical databases apply both lexical and phrasal approaches to arrive at 
a more adequate empirical representation of predicate argument structures and 
valency information. However, as this study is defined as a corpus-based one, 
we start analyzing the examples excerpted especially for the purposes of the 
present research and then compare the results to the constructions enlisted in 

* See http://www.textworld.com/scp
** Fillmore (2007), Herbst (2010), and Fellbaum and Baker (2013) identify valency patterns 
at the lexical level. The Leipzig Valency Classes Project is an extensive typological proj-
ect comparing and contrasting verbs and valency classes (http://www.eva.mpg.de/lingua/
valency/index.php).
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the FrameNet database. We expect to find analogous structures in the collected 
corpus with more limited variability compared to those in the inventory.

The FrameNet Project illustrates an application of Frame semantics principles 
to corpus data. It develops a lexical database of English that is both human- 
and machine-readable, which contains annotated examples of words as they are 
used in actual texts. It is helpful to both students and researchers. For students 
it is a dictionary of more than 13 000 word senses, most of them annotated to 
show the meaning in context. For researchers in Natural Language Processing, it 
provides more than 200 000 manually annotated sentences linked to more than 
1 200 semantic frames. It serves as a training dataset for semantic role labeling, 
applicable in information extraction, machine translation, event recognition, 
sentiment analysis, etc. For students and teachers of linguistics, it plays the 
role of a valency dictionary, giving evidence for the English vocabulary’s 
combinatorial properties. The project started in 1997 at the International 
Computer Science Institute in Berkeley. Databases similar to FrameNet have 
been built for a number of languages and currently linguists are working on 
aligning the FrameNets across languages.

In FrameNet, the role names (called frame elements) are common to particular 
conceptual structures (frames); some of these are quite general, while others are 
specific to a small family of lexical items. Figure 1 shows some subframes of 
the transportation frame.

Table 1. A subframe can inherit elements and semantics from its parent  
(adopted from Baker, Fillmore, Lowe, 1998) 

Analogically, we expect the ENTER frame and the GO INTO frame to specify 
a MOVER, a GOAL, and potentially PATH and/or SOURCE as secondary 
elements. In this frame, the MOVER initiates and controls the movement. For 
most verbs in this frame, the MOVER is realized as a subject; the GOAL can 
appear as a direct object; and PATH and SOURCE can be oblique complements. 
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Each frame should have some core elements and optionally some non-core/ 
peripheral elements, which can be interpreted as semantic roles, and possibly 
extrathematic elements.

The core elements are always overtly specified and realized by a core syntactic 
function (subject, object). Non-core/ peripheral elements, on the other 
hand, specify time, place, manner, etc. usually associated with situations. 
Extrathematic elements appear in sentences and evoke other frames, e.g. cause, 
purpose, reason, etc.

Corpus analysis3. 

3.1. Enter
According to the Oxford Dictionary of English, the verb enter has four main 
meanings: 1. Come or go into (a place) [with object]; 2. Begin to be involved in; 
3. Write or key (information) in a book, computer, etc.; 4. (in Law) Submit (a 
statement) in an official capacity. 

3.1.1. Enter (Come or go into (a place) [with object])
Figure 1. FrameNet annotation of enter (meaning ‘arriving’)*

* Adopted from FrameNet: https://framenet.icsi.berkeley.edu/fndrupal/luIndex.
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Due to the specificities of the context we suggest that only the first meaning 
should be exemplified in the corpus. According to the dictionary data, enter 
is of second valency as it governs two elements – a subject and an object. In 
FrameNet’s terminology enter is accompanied by two core elements: a Theme 
(a MOVER) and a Goal. Figure 1 shows the frame elements associated with 
enter with their matching core types.

Thus, a prototypical example would be

27129   As the plunger moves down , fuel ENTERS the cylinder.
              [Time]       [Theme]  [Goal]

where both Core elements of Theme (‘fuel’) and Goal (‘the cylinder’) are 
explicitly presented. Along with them, the sentence contains the Peripheral 
element of Time which is explicitly expressed by means of a subordinate time 
clause introduced by ‘as’ and representing a simultaneous event.

However, the analysis of the corpus showed a possibility of enter having a 
valency of 1 with just one core element – a Theme, with the second core element 
(the Goal) being implicitly identified by the context. For instance,

2286     The effectiveness of an IGS depends on maintaining a positive pressure 
in the cargo tanks so that oxygen will not ENTER.
                             [Theme]

27179 The high-pressure fuel ENTERS and travels down a passage in the body. 
             [Theme]

In the first example there are no additional Peripheral and Extra-Thematic 
elements. In the second, ‘and travels down a passage in the body’ may be 
considered as an Extra-Thematic element of a new situation.

27045   In each the fresh air ENTERS as the inlet port is opened by the downward 
         [Place]     [Theme]    [Time]

movement of the piston.     

In example 27045 the Core element of Goal is not mentioned. Instead, there is a 
Peripheral element of Place – ‘in each’ and a Peripheral element of Time which 
is similar to that in example 27129 above.

25201 For instance, a ship with no internal subdivision could operate safely 
until water ENTERED by some means.     
       [Theme]       [Means]

Similarly to the previous example, the Core element of Goal is not mentioned 
in 25201 because it can be elicited from the context. The additional Peripheral 
element is that of Means. It is also possible for the clause governed by the verb 
enter to appear without a Theme:
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38382 When a closed space has to be ENTERED, there must be a second person in 
              [Goal]

attendance at the entrance… 

The Passive voice construction is a typical case where a typically transitive verb 
such as enter turns into monovalent. As enter is in a subordinate clause here, the 
Theme is implied in the main clause of the sentence. A similar example is the 
following, where the Extra-thematic element of Degree is added.

30273   These should be fully ENTERED up to the collar…
         [Goal]           [Degree]

Still, the excerpts where enter is of second valency are the most common. It is 
usually accompanied by some Peripheral and Extra-Thematic elements.

27511   Steam ENTERS the turbine with a high energy content…
        [Theme]                [Goal]             [Manner]

Apart from the two Core elements there is also a Peripheral element of Manner 
introduced by with. 

27064   With uniflow scavenging the incoming air ENTERS at the lower end
                     [Circumstance]         [Theme]          [Path] 

of the cylinder and leaves at the top.

The additional elements are the Peripheral element of Path represented by an at-
PP (Prepositional phrase) and the Extra-Thematic element of Manner (with-PP). 
The Core element of Goal is included in the Path-phrase and ‘leaves at the top’ 
is an Extra-Thematic element of a new situation.

2390  …water would tend to ENTER the ship through the hole in the hull.
           [Theme]                 [Goal]       [Path]    [Place]

The above example shows two Core elements, Theme and Goal, and two 
Peripheral (Path and Place).

47194 The ship is to ENTER port from an anchorage with a maximum draft of 7.6 m.  
          [Theme]                   [Goal]      [Source]               [Manner]
Again two Core elements are used and two Peripheral but this time they are 
Source and Manner. Or there may be a combination of the Peripherals – Mode 
of transportation and Source as in the following  example :

34460 … because of the risk from legionella bacteria entering the respiratory 
              [Theme]                                 [Goal] 

system by way of fine mist from a shower spray 
       [Mode of transportation]    [Source]

28411 In a centrifugal pump liquid ENTERS the centre or eye of the impeller…
         [Place]        [Theme]           [Goal]           [Re-encoding]
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The Extra-Thematic element of Re-encoding is realized when the clause contains 
a synonym of another element in the same clause: the ‘eye of the impeller’ is an 
alternative way to call ‘the centre’ of the same device.

25193 (1) Water entering as a result of damage or human error in not having
          [Theme]                      [Reason]

 watertight boundaries sealed.

The example above features one Core element (the Theme) and an additional 
Extra-Thematic element of Reason, not included in FrameNet annotation.

As seen in the examples above, enter when used with its first main meaning 
of ‘come or go into a place’ can be analyzed in terms of the Arriving Frame, 
presupposing two Core elements – a Theme (the Mover) and a Goal towards 
which the Theme moves. The corpus exhibits frequent omissions of one of 
the Core elements, which is associated with change in the valence of the verb. 
Such omissions can be referred to either constructional null instantiations when 
allowed or required by the particular syntactic pattern employed, or definite null 
instantiations where the Core element omitted is implied and elicited from the 
context. The Theme element can be omitted by means of passive constructions 
and infinitive and gerund subjects, i.e. it is associated with constructional null 
instantiation, whereas the Goal element, being implied in the verb itself and 
identified in the context, is subject to definite null instantiation.

3.1.2. Enter into 
We did not expect the second main meaning of enter ‘Begin to be involved in’ 
to be exemplified in the corpus as it usually presupposes animate subjects. Yet, 
there are a number of instances in the corpus referring to this sense.  According 
to FrameNet, where this meaning is defined as ‘activity_start’, the following 
frame elements and core types are linked to enter (see Figure 2):
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Figure 2. FrameNet annotation of enter (meaning ‘activity_start’)*

The corpus displays only four examples of this sense. In most of the cases, 
enter combines with two core elements – Agent and Activity and a number of 
Peripherals.

58539 Rolls-Royce has recently ENTERED into a long-term research pact with               
              [Agent]                  [Activity]  

Japan’s National Institute for Materials Science (NIMS) to develop high-      
            [Purpose]

temperature superalloys for use in gas turbines.

15233 In 2002, RMT and ACHS ENTERED into an agreement    
            [Time]      [Agent]                             [Activity]

to develop the landfill gas into the primary energy source for the high school.
 [Purpose]

58604 78 convention ENTERED into force on 19 May 2005.
              [Agent]        [Activity]    [Time]
The subjects of the above examples are not prototypical agents because they are 
inanimate. Still, they are metonymically related to animate creatures. ‘Rolls-
Royce’ and ‘RMT and ACHS’ are companies which stand for their managers 

* Adopted from FrameNet: https://framenet.icsi.berkeley.edu/fndrupal/luIndex.
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who are the people signing ‘a long-term research pact’ or ‘an agreement’. 78 
convention is a metonymy for the people who have adopted it and are going to 
abide by it. 

The Core element of Activity is not prototypical either as the preposition into 
is followed by a NP (Noun phrase). However, by endorsing an agreement, 
contract, pact, convention, etc., we approve of certain requirements that have 
to be met and particular activities which need to be performed. A Part-Whole 
metonymical relation exists between a document and the text included in the 
same document. Additionally, the Peripheral elements of Time and Purpose are 
used to provide further information.

In one of the cases enter forms a non-finite phrase and combines with just one 
Core element [Activity], e.g.

30218 Fighting a fire on board ship may amount to a life or death struggle; to 
ENTER into such a conflict unprepared and unarmed is to invite failure.
          [Activity]

Only the Core element of Activity participates in the above Frame, with a 
constructional null instantiation of the Agent.

Clearly, the small number of instances of enter into does not allow us to study 
all Peripheral and Extra-Thematic elements exhaustively. But it is evident that 
‘Begin to be involved in’ is not a common meaning in a technical context.

3.2. Go into 
The Oxford Dictionary of English identifies the following meanings of go 
into: 1. (position) to fit in sth, to be able to be contained in sth; 2. (vehicle) to 
hit/make a violent contact with sth; 3. to join an organization, to enter sth; 4. 
(vehicle/driver) to start the specified movement; 5. to begin to act or behave in 
the specified way; 6. to examine/investigate sth carefully; 7. (resources, time, 
etc.) to be spent on sth or used to do sth. Due to the specificities of the respective 
context, we can assume that the limited occurrences of go into in the corpus 
are associated primarily with meanings 1 and 5 above, which can be related 
to the Motion, Traversing, Arriving Frame and the Activity – Start Frame of 
FrameNet. 

FrameNet does not provide a separate list of frames associated with phrasal 
verbs. Hence, we are going to construct a table of Frame elements and Core 
types concerning go into, although the number of examples is limited. 

3.2.1. Go into – ‘Begin to act or behave in the specified way’
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As the meaning of go into in this case is associated with the Frame of Activity-
start, we can expect the same frame elements to be presented, with a Theme and 
an Activity as Core ones.

12408…the compressor can GO INTO surge in less than 50 milliseconds […]  
               [Agent]           [Activity]        [Time]

the power turbine can GO INTO overspeed in less than two seconds. 
        [Agent]     [Activity]        [Time]

12210…the angle of attack increases until the compressor airfoil GOES INTO stall.
                        [Agent]            [Activity]

12195   This phenomenon occurs at certain conditions of airflow, pressure ratio, and 
speed (rpm), which result in the individual compressor airfoils GOING INTO
     [Agent]

 stall similar to that experienced by an airplane wing at a high angle of attack. 
[Activity]

Thus, based on the examples included in the corpus, the following table can be 
drawn:

Table 2. Annotation of go into (meaning ‘Activity_start’)

go into.v
Frame Element Core Type

Activity Core
Agent Core
Time Peripheral

Due to the specific characteristics of the context, not all frame elements associated 
with the frame ‘Activity_start’ are presented here. The negative connotation of 
the Activity represented by a NP in the examples above excludes the possibility 
of expressing Purpose as a Peripheral Element. In addition, similarly to the 
case of enter meaning ‘Activity_start’, the Agents do not exhibit the features 
of the prototypical agent, i.e. they are inanimate and cannot be considered as 
metonymically standing for animate entities involved.

3.2.2. Go (into) – ‘motion’
Despite the expectation that the verb go will appear in technical texts in its main 
meaning associated with Motion and can be analysed in terms of the Motion 
Frame, the corpus contains only one occurrence of the verb with this meaning: 

23383   The ship may GO INTO areas not originally planned. 
  [Theme]              [Goal]  



56 Studies in Linguistics, Culture and FLT 

FrameNet identifies seven possible Core elements (Area, Direction, Distance, 
Goal, Path, Source and Theme) which may be explicitly presented in a sentence, 
accompanied by a number of Peripheral and Extra-Thematic elements (Figure 3)

Figure 3. FrameNet annotation of go (meaning ‘motion’)*

go.v
Frame Element Core Type

Area Core
Carrier Extra-Thematic

Containing_event Extra-Thematic
Degree Extra-Thematic

Depictive Extra-Thematic
Direction Core
Distance Core
Duration Peripheral

Frequency Extra-Thematic
Goal Core

Iterations Extra-Thematic
Manner Peripheral

Path Core
Path_shape Extra-Thematic

Place Peripheral
Purpose Extra-Thematic
Result Extra-Thematic
Source Core
Speed Peripheral
Theme Core
Time Peripheral

Example 23383 above illustrates the use of two Core Elements – a Theme and a 
Goal. No additional Peripheral or Extra-Thematic Elements are included in the 
sentence.

3.2.3. Go (into) – ‘Fluidic motion’
The following sentence can be considered as belonging to the Frame of Fluidic 
Motion, the specific Frame elements for the prototypical verb of fluidic motion 
(flow) being listed in Figure 4 below. 

22536 Damping is also felt because of the energy that GOES INTO the wave 
system created by the ship.                       [‘Fluid’]  [Goal]

* Adopted from FrameNet https://framenet.icsi.berkeley.edu/fndrupal/luIndex 
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Figure 4. FrameNet annotation of flow (meaning ‘fluidic motion’)*

flow.v
Frame Element Core Type

Area Core
Configuration Extra-Thematic

Depictive Extra-Thematic
Distance Peripheral
Duration Peripheral

Explanation Extra-Thematic
Fluid Core
Goal Core

Manner Peripheral
Path Core
Place Peripheral
Result Extra-Thematic
Source Core
Speed Peripheral
Time Peripheral

We can justify the application of the Fluid_Motion Frame to the analysis of 
example 22536 by comparing it to the following example provided in the 
FrameNet annotation: 

The ancient Chinese believed that the electrical energy of the body FLOWED in
                      [‘Fluid’]

specific channels known as the acupuncture meridians, and charts illustrating
      [Area]

 these have been known for several thousands of years.**

In the particular examples, flow and go into express a similar meaning related to 
energy flowing in an area or to a goal. In both sentences, the subject or the entity 
which performs the fluidic motion is not prototypical in that it is not a substance 
(following The Oxford Dictionary of English, fluid is ‘A substance that has no 
fixed shape and yields easily to external pressure; a gas or (especially) a liquid’). 
Thus, the examples illustrate the use of two Core Elements – a ‘Fluid’ and a 
Goal/Area.

3.2.4. Go into – ‘To be spent on sth or used to do sth’
The analyzed corpus includes two occurrences of go into associated with the 
Frame of Using_Resource identified in FrameNet: 

20903 Of course, that’s not going to happen and although a wealth of R&D HAS 

* Adopted from FrameNet https://framenet.icsi.berkeley.edu/fndrupal/luIndex 
** Adopted from FrameNet https://framenet.icsi.berkeley.edu/fndrupal/luIndex 
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                        [Portion] [Resource]

GONE INTO creating KM System Technology, integration of shipboard 
          [Purpose]

sub-systems supplied by different manufacturers is still a large market and a 
challenge to overcome for technical companies and electronics suppliers.

23859 Apart from tests of individual models a great deal of work HAS GONE 
                 [Portion]   [Resource]

INTO ascertaining the influence of hull form on resistance. 
             [Purpose]

Since FrameNet does not provide a specific lexical annotation of go into, we will 
use the one suggested for spend to base our analysis on. 

Figure 5. FrameNet annotation of spend (meaning ‘using resource’)*

spend.v
Frame Element Core Type

Agent Core
Manner Peripheral
Means Core
Place Peripheral

Portion Core
Purpose Core
Resource Core

Time Peripheral

As seen in Figure 5, the Frame of Using_Resource is characterized by five 
Core Elements (Agent, Means, Portion, Purpose and Resource). Due to the 
different syntactic pattern of go into, which can be considered as corresponding 
to the passive construction of using spend in the analogous sense, the explicit 
expression of the Agent is excluded from the possible Frame elements for go 
into. Therefore, the Core elements of the Frame of Using_Resource employing 
go into as predicate will be Means, Portion, Purpose and Resource (Figure 6).

Figure 6. Annotation of go into (meaning ‘using resource’)

go into.v
Frame Element Core Type

Manner Peripheral
Means Core
Place Peripheral

Portion Core

* Adopted from FrameNet https://framenet.icsi.berkeley.edu/fndrupal/luIndex 
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Purpose Core
Resource Core

Time Peripheral

Our examples (sentences 20903 and 23859) display the use of three Core 
elements, i.e. Portion, Resource and Purpose, with no additional Peripheral 
or Extra-Thematic elements involved. Although implicitly understood in the 
context, agency is not and cannot be explicitly expressed and the subjects are 
non-prototypical and inanimate, meaning ‘resource’.

3.2.5. Go into – ‘Examine/investigate sth carefully’
The last example of go into in the corpus is related to the Research Frame of 
FrameNet and uses only one Core element – Topic:

25079   It is not possible to GO INTO the theory of noise generation and
       [Field]

transmission in a book such as this but the reader should be aware of the general 
                     [Place]                           factors involved.

The FrameNet annotation of the prototypical verb used in the Research Frame 
(research) identifies the Core elements of Question, Researcher, Topic and 
Field, the Peripheral elements of Manner, Means, Place, Purpose and Time, 
and the Extra-Thematic elements of Duration, Population and Type. As the 
verbs research and go into are synonyms in this particular sense of ‘examine/
investigate sth carefully’ and are both related to the Research Frame, we can 
assume that the same Frame elements can be employed in the annotation of go 
into (meaning ‘examine/investigate sth carefully’) (Figure 7). Out of the Frame 
elements listed in FrameNet, the example above displays the use of only one 
Core element – the Element of Field and the Peripheral element of Place. The 
Core element of Researcher is subjected to Constructional Null Instantiation 
and is understood in the context as referring to the authors.

Figure 7. FrameNet annotation of go into  

(meaning ‘examine/investigate sth carefully’)*

go into.v
Frame Element Core Type

Duration_of_state Extra-Thematic
Field Core-Unexpressed

Manner Peripheral
Means Peripheral
Place Peripheral

* Adopted from FrameNet https://framenet.icsi.berkeley.edu/fndrupal/luIndex 
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Population Extra-Thematic
Purpose Peripheral
Question Core

Researcher Core
Time Peripheral
Topic Core
Type Extra-Thematic

The corpus clearly indicates a limited use of the verb go in the technical context 
in terms of frequency of occurrence and range of meanings. Moreover, it is not 
the lexical form predominantly used to represent physical motion, although this 
is the main meaning of the verb which accounts for its frequent occurrence in 
general English. 

4. Conclusion
To sum up, the article presents a study based on a corpus of texts in the field of 
marine engineering, naval architecture and ship handling including specialized 
textbooks and magazine articles. The objective is to identify and analyze the 
different frames in which enter and go into occur and to define the context-
specific frame elements surrounding them in their various uses. The results 
of the corpus data analysis suggest that there is a heavy asymmetry in the use 
of the two verbs investigated, with a significant predominance of enter in the 
cases where the meaning of ‘arriving’ is realized and a very limited number 
of the instances representing initiation of an activity (‘Activity_Start’). In 
addition, the latter are not prototypical examples of predications belonging to 
the ‘Activity_Start’ Frame and feature non-prototypical assignments for both 
the Agent and the Activity Frame elements. On the other hand, the verb go, 
and particularly go into, which was chosen as it is contextually synonymous 
to enter and extremely frequent in the general English context, exhibits even 
greater limitations in terms of frequency of occurrence and variety of senses 
and patterns. The analysis results definitely indicate that enter is the preferred 
lexical form when the use of the two lexical forms is possible. The corpus data 
also suggest the use of go into in the ‘Activity_Start’ Frame with a negative 
connotation of the Activity element.

Frame semantics has been used here to provide accounts of a variety of lexical, 
syntactic, and semantic phenomena. The Frame semantics approach employed 
in the present study may be applied to the analysis of other motion verbs in 
the specialized context in order to identify the frames which they take part 
in and the frame elements surrounding them. Moreover, other areas such as 
first language acquisition, foreign language learning and teaching, as well as 
diachronic studies might also employ and benefit from the Frame semantics 
approach. 
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ON THE INTERPRETATION OF SPEECH ACTS 
OF NEGATION IN ENGLISH AND BULGARIAN 

SPOKEN DISCOURSE
Deyana Peneva*

Abstract: The paper makes an attempt to give a more in-depth explanation of the 
syntactic, semantic and pragmatic aspects of a particular performative verb in English 
language and its translation equivalents in Bulgarian with regard to its relevance to 
negation and negative illocutionary attitude. The article further focuses on different 
scopes in negation with a view to internal and external negation markers, propositional 
and illocutionary characteristic features, polemic and descriptive aspects of negation. 
The database comprises two corpora: a set of communicative acts taken from the British 
national corpus (BNC) of spoken language from which all utterances represented by the 
performative verb reject in first person singular form were extracted and a Bulgarian 
corpus of data collected from 8 consecutive emissions of a current affairs talkshow 
Milen Tsvetkov’s hour on Nova Television in which the respective verb in Bulgarian 
was identified. The focal point in the analysis is the interpretation of negative meanings 
expressed by the representative verb in both languages which vary along different 
context-dependent situations and propositional content.  

Keywords: illocutionary force, negation, pragmatics, proposition, rejection

Introduction1. 
In the theory of speech act phenomena and the pragmatics of illocutionary 
acts the category of negation has been a matter of discussion from different 
perspectives in that it can be considered crucial in conveying a specific 
semantic and pragmatic meaning. Since negation can be expressed by a 
variety of grammatical categories, the present paper does not deal with the 
syntactically negated elements in a clause but focuses primarily on a certain 
verb which is lexically negated, namely the performative verb reject compared 
to its translation equivalent in Bulgarian othvarlyam. This verb is regarded as a 
particular illocutionary force indicating device /IFID/ or a formulaic, routinized 
form which belongs to the group of commissive communicative acts (Cohen, 
Olshtain, Rosenstein, 1986, p. 51-73).  The paper further dwells on the different 
types of negation relevant to the research and their quantitative and qualitative 
measuring in both corpora of database with respect to semantic differences and 
pragmatic discrepancies identified in English and Bulgarian language.

* Assist. Professor PhD at Shumen University, Department of English Studies, Shumen, 
Bulgaria, e-mail: d.peneva@shu.bg.
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Previous research in the field2. 
According to linguists the semantic and pragmatic distinctions in the category 
of negation can be clearly shown in the disparities between the internal and 
external negation, propositional/illocutionary and polemic/descriptive negation. 
In all environments, either syntactic /adding ‘not’, ‘no’ as grammatical markers of 
negation/ or semantic, negation can reveal different scopes, though, not all types 
of negation tend to apply to communicative acts. Internal negation is regarded 
to be a type of negation to one or more components of a proposition whereas 
external is considered to affect the proposition as a whole. For example: 

I have not apologized  /internal/; 
It is not the case I have apologized  /external/ 

In that respect external negation has more in common with pragmatics rather 
than semantics as an entire clause could bear the aspect of denial, contradiction 
or nullification of an assertion. With a view to propositional and illocutionary 
negation, the former bears a close resemblance to the internal aspect of negation 
in that one of the components of a proposition can be negated changing the 
truth-values or semantic values (Moeschler, 1992, pp. 22-23). On the other hand, 
illocutionary negation illustrates the negation of the illocutionary force, that the 
speaker does not intend to perform a certain illocutionary act. For example: I 
swear I will do it. 

I swear is the illocutionary act whereas I will do it refers to the propositional 
content. If the proposition is negated: I swear I will not do it, this represents 
propositional negation whilst if we negate the illocutionary act: I don’t swear I 
will do it, illocutionary negation is apparent. In the present paper the illocutionary 
negation is clearly illustrated by the category of denegation, characteristic of 
speech act phenomena. 

The last type of negation (descriptive and polemic) reveals extra nuances to 
the previously mentioned typologies. Descriptive negation is regarded as truth-
conditional, similar to propositional negation adding the aspect of a proposition 
containing a denial which is presupposed or expected in the context and which 
entails the falsity of a proposition (Blutner, 1998, pp. 115-162). By contrast, 
polemic negation means that the speaker objects a previous utterance and denies 
the acceptability of a previous communicative act (Morante, Daelemans, 2009b, 
pp. 28-36). For example: There are no clouds in the sky /descriptive negation/, 
the utterance describes a state of the world; it does not carry the meaning of the 
existence of a proceeding contrary presupposition. While in the case of polemic 
negation it bears certain aspects of illocutionary negation aiming to contrast/
contradict an adverse utterance. 

In general, in the case of internal, propositional, descriptive negation the scope 
of negation is expressed by the sentence via the propositional content while in 
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the case of external, illocutionary, polemic negation, the scope of negation is 
revealed by IFIDs /illocutionary force indicating devices/ which either reject, 
refuse, deny, contradict the propositional content. The latter is a matter of 
discussion and analysis in the article.

Another issue that has been explored in the paper is the commissive force of 
the performative verbs under examination along with a brief overview of the 
respective syntactic patterns they form in the utterances in both corpora. 

Research Questions3. 
In the paper, two corpora of utterances have been collected, classified and 
examined on the basis of their grammatical form /syntactic/, semantic 
content and pragmatic use extracted from BNC of spoken language (British 
National Corpus) and a Bulgarian corpus of communicative acts taken from 8 
consecutive emissions of a current affairs talkshow Milen Tsvetkov’s hour on 
Nova TV. In both sets of data the focus of attention has been on those utterances 
which contain the verb reject identified in certain syntactic frameworks and its 
Bulgarian translation equivalents recognized in specific grammatical patterns. 
Since the verb in question is performative, it is examined only in the first 
person singular form in the Present Simple tense. The paper aims to answer the 
following questions:

1) What similarities can be indicated in the semantic uses of the respective verb 
in English and Bulgarian? 

2) What are the deviations in syntax and semantics in both sets of verbs? 

3) How do Bulgarian language users differ from English native speakers in their 
pragmatic behaviour as determined by expressing negation regarding different 
contextual factors?

4) The degree of politeness which is favoured in both languages. 

Methods4. 
The linguistic material was identified, classified and explored following the 
Quantitative and qualitative corpus analysis (following Biber, Conrad, Reppen,  
1998) with respect to the investigation of syntactic patterns and the speech acts 
elicitation regarding pattern preference, contextual surroundings and level of 
politeness. Additionally, this method of research analysis can provide material 
in establishing the priorities and disparities in the use of commissive utterances 
cross-culturally.

A number of symbolic devices and abbreviations is included in the paper: 

CL – clause; VP – verb phrase; NP – noun phrase; V-ing – gerundial clause.
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Data Analysis5. 
The verb reject in the English language

Reject as a full verb is mainly considered a transitive verb adding to the main 
verb complex an object complement. The verb reveals one basic syntactic 
pattern of construction (Oxford Dictionary, 2013): reject + [NP], though single 
cases of reject + [Ving] can be identified in the database. The NP (noun phrase) 
is represented by a direct object which bears the semantic features /+ abstract/ 
in that it lacks the feature of /+ animate/. For example:

ex. 2016 SPOK_news … I reject this notion that there is good ‘ food and bad’ 
food…

The noun notion, in a complement combination with a demonstrative pronoun, 
is an abstract entity, semantically is inanimate and cannot reveal other features. 
In all 45 extracted utterances from reject spoken discourse in 43 syntactic 
patterns the predicate was followed by an abstract object, for instance: 

ex. 2017 SPOK_debate … The issue of reclaiming the word and taking ownership 
- I reject that entire idea.

Two sentences in the set of data reveal another pattern, that is, reject + [Ving], in 
which the predicate is succeeded by a gerundial clause disclosing an activity: 

ex. 2015 SPOK_talkshow … I don’t think it suits me fine. I reject going to 
Omaha.

With a view to the lexico-semantic meaning of the verb, the referent verb 
generally indicates /without being explicitly stated in addition to its literal 
meaning/:

the state of refusing to accept an offer, a suggestion, a proposal;

refusing to believe or use something;

refusing to hear, receive, admit /e.g. reject one’s children/. (Oxford dictionary, 
2013)

Since the focus of the article is to examine the commissive force of the exact 
verb, the last semantic meaning is excluded from analysis as it does not bear the 
aspect of a speaker who is reluctant or unwilling to tolerate/accept an activity 
or action which has been offered or uttered by another interlocutor. The speaker 
commits him/herself to not tolerating the action, or simply dismissing it as 
inadequate, unacceptable or even faulty, in that it does not correspond to the 
speaker’s personal expectations and beliefs. In general, the speaker does not 
accept or agree the proposition by rejecting that the proposition should be done 
(Corblin, 1996, pp. 214-259).
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It should be made clear that the negative counterpart of acceptance is the state 
of rejecting something. In the process of examining and analysing the corpus 
database in all 43 reject + [NP+abstract] structures the speakers reject either an 
offer or a proposal, though not a request. This is not a simple negation, in that 
the process or condition can be nullified or merely rendered void or logically 
contradictory. Additionally, in the acts of rejection, the speaker seems not to 
refuse to accept the truth-value conditions of the propositional content of the 
previous utterance or its validity or negate the existence of something, but rather 
rebuff a preceding communicative act which states either a proposal, offer or 
a suggestion. In short, a rejection can be interpreted as a type of denegation 
which pragmatically /with respect to its illocutionary force/ is the opposite of 
the acceptance of offer. 

With respect to politeness, in 37 out of 43 reject + [NP+abstract] utterances the 
contextual factors determining the speech act situation were strictly formal, 
either talkshow debates, cross-questioning discussions, political disputes, 
which underline the seriousness and timeliness of the topics and matters under 
consideration, primarily hard news problematic subjects. In the other six cases 
the debaters were participants in infotainments, which is more considered as a 
combination of journalism and entertainment in that the interlocutors may also 
be celebrities, art critics, etc., covering soft news topics. In either context the 
participants hardly know each other. Since the verb reject is a performative verb 
it explicitly shows directness and integrity expressing mostly distant politeness 
which could be face-threatening (Bach, 2006). In this respect it is clear that 
the type of politeness that becomes evident is negative, that is, the speaker’s 
intended meaning /or implied meaning/ in performing a communicative act of 
rejection seems to be related to the want that their actions will not be impeded 
by others trying to preserve his/her self-image of respect (Ouali, 2005, p. 77). 

Regarding the two reject + [Ving] cases, it can be figured out that the pattern is 
not that common compared to the first syntactic structure, though it is possible. 
All two utterances are performed in an informal speech situation within which 
the participants in the discussion show familiarity and closeness shortening 
the social distance as being mostly of common background /sports celebrities, 
dance coaches, etc. The speech act of negation identified in the domain of 
the speech event /the exchange of utterances between the participants/ do 
not express strong rejection or refusal to accept the counterpart propositional 
attitude, but more or less aim to provoke the other party so that an element 
of entertainment and interest can be integrated. The register is both neutral 
and informal implying a contrast in quality and validity /respectability within 
a particular field between this type of content and true news. Both extracted 
communicative acts were identified in the field of infotainment TV discourse. 
Contrary to reject + [NP+abstract] pattern, which displays negative politeness 
aspects, reject + [Ving] acts are both negative- and positive-politeness oriented, 
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the latter mainly emphasizing the maintenance of a conflict-free relationship in 
which the other party is also respected.

Generally, the facts illustrated by the above cases are basically dependent of 
propositional and pragmatic content and their respective interpretations. On 
these terms the scope of negation clearly defines a semantic component which 
in itself functions as a prototypical operator of negation and in this sense can 
be interpreted as a rejection of a proposition attributable to a specific discourse 
context /the speech situation/. Pursuant to this, the propositional attitude 
conveyed by the verb reject, which semantically shows embedded refusal 
or incompatibility to accept another state of affairs, cannot be examined in 
isolation in the limits of a single clause but more within the boundaries that can 
be accommodated by the contextual factors and the surrounding illocutionary 
utterances. In this train of thought, if speech acts are mainly considered to 
convey external, illocutionary and polemic negation which extensively refer 
to the whole speech situation and contextual contour beyond the clause, while 
internal, propositional and descriptive type of negation is expressed within 
the scope of a simple clause (Haegeman, 1995, p. 44), we may conclude that 
propositional negation does not affect the illocutionary force of the utterance. 
In the event of grammatical negation, the latter statement is regarded true and 
appropriate, though in the case of lexicalized, implied negation, propositional 
meaning does affect the illocutionary force without discriminating the 
illocutionary interpretation. Propositional negation is privileged as its scope 
is broader than the sentence or clause and presupposes inference on the part 
of speaker’s audience to recognize the communicative intentions of others 
(Ladusaw, 1996, pp. 321-341). These intentions are pragmatically inferred from 
contextual information and the utterance itself. 

Another aspect of propositional content has been a matter of debate in recent 
years which raises concern and gains more supporters among scientists with 
reference to the overall view of propositions. In his book Propositional Content 
(Hanks, 2015, p. 265) Hanks defends a viewpoint of propositions as type of 
actions rather than types of truth-value statements, in the latter the meaning 
of a sentence or clause is constant regardless of the changes in grammar and 
illocutionary force. He expresses the idea that propositions are simple ‘judgments 
and assertions’, acts of predicating properties of objects’. To take an example: I 
reject both of the methods of calculation submitted by Mr. …

First, the speaker does not accept either method of calculation, he/she predicates 
the property of unsustainability of the two methods. Second, judging the 
sustainability of the methods is a mental act of predication which is an inner 
property, while, third, rejecting /in the case of the present research work/ 
the sustainability of the methods is a spoken act of predication, which is an 
outer property. Though some might be sceptical about this point of view, I feel 
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strongly that Hanks’s attitude can be crucial in exploring content-force relations 
and specifically contributes extensively to my belief that propositional negation 
can be featured in speech act performance. 

The verb reject in the Bulgarian language

In the Bulgarian language the respective translation equivalent of the 
performative verb reject reveals different translation aspects, though all of them 
focus on a similar semantic meaning, namely, the act of eliminating, turning 
down, denying a suggestion, allegation, etc. Semantically, both verbs, reject and 
its Bulgarian translation othvarlyam are similar in meaning.

48 utterances were identified in the Bulgarian database. Two basic syntactic 
patterns become explicit: 1. othvarlyam + [NP] and 2. othvarlyam + [CL]. 

Turning to othvarlyam/othvarlya + [NP] pattern first, it is displayed in 41 cases, 
in ten of which the verb head complex is a combination of a modal and the 
performative verb itself. The modal structure becomes explicit in two sub-
formats:

modal verb + performative verb + [NP]

shte + othvarlya + [NP]   /will + reject + [NP]/
ex. Shte othvarlya predlozhenieto na profesora otnosno promenite v 
dogovornoto pravo. /in Eng.: I will reject the professor’s suggestion 
regarding the alterations in Contract law./

modal verb + modal verb + performative verb + [NP]

shte + tryabva da + othvarlya + [NP] /will + have to + reject + [NP]
ex.  Shte tryabva da othvarlya dovodite na g-n Terziiski.  
/in Eng.: I will have to reject the arguments of Mr Terziiski/

The full verb is transitive and bears the syntactic category of non-perfectiveness, 
which is absent in English. The verb can be coupled to a noun phrase which, like 
the same pattern in English language, bears the semantic feature /+ abstract/. 

The disparities between the English and Bulgarian sets of data can be traced 
in utterances containing a modal auxiliary. The modal sheds extra light on the 
speaker’s general intentions or illocutionary point reinforcing or lessening the 
level of commissiveness in the specific speech act (Morante, Sporleder, 2012, 
pp. 34-38). Since will as a modal provides information about the full verb that it 
governs, it may reveal various communicative functions. Apart from its deontic 
character, will can also infer dynamic aspect as the conditioning factors are 
internal, in that the speaker expresses his/her own willingness or ability to either 
accept or reject the act. In all indicated will + reject utterances the modal seems 
to subdue the aspect of negation/denegation of reject making the communicative 
act sound not that direct and straightforward, which on its part, may refer 
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to a high level of politeness as the speaker tries to preserve his/her personal 
positive self-image. With a view to the second modal structure, the pattern is 
a combination of two modal elements which are not equivalent in meaning but 
reinforce each other.  The second modal verb tryabva implies another shade 
of meaning which reveals an aspect of external, objective obligation which is 
discourse-oriented, though not so strong in intensity (Portner, 2007, pp. 351-
383).  Both modal verbs, shte and tryabva, make the communicative act of 
rejection less probable and less intentional on the part of the speaker which in 
comparison with English database may refer to positive politeness aspects.

With regard to othvarlyam + [CL] syntactic structure, 7 utterances are identified 
in which the full verb is succeeded by an object clause denoting an activity, for 
example:

ex. Othvarlyam tova, koeto predlagate kato alternativa. /in Eng. I reject 
what you suggest as an alternative. 

The clausal complement actually gives an account or explanation to the matter 
of a preceding propositional content that has been considered inadequate or 
inappropriate to be agreed upon. Whereas in the English set of data the object 
complement is represented only by a noun phrase limited to simply one, two or 
three constituents, the Bulgarians seem to feel that it is necessary to be more 
specific in what actually is being rejected. The economy of words in English may 
display a high level of one’s self-confidence which does not aim to alleviate the 
severity of performative act, while in Bulgarian cases the account connotes the 
idea of some mitigating circumstances, reasons for the rejection and in 44 out 
of 48 excerpted utterances the act of rejection is succeeded by another speech 
act, mostly justifications in which the speaker provides arguments aiming at 
persuading the hearer that no blame can be imposed to him/her. For example:

Ex. Tryabva da othvarlya stanovishteto Vi otnosno savremeniya statut na 
semeystvoto v Bulgaria. Semeinite vrazki dnes sa v upadak i mladite hora 
vyarvat na priyatelite si poveche, otkolkoto na roditelite si. 

/in Eng.: I must reject your statement regarding the status of the family in 
Bulgaria. Family relationships today are on the decline and young people trust 
their friends more than their parents/.

In the utterance above it seems that the speaker by using a modal of strong 
obligation adds another meaning to the performative verb, that is, he/she does 
not think that something is good enough or it can be considered inappropriate 
or unsuitable in some way. 

Though the act of negation is present in its propositional and illocutionary 
scope, rejection force signaled by the speaker’s refusal to add the propositional 
content to the common ground indicates that the negative counterpart /the act 
of denegation/ can occur only in specific context-dependent circumstances but 
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not intuitively and is affected by certain conversational principles. The latter 
are implicated by an utterance and refer to what the speaker implies beyond the 
words s/he utters. In that respect pragmatic rejection can be restricted to rejection 
by implicature (Bach, 2006, pp. 45-46) and rejection of presupposition. The 
latter is based mainly on the coordination of the visible/factual/real linguistic 
text with the silent/hidden/unwritten implied/deeper meaning. In this respect 
the opposition rejection-presupposition contain aspects of propositional and 
illocutionary negation as well as polemic denegation, in that, what we have 
is a negative utterance which is used to object to a previous utterance; it has 
nothing to do with any real state of affairs as it is discourse-oriented. On the 
other hand, we cannot completely ignore the opposite side of polemic negation, 
namely, the descriptive negation. Regardless of the fact that it is considered 
world-oriented or referentially-oriented to a specific state of affairs, it can also 
have contextual or discourse aspects with respect to the fact that the use of a 
‘negative sentence always presupposes the contextual relevance of the positive 
counterpart’ (Foolen, 1991, pp. 217-237).

Results/Key Findings6. 
The issue of negation in this paper has been discussed as a truth-functional 
operator, a modal marker, a propositional approach, and a communicative 
act. It can have scope over a verbal predicate, though the topic at issue in the 
article focuses on lexicalized negation, which excludes any syntactic markers of 
negation. The findings indicate that: 

in both sets of data the performative verb requires an object •	
complement which stands as a counter argument to a previously 
exposed proposition;
while in the English data the syntactic patterns do not include any •	
markers of modality, in the Bulgarian database they are present;
in both corpora the performative verb reveals aspects of external as •	
well as illocutionary and polemic scopes of negation, though there 
is a distinct propositional contour of negation which should not be 
overlooked as well; 
with respect to politeness, English speakers tend to express aspects •	
of negative politeness, whereas Bulgarians are less prone to threaten 
some other’s positive self-image which comes as a result of the modal 
auxiliaries preceding the performative verb. English speakers show 
a high level of directness and determination in defending their own 
point of view expressing less concern for the hearer while Bulgarians 
tend to be more sympathetic to the other party’s positive face.
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Conclusion and implications7. 
The elicitations from the present paper may contribute extensively to: 

a better understanding of the inherent negation exposed by speech act •	
verbs in different socio-cultural environments;
a more profound comprehension of specific syntactic patterns in a •	
comparative analysis in the process of foreign language learning and 
acquisition;
an in-depth cross-linguistic investigation between other verbs of •	
negation, such as deny, object, refuse in contrast to their Bulgarian 
counterparts which may reveal additional argumentative and inferential 
qualities in the category of negation.
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BRIDGING ENGLISH AND BULGARIAN 
INTENSIFIERS AND ADJECTIVES

Irina Stoyanova-Georgieva* 

Abstract: It is perfectly natural that users of English and Bulgarian alike find some 
combinations of intensifiers and adjectives possible while others sound too strange to 
be used. The paper deals with the constraints that govern the collocation of intensifiers 
and adjectives in English and in Bulgarian and proves that these restrictions are 
predictable and lie in conceptualisations of both constituents. What is more, the study 
proves that the same criteria that govern the classification of English intensifiers into 
paradigms of similar degree are valid for their Bulgarian translation equivalents. The 
same is demonstrated for the English adjectives and their Bulgarian counterparts. 
As a result, the study maps the similarities between the way English and Bulgarian 
collocations are formed and provides working, trustworthy models for classification of 
Bulgarian adverbs and adjectives. 

Key words: adjectives, intensifiers, collocations

Introduction1. 
Many scientists believe that there are certain restrictions on the connections 
between linguistic items. Some of them speak of incompatibility as a general 
term: some intensifiers are capable of qualifying numerous words, while ‘many 
are restricted to a small set of lexical items’ (see Quirk et al., 1993, p. 116). 
Others point out that it is the meaning of the items that presupposes the inability 
of certain gradable adjectives to combine with all degree modifiers (see Paradis, 
1997, p. 41), and that ‘the conceptualization of the adjective’ should ‘harmonize 
with that of the degree modifier’ (op. cit., p. 159). It is natural to assume that the 
essence of the restrictions lies in the semantics of the two constituents, not only 
one of them as Paradis righteously postulated (op. cit., pp. 158-163) and that this 
should be valid for Bulgarian adverbs and adjectives as well. 

Previous research in the field2. 
As far as intensification is concerned two conflicting theories exist. The first 
one suggests that adverbs with reinforcing and downtoning nature should be 
covered by different terms, while the second one treats all adverbs of degree 
as belonging to a single category. Stoffel (1901) was one of the first to make a 
semantic distinction between “intensives and down-toners” (p. 1), expressing 

* Assistant at Shumen University, Department of English Studies, Shumen, Bulgaria, e-
mail: i.stoyanova-georgieva@shu.bg. 
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high and respectively low degree. His position was strengthened by those of 
Borst (1902), Kirchner (1955), Cliff (1959), Spitzbardt (1965); Biedermann 
(1970), Benzinger (1971), Bolinger (1972), Bäcklund (1973), Vermeier (1979). 
Similar was the position supported by Biber, Conrad and Leech (2002). Despite 
this, others like Quirk et al. (1985) united reinforcing and attenuating nature 
under a single term modifier, so did Allerton (1987) calling them intensifiers, 
Halliday (2004) using submodifiers or qualifier intensifiers, and Paradis (1997) 
applying degree words and degree modifiers. As can be seen, the interpretations 
vary, and so do the cover terms employed but it seems that despite the differences 
the term intensifier dominates over the others. 

Another common trait uniting most of the researchers is that from the point 
of grammar adverbs acting as modifiers of adjectives are among the most 
prominent forms of intensification (see Bolinger, 1972; Bäcklund, 1973, p. 279; 
Foley and Hall, 2003, pp. 232-233; Murphy, 2010).

But despite the fact that intensification is a popular topic of studies there are not 
many detailed and reliable models for classification of the adverbs of degree. One 
of the most popular belongs to Quirk et al. (1985, pp. 445-6, 589). According to 
them modifiers can be organised into two binary opposing groups - amplifiers 
and downtoners. The first one can be further divided into maximizers and 
boosters, while the second one contains items functioning as approximators, 
compromisers, diminishers, and minimizers, respectively. Unfortunately, 
despite the overall look of scalarity and adherence of the items to specific 
predefined rules, no hard and fast regulations for the classification of adverbs 
can be found in this model. Allerton (1987), on the other hand, presented a 
tailored classification of degree modifiers of adjectives aimed at distinguishing 
subgroups according to a gradable feature. He proposed the existence of three 
types of modifiers: scalar, telic, and absolutive. Unfortunately, despite its 
many priorities Allerton’s framework still lacks a division according to the 
intensifying force of the groups. Thus, a third, more precise and comprehensive 
model, was searched for. One that can cover each of the characteristics of the 
intensifiers and the items that collocate with them. Such is considered to be 
the model of Carita Paradis (1997). It establishes a characterisation influenced 
both by Allerton’s, Quirk et al.’s, and by a third model, called the scale model*. 
Paradis’s division contains five paradigms arranged in two groups reinforcers 
(maximizers and boosters) and attenuators (moderators, approximators, and 
diminishers), the members of which express more or less the same degree and 
form a cline starting with the strongest reinforcing modifiers and ending with 
those signalling intense attenuation. Her model fills in the blank in Quirk et al.’s 

* Called the scale model by Paradis, this model presents the members of the category as 
‘related to one another in a scalar fashion from modifiers which indicate a highly reinforc-
ing value to items which indicate an attenuating position.



74 Studies in Linguistics, Culture and FLT 

and Allerton’s models expressing that ‘the use of degree modifiers is constrained 
by the semantic features of the collocating adjective in two dimensions: totality 
and scalarity. She also insists that ‘the relation between the semantic features of 
the adjective and its modifier has to be harmonious’ (op. cit., p. 26) and presents 
the paradigms as forming a scale starting with the highest degree and slowly 
going down to the lowest. This introduces two visualisations of the model.

Table 1. Imagined scale of degree modifiers according to Paradis (1997) 

Table 2. The paradigms divided according to scalarity  
and totality according to Paradis (1997) 

 
Bulgarian researchers, on the other hand, expressed the opinion that intensifiers 
belong to a class denoting quantity and degree (see Andreychin, 1978, p. 
323; Tilkov, Stoyanov, and Popov, 1983, pp. 391-398; Boyadzhiev, Stoyanov, 
and Popov, 1998, p. 353). They also clarify that the adverbs, placed in front 
of the adjective they modify, are predominantly degree adverbs and as such 
they are called degree modifiers (see Boyadzhiev et al., 1998, p. 530). What 
is more, according to Tilkov et al. (1983, pp. 393-398) most adverbs of grade 
and degree, except for много, derive mainly from adjectives. Moreover, Pashov 
(2005) stated that the adverbs of quantity and grade are the most common and 
natural modifiers of adjectives due to the fact that almost all of the qualities, 
expressed by adjectives, can have a higher or lower degree. According to Popov 
(1983), adverbial modifiers of grade represent a graded evaluation of the action 
in comparison with another action and can also be divided into two categories: 
adverbial modifiers of high grade and adverbial modifiers of low grade (see 
Tilkov et. al., 1983, p. 205). 

Taking into consideration the above-mentioned theories, I suppose that there 
is a great proportion of overlap between the qualities ascribed to the English 
and the Bulgarian adverbs. Firstly, most of the representatives of both groups 
originate from adjectives. Secondly, Bulgarian and English researchers alike 
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state that the adverbs of degree are the most common and natural modifiers of 
adjectives. But since Bulgarian linguists ventured no further than drawing a 
line between reinforcing and attenuating items there is no full overlap between 
the theories for the scales of gradability.

As a result, I believe that the items acting as intensifiers in both languages are 
comparable and thus capable of fitting into the same categories. But as adverbs 
are not the only member of the collocation adjectives should be classified too. 

As was mentioned, adverbs of degree have been the subject of many 
interpretations but it is their co-occurrence with adjectives, the second and 
active constituent in the collocations, that is ‘crucial for their interpretation’ 
(see Paradis, 1997, p. 18). 

According to Quirk et al. (1985) adjectives have to be in some way gradable, 
in order to be modified by an adverb of degree and hypothesised that there 
are four criteria characterising the lexemes (1985, p. 403). Collins Cobuild 
English Grammar divided the items into qualitative and classifying. (1990, 
pp. 63-65). Paradis, however, proposed a fuller, more exhaustive qualification 
based on Allerton’s model (see Allerton, 1987, p. 20) and assumed that gradable 
adjectives can fall into three basic types: scalar, extreme, and limit (see Paradis, 
1997, p. 48). And since the conceptualisation of the members of each type of 
gradable adjective is decisive for the choice of degree modifiers, the analysis 
of the various types of adjectives should be done in combination with degree 
modifiers. 

Table 3. Paradis’s criteria for the division of adjectives into scalar, extreme,  
and limit adjectives and the types of degree modifiers they combine with  

(see Paradis 1997: 161) 

Very similar to Collins Cobuild English Grammar (1990, p. 65) Pashov, too, 
organised Bulgarian adjectives into qualitative and relative (качествени и 
относителни). According to him, qualitative adjectives are items denoting 
qualities which are intrinsic to the nouns and are activated independently of 
other nouns. Relative adjectives, on the contrary, acquire their qualities due to 
their relations with other nouns. As such relative adjectives do not possess the 
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semantic feature of gradability (see Pashov, 2005, pp. 81-82). This classification 
also corresponds to Paradis’s. It can be easily deduced that the category of 
relative adjectives in Bulgarian corresponds to the category of non-gradable 
ones in English, while the group of qualitative conforms to the group of gradable 
adjectives. It is probable that the distinction between scalar, extreme, and limit 
adjectives could be applied to the Bulgarian adjectives, occurring in this study. 

The combination of these two elements will be examined under the term 
collocation, adopted from John Firth (1968, p. 182) and recognized by Stubbs 
(1995). It states that collocations are ‘actual words in habitual company’. 

Corpus, research tools, and methods of analysis3. 
The corpus of the study is constructed on the basis of 1200 letters to the editor 
extracted from 4 British (The Financial Times, The Independent, The Guardian, 
and The Daily Express) and 4 Bulgarian newspapers (24 chasa, Dnevnik, Duma, 
and Lichna drama), as well as 2 British (The Economist and The BBC Focus) 
and 2 Bulgarian (Tita and National Geographic) magazines. It was assembled 
in such a way as to guarantee full coverage of the types of print media existing 
in both countries and is often referred to as the LtE corpus.

Due to the specificity of the analysis and the small size of the corpus, namely 
345222 tokens (words), 252906 building the Bulgarian subcorpus and 92316 
making the English one, several research tools are needed in order to achieve 
maximum reliability of the results. But the study also relies on informants which 
provide the necessary information lacking in the research tools. 

The first research tool is the Bulgarian WordNet, a lexico-semantic net consisting 
of cognitive synonym sets (synsets) (see http://dcl.bas.bg/elektronni-ezikovi-
resursi-i-programi-za-tyahnata-obrabotka-bulnet-i-freymnet/). Every synset 
encodes an equivalence relation between several items (literals) which have a 
similar meaning and belong to one and the same part of speech (see Dekova, 
2011, p. 288). What is more, every synset is related to a corresponding synset in 
the Princeton’s WordNet (PWN2.0). 

The second one is the British National Corpus (BNC), a monolingual and 
synchronic collection of words. As such it provides an opportunity for 
examination of the frequency of the investigated intensifiers in similar media 
texts, and in the general language. 

The last research tool is the Bulgarian National Corpus (BulNC). A monolingual 
synchronic collection of more than 470 million words from over 10000 texts. 
It represents Bulgarian from 1945 until the present days and its unique nature 
turns it into a suitable reference tool for the Bulgarian section of this study.  
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Finally, the methods employed in the current study are: qualitative and quantitative 
analysis, informant testing, introspection, and corpus-based observations.

Data analysis4. 
Because of the large number of degree adverbs and the fact that their quantity is 
ever growing due to new coinages (see Murphy 2010) the number of researched 
items had to be somehow limited so as to ensure reliability of the results. Thus, 
the focus of the study is put on 20 of the most popular and widely known 
intensifiers (absolutely, completely, totally, very, extremely, so, highly, really, 
too, quite, rather, pretty, fairly, relatively, almost, nearly, hardly, a bit, a little, 
somewhat) and the adjectives they modify.

4.1. Intensifiers
The lack of consistent treatment of all of the chosen items according to the 
criteria listed in Paradis’s study (1997) demanded that all 20 degree adverbs 
should undergo a classification procedure. And as none of the theories provides 
full insights into the process of categorisation the following strategy is followed. 
Namely, the study uses the synonyms of the degree adverbs, extracted from the 
Oxford English Dictionary, to map the adverbs into categories corresponding 
to their meaning. The careful examination of the cognitive synonyms of each 
adverb shows a strange interdependence between the synonyms, namely the 
percentage of coincidence between the synonyms of each intensifier, and the 
designated place of this intensifier in the classification. 

This means that starting from the highest possible position on the scale 
(absolutely) each successive member of the paradigm supplements an additional 
synonym or leaves out one from the previous set. This change goes on until the 
set of synonyms of the last word differs substantially from that of the first member 
of the paradigm. In this way the members of the paradigms of intensifiers are 
determined. Moreover, as the synonyms appear in a slowly decreasing scale, the 
intensifier which appears next in line normally appears as one of the synonyms 
of its previous adverbs. Based on this Figure 1 was compiled placing the items 
subject of this study in one of the 5 paradigms of Paradis. 

Up to now no information was given on the corresponding Bulgarian set of 
intensifiers needed for the comparative nature of the research. As the English 
set of intensifiers plays the role of a pivot for the study, the Bulgarian set is 
constituted by choosing the closest and most appropriate translations of each 
of the members in the English set. Thus, a group of 50 informants* is asked 

* All of the informants are native Bulgarian speakers and students at Konstantin Prelavsky 
University of Shumen (35 1st year, 2 3rd year English Studies students as well as 13 1st 
year Applied Linguistics students). Their English language proficiency was rated accord-
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to provide their understanding and translation of the 20 adverbs of degree. 
They are handed the test materials individually, each adverb, adjective, and 
collocation is ‘translated’ by at least 3 independent informants. The results are 
further examined against the information given in BulNet, which due to its 
connection to the Princeton Wordnet provides not only the Bulgarian Synsets 
of each searched item, but also its English counterparts, and vice versa. As a 
result of this, Table 4 contains the Bulgarian intensifiers further investigated in 
the study.

Table 4. English intensifiers and their Bulgarian counterparts

No English intensifier Bulgarian intensifier
1. absolutely абсолютно
2. completely съвършено, напълно
3. extremely изключително
4. totally напълно
5. very много
6. highly извънредно
7. really наистина
8. pretty твърде, доста
9. so така
10. too прекалено
11. almost почти
12. quite съвсем, твърде, доста 
13. rather доста, твърде
14. fairly сравнително
15. relatively относително, сравнително
16. hardly едва
17. nearly почти, приблизително
18. a bit малко, мъничко
19. a little малко
20. somewhat до известна степен, малко, доста

The next step in the research is the allocation of each of the Bulgarian adverbs 
into one of Paradis’s paradigms. As the process is entirely based on the model 
applied for the English degree adverbs, the same procedure is followed for the 
Bulgarian items where again BulNet is consulted. This classification, aiming to 
stratify adverbs of degree into several different scales, signalling different force 

ing to the Common European Framework of Reference for Languages principles and was 
estimated to be either B2 or C1.
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and direction in the cline of intensification, presents the examined lexemes from 
an original perspective. 

Figure 1. The five paradigms of English intensifiers
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Figure 2. The five paradigms of Bulgarian intensifiers

Both sets of adverbs are almost the same, the differences between them are 
only minor. It should be noted that both English correspondents of съвсем 
and до известна степен have a double nature which fits into the originally 
ascribed pattern of the English adverb, as well as into the one newly ascribed 
to the Bulgarian adverb. Despite this, it can undoubtedly be deduced that the 
Bulgarian adverbs of degree can also be assigned into groups signalling different 
degrees; what is even more important, they can be fitted seamlessly into the 
model applicable to the English intensifiers. What is even more important is 
that a working model for the effortless and trustworthy classification of English 
adverbs of degree is provided.

4.2. Adjectives
According to Paradis, adjectives as well as intensifiers can be classified. Her 
model presented them as scalar, extreme, and limit. In tune with this, scalar 
adjectives can be accompanied by scalar modifiers (boosters, moderators, and 
diminishers), extreme adjectives should be preceded by maximizers, and limit 
adjectives are qualified by two types of totality modifiers – maximizers and 
approximators. In order to be allocated to one of these groups an adjective 
should be assessed according to a list of defining features (see Paradis, 1997, p. 
49). First and foremost, they have to be gradable (op. cit., p. 41) as non-gradable 
adjectives do not typically tolerate premodification by intensifiers. Gradability, 
on the other hand, has traditionally been explained through the word’s ability 
to undergo comparison (see Quirk et al., 1985, p. 403; Collins, 1990, p. 65); 
as such it is the initial criterion indexed by Paradis. As a second specification 
she proposes the ability of certain adjectives to fill in the slot in How x is it? 
sentences which imply the use of an intensifier to indicate the range of the 
degree. While the third one implies the ability of an adjective to act as a focus 
of exclamatory utterances – and How x!. The fourth indicator, measures the 
oppositeness involved, and thus the existence of antonyms. The positive answer 
to all four criteria signals a scalar adjective.

The classification of the adjectives into three main sub-groups requires an 
extensive comparison between the characteristics of English and Bulgarian 
adjectives. As with English gradable adjectives Bulgarian qualitative adjectives 
possess the semantic component of gradability which entails comparability of 
the adjectives (see Tilkov et al., 1983, p. 148). But just like Collins (1990) and 
Quirk et al. (1985) Tilkov et. al. did not provide an extensive characteristic of 
the possible differences among adjectives, but presented only such which are 
described as scalar ones in English. They pointed several types of adjectives, 
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such as those designating colours, as well as бос (barefoot*), мъртъв (dead), 
жив (alive) that cannot be classified as scalar. It is an interesting occurrence that 
the English equivalents of the last two Bulgarian adjectives are also incapable 
of undergoing comparison and are classified as limit adjectives. Secondly, they 
stated that qualitative adjectives can express various nuances and grades of the 
given quality through the formation of new adjectives with the help of prefixes 
and suffixes. As such they can attempt to answer the question How x is it?. And 
finally, they stated that some of the qualitative adjectives have antonyms and 
form antonymic pairs. 

Taking into consideration the abovementioned statements about Bulgarian 
adjectives, and the fact that they have the same semantic characteristics, prompts 
the assumption that they can easily be subjected to the same classification as 
their English equivalents. The only component missing from the qualification 
is the ability to express exclamation. This, though not mentioned, is effortlessly 
deduced as perfectly possible as: Колко красиво!, Колко прекрасно!, Колко 
грозно! are examples of normal everyday language. 

The first sub-category put forward by Paradis is that of scalar adjectives (1997, 
p. 51), where six adjectives are proposed as its representatives: good, fast, long, 
difficult, nasty, and interesting. According to BNC some of these lexemes have 
extremely high frequency with good’s results soaring to 79878 uses in the 
corpus. This points to the conclusion that these words are among the most widely 
used in the English language. The same thing is also valid for their Bulgarian 
equivalents – добър, бърз, дълъг, труден, неприятен, and интересен (see 
http://search.dcl.bas.bg), where добър is again the leading form among them 
with 32185 hits in the corpus. As a result, 5 of them are found in the LtE corpus 
of the present study and as such should be the first to undergo the procedure for 
establishing compatibility. 

The first criterion, which covers the ability to undergo comparison, is expressed 
through the use of the particles: по- and най- in Bulgarian (see Tilkov et al., 1983, 
p 177). All of the examined 5 adjectives form the comparative and the superlative 
degree – по-дълъг, най-дълъг, по-неприятен, най-неприятен, по-бърз. The 
second specification is the How x is it? question, the positive reaction to which 
also guarantees a scalar nature. In Bulgarian, the question may be rendered 
as: Колко е х? Bulgarian adjectives make no exception and require the use of 
intensifier, e.g. Колко добър е преподавателят? – Много/изключително/
сравнително добър., Колко дълъг е филмът? – Много/твърде/относително 
дълъг. Once again, all the adjectives answer the criterion.

* All translations of Bulgarian adjectives are done by the author of this study.
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The third norm governs the capacity of the adjective to enter into exclamatory 
expressions: Какво добро дете!, Колко дълга рокля!* which is again 
fulfilled. 

The fourth rule has to do with oppositeness. As with their counterparts the 5 
Bulgarian adjectives also have antonyms: добър – лош; дълъг – къс; труден – 
лесен; интересен – безинтересен, неприятен – приятен.

Based on the abovementioned analysis all of the 5 words can be classified as 
strictly scalar adjectives, occupying a range along a scale according to the 
Paradis’s criteria (1997, p. 161). The final proof of the compatibility of the 
present characteristics with the Bulgarian class of adjectives should be the 
correspondence between the preference for intensifiers in English and Bulgarian. 
The LtE contains 27 collocations of добър, бърз, дълъг, труден, неприятен, 
and интересен:

Последва изключително дълга лекция защо трябва да гласува на 
предстоящите избори за Европарламент. (Then there was an extremely 
long lecture on why we should vote at the forthcoming elections for 
members of the European Parliament. – trans. author’s) (see 24 chasa, 
14/05/2014)
(много трудно решение!) и сигурно няма да издържа и още преди 
есента ще ги наредя в буркани. (a very difficult decision! and I won’t 
stand the strain for sure and I’ll put them in jars even before autumn 
comes. - trans. author’s) (see Duma, 15/08/2013)

Examples from LtE corpus show that Bulgarian scalar adjectives just like their 
English counterparts are modified by boosters, diminishers, and moderators 
(много голям/добър/висок, твърде любопитен/зает, малко смутени/
объркани). 

The second subtype distinguished by Paradis is that of extreme adjectives. But 
although Paradis tolerates the idea of comparable extreme adjectives (op. cit., 
p. 56), the idea of comparison seems incompatible. The reason is in the mental 
image extreme/extremity constructs, implying the idea of the farthest points 
reachable on a scale. I believe that Bulgarian speakers are very sensitive to 
it, as one can never say Петър получи по-отлична оценка от Иван. (Petar 
received a more excellent mark than Ivan. – trans. author’s) Unfortunately, of all 
six adjectives studied by Paradis only huge has an equivalent in the Bulgarian 
section of the LtE corpus – огромна.

…императорът прехвърлил в Тракия и отправил към Онгъла 
наистина огромна армия... (…the emperor transferred to Trakiya and 
led a really huge army to the Ongal … - trans. author’s – see Dnevnik, 
05/06/2014) 

* The exclamation is better understood if the adjective is accompanied by its head.
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The question Колко е х?, is defined as inapplicable for English extreme adjectives 
due to their utmost degree, already implying the highest point on a scale. 
The same is true for their Bulgarian equivalents: Колко е огромна?, Колко е 
отлична?. However, Какво огромно здание!, Какво отлично представяне! 
actually exist.

Finally, огромна also has an antonym – миниатюрна, although the BulNC 
gives no explicit information of its antonyms. 

In other words, the Bulgarian equivalent of huge – огромна, can be classified 
as fitting the criteria for extreme adjectives, too. Unfortunately, Paradis’s 
assumption for the collocation of extreme adjectives with maximizers only is 
not confirmed by the LtE corpus. The maximizers studied in this research do 
not collocate with огромна as the only example is of a booster modifying it 
(cited above in the text). That is why the BulNC is consulted but it too shows 
no collocations with the maximizers analysed in this study: абсолютно, 
съвършено, наистина, and съвсем. 

The third group is formed by limit adjectives which are conceptualised in terms 
of ‘either-or’ (op. cit., p. 57). Such should be their interpretation in Bulgarian 
since one can either be жив or мъртъв, верен or грешен. Once again due to 
the limitations of the LtE corpus, posed by its size, there are only two adjectives 
that can be considered translations of the lexemes used in Paradis’s work. They 
are вярно and същия as in some of the examples:

Само след година обаче бях наясно, че е почти същият пияница като 
Наско и не пропуска чуждо като Кирил. (But it took me only a year 
to find out that he was almost identical with Nasko, who was a drunkard, 
and Kiril, who was a womanizer. – see Lichna Drama, is. 11 (1032) 18-
24/03/2014)
Последното може да е клише, но е абсолютно вярно в случая. (The 
last thing may be a cliché but is absolutely true in this case. – trans. 
author’s, see 24 chasa, 03/04/2014)

When analysed separately the two adjectives are found to be incompatible with 
the criterion for comparability: 

**по-вярно, *най-вярно; *по-същия , *най-същия.

They are also inconsistent with the Колко е х? as well as with the exclamatory 
Колко х! (op. cit., p. 58).

*Колко е умрял? *Колко е достатъчен?
*Колко жив човек! *Колко верен отговор!

In terms of oppositeness Bulgarian limit adjectives differ in grammatical 
terms from their English counterparts, as the former possess antonyms which 

* The asterisk symbolises the improbability of the example.
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were listed above. Despite this they can still be considered mutually exclusive. 
And although they are termed antonyms in Bulgarian, they answer the 
complementarity criteria posed by Cruse, where the denial of one of such terms 
entails the use of the other, as well as the anomalous nature of one sentence 
containing both opposing lexemes at one and the same time (1986, pp. 198-
204). 

Paradis (1997) also elaborated that ‘pairs of opposites are not always from the 
same group of adjectives’ and ‘a limit adjective can also form a pair with a 
scalar adjective, e.g. sober as opposed to drunk’ (p. 58). Unexpectedly, this 
is indeed valid for Bulgarian too, and the deviation is obvious with the pairs 
същия – различен, трезвен – пиян; the second constituents of which have 
a distinctly scalar reading, as they can be both compared and can take part in 
exclamations, and evaluations of the range of their degree.

Last but not least, a comparison between the intensifiers used with these 
adjectives in the two languages has to be made. The study of the examples, 
extracted from the LtE corpus, shows that there is a perfect match between the 
preference for intensifiers in both languages - maximizers and approximators – 
absolutely, almost.

In conclusion it should be said that the Bulgarian adjectives discussed here have 
so similar characteristics to their English counterparts that they can be assigned 
to the same sub-type of limit adjectives.

Given all the above-mentioned analysis, I presume that Paradis’s characteristic 
is fully applicable to Bulgarian allowing a fully-fledged contrastive analysis and 
bridging of the English and Bulgarian classes of adjectives to be made. 

Conclusion5. 
The analysis of the results of the study shows that just like their English 
counterparts the Bulgarian adverbs of degree can also be divided into groups 
signalling different degrees. What is even more important is that they can 
be fitted seamlessly into the model applicable to the English intensifiers. 
Surprisingly enough, English and Bulgarian translation equivalents belong to 
the same subcategories forming a perfect alliance. 

The study also proved Bulgarian adjectives are fully compatible with the general 
combinatory principles of their English counterparts. Namely, Bulgarian 
scalar adjectives, just like their English translation equivalents are modified 
predominantly by scalar modifiers, i.e. boosters, moderators, and diminishers, 
and limit adjectives by totality qualifiers (maximizers and approximators). The 
only incompatibility is found with extreme adjectives but since the size of the 
LtE corpus does not allow further analysis no conclusions can be made. 
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One of the most significant contributions of the present study is that a working 
model for the effortless and trustworthy bridging of English and Bulgarian 
intensifiers and adjectives was established.
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