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Abstract 
In	 recent	years	 there	has	been	an	 increased	 interest	 to	 language	corpora	and	 insights	 it	brings	 into	
language	teaching.	To	date	the	main	concern	in	language	education	was	methodology	issues,	that	is,	
how	to	teach.	Today	with	possibilities	IT	offers	there	has	been	a	shift	of	attention	toward	the	content	
of	 language	 classroom	 curricula,	 that	 is,	 what	 to	 teach.	 Corpus,	 that	 is	 in	 the	 world	 of	 corpus	
linguistics	 defined	 as	 a	 large,	 principled	 collection	 of	 naturally	 occurring	 texts	 (written	 or	 spoken)	
stored	 electronically,	 is	 an	 inexhaustible	 source	 of	 authentic	 language	 samples	 and	 renewable	
resource	 for	 language	 teachers	 and	 material	 designers.	 Information	 from	 corpus	 linguistics	 in	
language	 classroom	 can	 be	 used	 in	 several	 ways	 ranging	 from	 informing	 material	 designers	 in	
compiling	 textbooks,	dictionaries,	 for	 teachers	 in	deciding	course	content	and	the	order	of	material	
presentation,	 and	 for	 learners	 in	 developing	 researcher	 and	 analyzer	 skills	 while	 interacting	 with	
corpora.	 The	 aim	 of	 this	 paper	 is	 to	 contrast	 traditional	 (mainstream)	 English	 texts	 with	 corpus-
influenced	 textbooks	 in	 order	 to	 find	 out	 what	 the	 two	 types	 of	 texts	 account	 for	 and	 neglect	 in	
ESL/EFL	classroom.		
	
Keywords:	 	 authenticity,	 corpus-influenced	 text,	 corpus-based	 text,	 corpus-driven	 text,	 language	
corpus,	spoken	English,	traditional	text,	written	English.	
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Introduction 
Corpus	 linguistics	 is	 a	missing	 link	 in	 language	education	 that	used	 to	equip	 learners	with	 linguistic	
competence	 only	 and	 now	 is	 also	 able	 to	 equip	 with	 communicative	 competence	 to	 form	 a	
knowledgeable	 language	speaker	that	can	 interact	appropriately	along	a	continuum	from	written	to	
spoken	 discourse.	 Corpus	 allows	 investigation	 of	 concordance	 lines,	 collocations,	 frequency	
information,	and	style/register-sensitive	language.	
This	paper	studies	how	corpus	findings	are	being	used	and	implemented	into	materials	and	textbooks.	
For	 that	 we	 will	 contrast	 traditional	 (mainstream)	 English	 texts	 with	 corpus-influenced	 texts.	
Essentially,	 we	 are	 arguing	 that	 traditional	 textbook	 language	 presentation	 does	 not	 adequately	
reflect	the	actual	usage	of	 it	by	native	speakers,	while	corpus-influenced	materials	provide	students	
with	 the	 English	 they	 are	most	 likely	 to	 encounter	 all	 around	 them.	 Since	 it	 is	 to	 be	 a	 contrastive	
analysis,	 the	 research	 questions	 are	 what	 the	 two	 types	 of	 textbooks	 account	 for	 and	 neglect	 in	
ESL/EFL	 classroom.	 Due	 to	 scarce	 research	 that	 compares	 traditional	 textbooks	 with	 corpus-
influenced	 ones	 further	 discussion	 in	 the	 literature	 review	 will	 address	 findings	 on	 contrasting	
traditional	textbooks	with	its	three	main	opponents:	corpora	per	se,	corpus-driven	methodology	used	
in	materials	design,	and	Web.	
	
Literature Review 
Table	 1	 presents	main	 features	 of	 the	 language	 as	 presented	 in	 traditional	 texts	 and	 the	 language	
stored	in	corpus.	
Table	1.	
Textbooks Corpora 

} Beliefs	and	intuitions	of	material	designers	
} “Concocted,	culturally	disinfected	dialogues”	
} Utilizing	 dialogues	 to	 present	 grammar,	

vocabulary	and	functional	language	
} Decontextualized	language	
} Linguistic	acceptability	

} Corpus	analysis	
} Authentic	conversations	
} Written	and	spoken	grammar	
} Register	–	and	context-	sensitive	language	
} Sociocultural	appropriateness		

 
2.1. Textbooks and/vs. Corpus 
Reppen	 suggests	 that	 material	 designers	 are	 guided	 by	 their	 beliefs,	 intuitions,	 and	 traditions	 in	
material	 development	 (Reppen	 et	 al.,	 2002).	His	 study	 contrasting	 the	 contents	 of	 six	 textbooks	 to	
corpus	 findings	 has	 indicated	 that	 those	 beliefs	 do	 not	 reflect	 actual	 data	 collected	 by	 means	 of	
corpus	analysis.	Particularly,	 the	 findings	define	the	main	overlook	of	 textbooks,	which	 is	neglect	of	
register	variations.	
Carter,	one	of	the	developer	of	the	spoken	corpus	CANCODE	(Cambridge	and	Nottingham	Corpus	of	
Discourse	 in	 English),	 advocates	 for	 a	middle	 ground	 in	modeling	made-up	data	 from	 textbooks	on	
authentic	 patterns	 taken	 from	 corpora	 (Carter,	 1998).	 Despite	 the	 fact	 that	 he	 found	 a	 plenty	 of	
nonrealistic	 language	 features	 in	 traditional	 texts,	 such	as	 lack	of	 three-part	exchanges	 in	dialogues	
where	the	third	part	in	authentic	discourse	is	usually	filled	by	routinized	phrases	of	affective	purpose	
(e.g. “Really?”,  “I thought so”, “Oh, that’s true”),	 vague	 language	 (e.g.	you know),	ellipsis,	Carter	 is	
aware	of	 and	openly	discusses	 the	 cons	of	 corpus	as	well.	One	of	 the	dangers	of	 real	 language,	he	
reminds,	 is	 its	being	“messy and untidy, and embedded deeply in cultural understandings of various 
kinds to the point where individual words and choices of grammatical form can be of considerable 
cultural significance” (1998, p.48).	 	Whereas	by	contrast	the	language	of	some	textbooks	represents	
“a 'can do' society, in which interaction is generally smooth and problem-free, the speakers co-operate 
with each other politely, the conversation is neat, tidy, and predictable, utterances are almost as 
complete as sentences, no one interrupts anyone else or speaks at the same time as anyone else, and 
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the questions and answers are sequenced rather in the manner of a quiz show or court-room 
interrogation” (1998, p.47).	 Nevertheless	 overall,	 the	 author	 expresses	 the	 viewpoint	 that	 corpus-
driven	 spoken	grammar	of	 English	 and	grammar	 in	 traditional	 coursebooks	 represent	 two	different	
orders	of	 reality,	both	having	 the	 right	 to	exist	 for	distinct	purposes	and,	 suggestively,	 to	exist	 in	 a	
cooperative	mode.		
More	in	detail	Gilmore	(Gilmore,	2004)	discusses	the	distinct	purposes	and	principles	textbook	writers	
were	 guided	by.	Older	publications	 aimed	 for	utilizing	dialogues	prima	 facie	 as	 a	 source	 to	present	
grammar,	 vocabulary	 and	 functional	 language	 that	 might	 explain	 the	 neglect	 in	 the	 inclusion	 of	
discourse	features.	Today,	though,	with	a	dominating	communicative	language	teaching	approach	the	
aims	 and	 focus	 in	 language	 pedagogy	 have	 shifted	 toward	 liberalizing	 language	 education	 with	
granting	students	a	choice	 in	 language	 learning.	The	choice	here	stands	for	 introducing	contextually	
preferred	and	appropriate	use	of	2	types	of	grammar	-	written	and	spoken,	the	distinction	which	have	
been	 long	enough	overlooked.	Corpus	offers	possibilities	 to	make	 the	 latter	 (i.e.	 spoken	grammar),	
the	least	examined	one,	open	to	scrutiny.		
In	 conclusion,	 it	 would	 be	 worth	 mentioning	 four	 areas	 of	 language,	 defined	 by	 Lawson	 (Lawson,	
2001),	in	which	corpus	linguistics	could	provide	important	insights	to	address	the	lack	of	fit	between	
textbooks	 and	 actual	 data	 taken	 form	 corpora	 to	 help	 the	 former	 to	 ‘become	 real’	 in	 speaking	
Englishes.	First,	corpora	provide	information	about	the	frequency	of	occurrence	of	linguistic	features	
in	naturally	occurring	texts.	Second,	corpora	provide	information	about	register	variation,	that	is,	the	
behavior	of	a	language	dependent	on	context.	Third,	corpus	analysis	provides	information	about	the	
salience	of	particular	features.	Lastly,	corpus	provides	information	about	the	discourse	properties	of	
particular	linguistic	features	(i.e.	collocations,	occurrence	environment).		
 
2.2. Corpus-Driven and/vs. Corpus-Based 
In	 this	 discussion	 I	 will	 try	 to	 answer	 the	 question	 put	 in	 the	 introduction,	 namely,	 how	 corpus	
findings	are	being	used	and	implemented	into	materials	and	textbooks.	The	manner	and	the	extent	of	
corpus	influence	on	a	language	textbook	are	usually	mentioned	in	its	preface	by	terms	corpus-based,	
corpus-informed,	or	corpus-driven.	It’s	highly	likely	that	material	designers	use	“corpus-based”	term	
in	 its	general	sense,	defined	by	Tognini-Bonelli,	as	“all types of work that relate to and draw from a 
corpus”,	being	in	a	sense	an	umbrella	term,	and	most	likely	meaning	just	“very	informal	and/or	partial	
relationship”	 (Tognini-Bonelli,	2001,	p.65).	The	 following	definition	by	 theoreticians	would	give	us	–
language	 instructors	 and	 textbook	 consumers	 –	 invaluably	more	 useful	 information	when	 choosing	
the	 textbook.	As	defined	by	 them,	 in	order	 to	make	a	methodological	distinction,	 theoreticians	use	
the	term	corpus-based	“to refer to a methodology that avails itself of the corpus mainly to expound, 
test or exemplify theories and descriptions that were formulated before large corpora became 
available to inform language study”	 (Tognini-Bonelli,	 2001,	 p.65).	 Thus,	 it	 may	 be	 referred	 as	
theoretical	 linguistics	 enriched	 by	 moderate	 corpus	 evidence.	 Corpus	 evidence	 here	 is	 not	 a	
determining	factor,	but	rather	a	supportive	platform	used	to	validate	existing	theory.		
Corpus-driven	 approach,	 on	 the	 contrary,	 is	 a	 bottom-up	 approach.	 It	 “aims to build theory from 
scratch, completely free from pre-corpus theoretical premises”	 (Gries,	 2010,	 p.328).	 Theoretical	
statements	 are	 fully	 consistent	with	 the	 evidence	provided	by	 corpus	 (Tognini-Bonelli,	 2001).	Most	
importantly,	 what	 corpus-driven	 linguistics	 grants	 is	 novelty.	 However,	 not	 to	 idealize,	 the	 major	
limitation	 here	 is	 the	 risk	 of	 error	 if	 the	 corpus	 turns	 out	 to	 be	 unrepresentative,	 unreliable,	 or,	
simply,	 not	 comprehensive	 enough	 (Tognini-Bonelli,	 2001).	 Gries,	 though,	 challenges	 the	 whole	
notion	 of	 corpus-driven	 linguistics,	 pointing	 at	 the	 logical	 conflict	 when	 it	 comes	 to	 corpus	
annotations	that	in	corpus-driven	linguistics	also	inevitably	end	up	using	preconceived	theory,	which	
goes	counter	bottom-up	nature	(Gries,	2010).	The	major	advantage	that	data-driven	learning	offers,	
according	 to	 Cheng	 et	 al.	 (Cheng	 et	 al.,	 2007),	 is	 the	 unique	 opportunity	 for	 learners	 to	 become	
language	researchers	themselves,	examining	and	analyzing	corpus	data.		
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Of	 all	 the	 terms	 we	 have	 come	 across,	 among	 which	 are	 corpus-derived,	 -inspired,	 -influenced,	 -
informed,	the	definitions	only	for	-driven	and	-based	were	found,	what	leaves	us	wondering	whether	
researchers	were	consciously	and	reasonably	preferring	ones	over	the	others.		
	
Methodology 
For	the	contrastive	analysis	we	compare	three	types	of	English	texts:	full-fledged	four	skills	textbook,	
vocabulary	text	and	grammar	text.	Each	type	will	be	represented	by	a	contrastive	pair	of	traditional	
and	 corpus-influenced	 texts.	 The	 corresponding	 pairs,	 respectively,	 are	 Just Right	 (Harmer	 et	 al.,	
2007)	vs.	Touchstone	(McCarthy	et	al.,	2006);	Vocabulary Power 2	(Dingle,	2008)	vs.	Vocabulary in Use	
(McCarthy	 et	 al.,	 2010);	 Understanding and Using English Grammar	 (Azar	 et	 al.,	 	 2009)	 vs.	 Real 
Grammar	(Conrad	et.	al.,	2009).		
Bennet	 (Bennet,	 2010)	 in	 her	 book	 Using Corpora in the Language Learning Classroom: Corpus 
Linguistics for Teachers shares	material	analysis	checklist	(Table	2)	that	can	be	used	for	evaluation	of	
any	classroom	material,	including	corpus-influenced	ones.	The	checklist	was	created	wit	efforts	of	the	
members	of	the	Graduate	TESOL	Cohort	03	and	04	in	LIN	558	Materials	Development	and	Integration	
in	the	M.A.	TESOL	program	at	Cornerstone	University.	
		Table	3.	Materials	Analysis	Checklist	(Bennet,	2010)	
Grammar	Materials	

} are	logically	sequenced	
} exploit	 the	 three	 E’s	 (explanations,	

examples,	exercises)	
} provide	grammar	in	context	
} utilize	 both	 inductive	 and	 deductive	

reading		

Reading	Materials	

} provide	 pre-,	 while-,	 and	 post-reading	
activities	

} contain	 appropriate	 text	 types	 and	
topics	

} use	authentic	texts,	when	possible	
} teach	reading	strategies	

	

Speaking	Materials	

} consider	the	appropriate	audience	
} present	grammar	for	the	spoken	context	
} address	accuracy	and	fluency	
} address	pronunciation	
} provide	speaking	strategies	
} link	speaking	and	listening	

	

Writing	Materials	

} develop	 students’	 knowledge	 of	
rhetorical	patterns	

} engage	students	in	the	writing	process	
} provide	 opportunities	 for	 writing	 for	

both	fluency	and	accuracy	
} connect	reading	and	writing	

	

Listening	Materials	

} include	strategies	for	listening	
} allow	for	immediate	post-listening	production	
} provide	pre-,	while-,	and	post-listening	activities	
} make	use	of	appropriate	spoken	excerpts	

Since	 the	 textbooks	 under	 analysis	 are	 quite	 specific	 in	 their	 foci,	 I	 have	 remodeled	 Bennet’s	
evaluative	criteria	accordingly.	For	four-skill	textbooks:	1)	syllabus	organization:	skill-based,	content-
based,	 grammar-based,	 task-based,	 situational,	 functional,	 interactional,	 learner-centered;	 2)	
topicality	and	relevance	in	thematic	choice;	3)	register	and	genre	sensitivity;	4)	authenticity	of	texts,	
provided	 examples;	 5)	 quality	 of	 accompanying	 exercises.	 For	 vocabulary	 texts:	 1)	 unit	 compilation	
principle;	2)	grammar	segregation/integration;	3)	register	and	genre	sensitive	lexicon;	4)	presentation	
in	authentic	context;	5)	quality	of	accompanying	exercises.	For	grammar	texts:	1)	scope	of	coverage,	
2)	grammar	for	the	spoken	and	written	context,	3)	support	from	examples,	4)	authenticity	of	provided	
examples,	5)	quality	of	accompanying	exercises.		
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Comparing traditional and corpus-based grammar textbook 
Touchstone	is	a	series	of	four-skill	textbooks	for	young	adults	and	adults,	which	as	authors	claim,	draw	
on	 the	 Cambridge	 International	 Corpus,	 published	 by	 Cambridge	 University	 Press	 expectedly.	
Consisting	 of	 12	 units,	 Touchstone 3	 (for	 intermediate	 level	 of	 proficiency)	 has	 a	 comprehensive	
enough	 unit	 organization,	 covering	 grammar,	 vocabulary,	 conversation	 strategies,	 pronunciation,	
listening,	 reading,	 writing,	 vocabulary	 notebook,	 free	 talk	 sections,	 respectively.	 The	 corpus-
influenced	nature	is	noticeably	stressed	throughout	the	coursebook:	the	preface,	the	text	per	se,	and	
the	back	cover	with	an	explicit	explanation	of	what	corpus	is	for	audience,	most	probably,	new	to	this	
notion	(the	book	dates	from	2006)	and	its	benefits.	The	text	has	a	visible	incline	toward	speaking,	or	
as	it	is	called	here	conversation management,	stressing	the	parallel	sequence	of	four	skill	acquisition,	
however,	with	speaking	as	a	demonstrative	one	in	the	extent	of	success	of	proficiency.	Thus,	grammar	
exercises	are	seen	as	“giving	opportunities	to	exchange	personal	information	with	classmates”	(from	
the	preface),	listening	exercises	require	‘listen	and	react’	model,	writing	tasks	“include	blogs,	reviews,	
letters,	short	articles,	and	reports	(in	other	words,	predominantly	spoken	mode	of	speech	expressed	
in	a	written	form),	not	mentioning	numerous	speaking	tasks	per	se.		

1. syllabus organization- it	 is	a	combination	of	the	following	syllabus	types	such	as	functional,	
situational	(topical),	interactional,	and	learner-centered	with	prevailing	speaking	orientation	
accordingly. The	examples	of	those	functions,	situations	and	interactions	are	“talking	about	
people’s	 behavior	 and	 personality”,	 “describing	 one’s	 eating	 habits”,	 “offering	 advice	 and	
solutions	 to	 problems”,	 “discussing	 gadgets	 and	 technology”,	 “talking	 about	 events	 in	 the	
news”,	“recommending	CDs,	books,	movies,	and	shows”,	and	the	like. 

2. topicality and relevance of thematic choice – the	authors	are	true	when	stating	 in	the	back	
cover	the	intended	use	of	the	coursebook:	“Touchstone	3	teaches	grammar,	vocabulary,	and	
conversation	 strategies	 for	 everyday	 interaction”.	 Thus,	 the	 chosen	 topics	 are	 of	 current	
interest	and	relevant	to	 intermediate	 level	of	proficiency.	The	topics	are	truly	young	adults	
oriented	inspired	by	quite	plausible	situations	they	may	find	themselves	in.	The	examples	of	
everyday	 interaction	 topics	 are	 the	 following:	 The way we are, Experiences, Food choices, 
Managing life, Relationships, Impressions, In the news,	 and	 the	 like.	 The	 choice	 of	 topics	
seems	to	be	disparately	more	realistic	to	be	encountered	by,	than	the	ones	from	traditional	
textbooks,	or,	as	an	example,	from	the	opposing	textbook	under	analysis	Just Right	such	as	
scattered	Wolf, Crime and Punishment, Getting angry, Photograph,	etc. 

3. register and genre sensitivity-	the	coursebook	is	a	good	example	of	a	biased	corpus-informed	
text,	 biased	 towards	 informal	 register	 and	 all	 the	 genres	 associated	with	 this	 register	 and	
spoken	 grammar	 accordingly.	 For	 instance,	 it	 extensively	 covers	 pragmatically	 oriented	
conversation	strategies	like	using	short	responses	with	really	and	sure to	agree	and	show	one	
is	 a	 supportive	 listener	 or	 expression	 You know what I mean?	 to	 ask	 for	 agreement	 in	
conversation,	 responding	 to	 suggestions	 by	 letting	 the	 other	 person	 decide,	 etc.	 Writing	
section	 is	 again	 concerned	with	 the	 genres	 associated	with	 informal	 register	 such	 as	 blog,	
autobiography,	review	of	movie,	and	the	like.	Though	I	admit	that	the	authors	did	mention	
speaking-oriented	 nature	 of	 the	 text,	 for	 a	 stated	 to	 be	 comprehensive	 and	 self-sufficient	
coursebook,	 an	 evident	 one-sidedness	 is	 a	 flaw	 by	 the	 authors	 that	 puts	 students	 at	 a	
disadvantage	if	encountered	by	genres,	word	choice,	grammar	and	syntax	of	formal	register.		

4. authenticity of texts and provided examples- the	 book	 exploits	 large	 number	 of	 dialogues,	
quizzes,	 interviews,	 magazine	 articles,	 blog	 posts	 to	 introduce	 grammar	 and	 vocabulary.	
Though	 they	 might	 not	 be	 authentic	 in	 sense	 of	 Gilmore’s	 term	 natural baseline text	
(Gilmore	 2007,	 p.109),	 they	 are	 certainly	 slightly	 modified	 to	 the	 ‘neat	 and	 tidy’	 extent,	
either	 simplified	 or	 elaborated.	 It	 is,	 actually,	 mentioned	 by	 the	 authors	 in	 text	 credits:	
“Adapted from Too Good to Be True by John Garrity”,	 etc.	 The	 reading	 section	 provides	
sources	 of	 the	 texts,	 for	 example,	 there	 are	 Suzanne Moyer’s Little Corner of the World	
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blogpost,	an	article	from	BootsnAll Travel Network,	Guinness World Records Book,	USA Today	
article,	etc.	The	illustrations	include	drawings	and	real	photographs.	There	are	photography	
credits	 and	 text	 credits	on	 the	 last	page.	 Thus,	 the	 sources	are	quite	 transparent,	 assuring	
authenticity.	 

5. quality of accompanying exercises – every	 unit	 starts	with	 pre-text	warming-up	 discussion	
questions.	 Since	 the	 topics	 are	 appealing	 to	 reflection,	 discussion,	 sharing	 ideas	 (e.g.	Tech 
savvy?, What if?, What’s up?),	 a	 lot	 of	 speaking	 is	 encouraged.	 Listening	 exercises	 require	
follow	up	 reaction	 in	again	 speaking	 form	 (e.g.	Listen to Tom read a review of a Cirque du 
Soleil show. Does his friend want to see the show? Would you like to see it? Tell a partner.)	or	
listening	 for	 information	 or	 listening	 for	 pronunciation.	 Writing	 is	 not	 a	 ‘solitary’	 activity,	
involving	 peer-review	when,	 first,	 it	 comes	 to	 correctness,	 and,	 second,	 discussions	 of	 the	
ideas	expressed	when	it	comes	to	the	content	(e.g.	Write a letter to the editor about Marcus 
and his program or about the work of another person you admire. Read your classmates’ 
letters. Are people’s reactions similar? Did you learn about any interesting people and 
projects?).	 	 	 Prevailing	 types	 of	 exercises	 are	 pair-	 and	 group-work.	 There	 is	 hardly	 any	
activity	on	drilling	and	mechanical	reproduction,	rather	open-ended	sentences	are	asked	to	
be	completed,	sentences	to	be	restated.	Creativity	is	welcomed.	 

Traditional	texts	I	have	chosen	for	this	comparative	analysis	are	devoid	of	any	biased	predisposition.	
In	the	category	of	 four-skill	 textbooks,	 I	have	picked	Just Right	 (upper-intermediate)	as	a	traditional	
one	opposing	corpus-influenced	Touchstone.	To	start	with,	the	textbook	doesn’t	provide	any	preface	
or	address	to	students	or	teachers.	The	only	clue	to	the	description	of	main	features	is	the	back	cover:	
“Just	 Right	 is	 a	 new	 integrated	 English	 language	 course	 that	 combines	 exciting	 new	 ideas	with	 the	
best	of	common	practice,	making	it easy for learners to use and simple for teachers to adapt”	(italics	
preserved).	 The	 book	 contains	 an	 attached	mini-grammar	 reference	 and	 audioscript.	 Thus,	 for	 the	
explanation	of	grammar	points,	students	are	referred	to	a	supplement	mini-book.	Despite	having	won	
space	 by	 that	 in	 a	 unit	 itself,	 each	 of	 the	 14	 units	 still	 counts	 up	 to	 46-50	 exercises	 (comparing	 to	
average	25	in	Touchstone).		

1. Syllabus organization – the	 authors	 are	 frank	 claiming	 the	 text	 to	 be	 a	 combination	 of	
grammar,	functional	and	lexical	syllabi.	Vocabulary,	skill	and	grammar	parts	seem	unrelated.	
For	instance,	Out of the Blue unit	starts	with	colors	as	a	new	vocabulary	(not	to	confuse,	as	
though	 the	 text	 introduces	 colors	 in	 upper-intermediate	 level:	 colors,	 shades,	 color	
metaphors,	 color	 blindness,	 and	 linguistic	 relativity	 issues	 of	 Sapir-Whorf	 hypothesis	 in	
recognizing	 certain	 colors),	 in	 speaking	 part	 it	 moves	 into	 “making joint decisions”,	 in	
grammar	 –	 “needs doing, have something done”,	 and,	 finally,	 in	 skills	 part	 –	 “taking 
something to be fixed”. 

2. topicality and relevance of thematic choice – the	 authors	 claim, Just Right	 is	 a	 five-level	
general	English	course	for	adults	and	young	adults.	However,	the	collection	of	topics,	as	well	
as	their	consistency,	unlike	in	Touchstone,	do	not	seem	to	be	logical.	To	illustrate	the	topics	
and	 their	 orientation	 in	 respect	 to	 each	 other,	 the	 book	 includes	Winning, Hoping, Giving	
(lottery	dreams,	charity),	Photographs,	Wolf, Just for fun	(things	people	do	for	fun),	Getting 
Angry, Looking Forward,	etc.	 

3. register and genre sensitivity –	though,	the	text	never	instructs	on	how	to	use	it,	not	talking	
about	 a	 mention	 of	 corpus,	 the	 text	 provides	 separate	 treatment	 of	 spoken	 and	 written	
grammar,	 the	 feature	 that	 is	mostly	 common	 to	 corpus-influenced	 editions	 (e.g.	 question	
forms	and	spoken	questions).	Similarly,	the	book	addresses	register	issues,	namely,	register-
sensitive	 vocabulary,	 syntax	 preferences	 for	 speaking	 and	 writing.	 The	 sample	 reflective	
questions	 from	 an	 exercise	 are	 Where can you see speaking-like language being used in 
writing in the modern world?,	What might be the full (written) form for A’s utterances in the 
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following exchange?	(having	introduced	ellipsis).	However,	similarly	to	Touchstone,	variety	of	
genres	and	their	main	features	are	hardly	mentioned. 

4. authenticity of texts and provided examples – though	 there	 are	 no	 sources	 provided	 after	
reading	passages,	text	acknowledgements	don’t	fail	to	mention	media	and	literature	sources.	
Particularly,	The Guardian, The Observer,	 Stephen	King,	various	blog	writers,	etc.	Since	 this	
text	under	analysis	is	American	edition	(there	are	also	British	and	Middle	East	editions),	the	
examples	 touch	upon	English	 varieties,	 as	well	 as	 exercises.	 There	 is,	 in	 fact,	 a	whole	blog	
devoted	 to	 Varieties of English. 	 For	 instance,	 What words of grammar tell you that the 
following sentences are written in American English? How would you change each sentence 
for a different language variety (e.g. British English)? 

5. quality of accompanying exercises - units	 are	 highly	 packed	 with	 an	 excessive	 number	 of	
heterogeneous	exercises	(average	number	is	51	per	unit).	Each	unit	is	divided	into	10	parts:	
Reading, Language in Chunks (collocations), Vocabulary, Grammar, Functional Language, 
Pronunciation, Listening, Speaking, Writing, and Review.	These	parts,	however,	are	organized	
in	 a	 various	 order	 depending	 on	 the	 unit.	 As	 it	 was	 mentioned,	 the	 exercises	 are	 rather	
heterogeneous	 but	 hardly	 are	 they	 on	 mechanical	 reproduction	 or	 on	 drilling.	 There	 are	
activities	 typical	 of	 corpus-influenced	 texts	 like	 on	 noticing language	 (e.g.	 Look at these 
sentences from the four texts in Activity 2 and notice which nouns have a definite article, an 
indefinite article or no article.),	 on	 analyzing	 (e.g. Explain what the collocations in italics 
mean as if you were explaining them to someone in a lower-level class.),	 on	 language 
research (e.g. Using a dictionary or any other source, find out what activities you might use 
the following objects with: album-stamp collection, etc.),	etc.	In	fact,	despite	the	fact	that	all	
the	activities	seem	quite	interesting,	new,	and	involving,	the	quantity	of	them	distracts	from	
making	 generalizations	 about	 the	main	 trends.	 It	 is	 also	 due	 to	 inconsistency	with	 activity	
types	among	units.		

Real Grammar is	a	resource	book	of	American	English	of	50	stand-alone	units,	which	can	be	used	to	
supplement	an	existing	coursebook.	 It	 is	organized	 into	eleven	 logically	 sequenced	parts	with	more	
difficult	units	toward	the	end	of	the	parts.	Any	unit	can	be	introduced	irrespective	of	its	order.	In	the	
title	of	each	unit	there	are	icons	providing	information	on	the	context	of	use	(spoken	or	written)	of	a	
particular	grammatical	 construction.	Each	unit	 consists	of	 three	 sections:	1)	what	have	you	 learned	
from	your	grammar	textbook?	2)	what	does	the	corpus	show?	3)	activities.		There	are	three	types	of	
sequenced	 exercises:	 noticing	 activities	 (to	 make	 input	 intake),	 analysis	 activities	 (to	 make	 intake	
uptake),	and	practice	activities	(to	make	intake	output).		
Let	us	compare	the	presentation	of	the	definite	article	in	Real Grammar	and	traditional	grammar	text	
Understanding and Using English Grammar	(intermediate	and	advanced	level).		
	
Real Grammar 

1. scope of coverage- first	of	all,	the	unit	opens	up	with	a	brief	overview	on	the	use	of	the	that	
usually	 can	 be	 found	 in	 any	 traditional	 grammar	 textbook.	 Further	 the	 authors	 present	
corpus	 findings	 on	 usage	 situations	 of	 the.	What	 is	 interesting,	 there	 is	 a	 note	 that	 the is	
required	 because	 a	 referent	 was	 already	 mentioned	 in	 a	 text	 for	 only	 about	 1/4	 of	 all	
occurrences	 of	 it	 in	 conversation	 and	 writing.	 Other	 reasons	 for	 using	 the	 definite	 article	
include	the	situations	where	the	referent	is	known	from	the	shared	context	(e.g.	Give me the 
butter, please),	the	referent	is	specified	by	modifiers	of	the	noun	(e.g.	The Midwestern states 
have the most affordable house (news)),	the	referent	can	be	inferred	from	a	noun	that	was	
previously	 mentioned	 (e.g.	 Below us, an old pale blue Ford rattled into view. The driver 
swung wide around my car…(fict.)),	and,	finally,	the		reason	mentioned	for	the	first	time	so	
far-	new	people,	things,	or	events	are	presented	as	though	they	are	familiar	(e.g.	When the 
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call first came in from Fraxilly, I didn’t accept it [beginning of the novel]).	Moreover,	 these	
reasons	are	provided	with	 frequency	 information	 indicating	 the	percentage	of	 the	usage	 in	
conversation,	fiction,	and	informational	writing	(e.g.	the	reason	 inference	 in	conversation	is	
used	 up	 to	 5	 %,	 fiction-10%,	 and	 informational	 writing	 -15%).	 Thus	 the	 coverage	 is	 full	
enough,	touching	upon	the	common	rules	we	are	being	taught	 in	our	textbooks,	as	well	as	
supplementary	 nuances	 of	 the	 usage	 and	 the	 least	 mentioned	 but	 salient	 and	 frequent	
guidelines	according	to	the	corpus	 findings.	What	 is	more,	each	reason	to	apply	the comes	
up	with	description	of	use	and	examples.	 

2. grammar for the spoken and written context –	 the	 two	 are	 being	 treated	 distinctly. Each	
reason	 is	 followed	by	 the	 description	 of	 use	 stating	 explicitly	 the	 preferred	 context	 of	 use	
such	as	conversation,	informational	writing,	fiction.	 

3. support from examples – the	 theory	 introduction	 makes	 ample	 use	 of	 examples	 from	
different	registers. 

4. authenticity of provided examples –in	the	part	“what	have	you	learned	from	your	grammar	
textbook?”	the	authors	provide	the	examples	(e.g.	The sun is hot today)	with	the	guidelines	
taken	 from	 traditional	 texts	 to	 illustrate	 the	 discrepancy	 later	 providing	 real	 English	
examples.	The	examples	in	the	corpus	finding	part	are	chosen	appropriately	to	the	register	of	
use,	 for	 instance,	 if	 it	 is	 said	 to	 be	 the	most	 common	 reason	 in	 informational	writing,	 the	
examples	 supporting	 that	 reason	 are	 taken	 from	 news	 and	 academic	 writing	 (e.g.	 The 
introduction of technology into teaching should include support and training).	 Besides,	 the	
examples	 are	 equipped	 with	 the	 tags	 telling	 what	 an	 exact	 register	 is	 presented	 such	 as	
acad.,	news,	fict.	 

5. quality of accompanying exercises –	 there	 are	 4	 different	 activities.	 The	 first	 one	 is	 on	
noticing	 in	 context	 (contexts	 are	 provided	 by	 the	 comments,	 e.g.	 from	 an	 article	 about	
evolution,	 from	 a	 report	 about	 cattle	 in	 England).	 The	 second	 one	 is	 about	 analyzing	
discourse,	particularly,	academic	writing	versus	conversation.	Students	are	to	dwell	upon	the	
reasons	 of	 the	 definite	 article	 use.	 To	 support	 their	 guesses	 they	 can	 always	 refer	 to	 the	
guidelines	and	frequency	information.	The	third	activity	 is	about	analysis	and	editing	of	the	
errors.	 Finally,	 the	 last	 one	 is	 on	 practicing	 writing	 of	 an	 informational	 passage	 with	 the	
correct	use	of	the	in	ways	that	are	typical	for	informational	writing.	Thus	we	can	observe	the	
diversity	of	 the	types	of	activities.	The	authors	persistently	draw	students’	attention	to	the	
register-sensitive	nature	of	the	definite	article.	The	activities	are	logically	sequenced	starting	
with	noticing,	analysis,	and	finishing	with	a	creative	production. 
 

Understanding and Using English Grammar 

1. scope of coverage	–	the	chapter	touches	upon	basic	and	general	guidelines	for	article	usage.	
The	necessity	 to	use	 the	definite	 article	 is	mentioned	 in	 situations	when	both	 the	 speaker	
and	the	listener	are	thinking	about	the	same	specific	thing	(e.g.	Thank	you	for	the	banana),	
with	 singular/plural	 count/noncount	 nouns	 (e.g.	 Thank	 you	 for	 the	 fruit),	 for	 the	 second	
mention	of	an	 indefinite	noun,	and	with	a	 singular	generic	count	noun	when	 talking	about	
species	 of	 animals,	 inventions,	 and	 instruments	 (e.g.	 Do	 you	 play	 the	 guitar?).	 For	 the	
declared	advanced	level	the	coverage	is	rather	poor. 

2. grammar for the spoken and written context-	not	available; 
3.  support from examples – each	guideline	is	provided	by	a	correct	and	an	incorrect	example; 
4. authenticity of provided examples –	 there	 is	 no	need	 for	 scrutinizing	 the	 examples	 for	 the	

authenticity	since	the	lack	of	it	is	quite	obvious.	For	example,	Yesterday I saw some dogs. The 
dogs were chasing a cat. The cat was chasing a mouse. The mouse ran into a hole. The hole 
was very small.	This	kind	of	example	is	not	likely	to	happen	in	naturally	occurring	language,	
but	it	might	take	place	in	children’s	literature	for	kindergarten	level.	Again	the	book	does	not	
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prove	 the	 declared	 advanced	 level.	 Moreover,	 the	 example	 The sun is bright today	 is	
presented	 with	 other	 heterogeneous	 examples	 (e.g.	 Omar is in the kitchen)	 next	 to	 the	
guideline	“when	you	know	or	assume	that	your	 listener	 is	 familiar	with	and	thinking	about	
the	 same	 specific	 thing	 you	 are	 talking	 about”.	 The	 very	 glaring	neglect	 not	 only	 does	not	
specify	guidelines	for	these	two	different	article	use	situations	but	can	also	lead	to	erroneous	
generalization	and	overall	confusion	of	students.	 

5. quality of accompanying exercises- the	 chapter	 opens	 up	 with	 an	 example	 on	 implicit	
introduction	of	the	salient	grammatical	structure	to	be	discussed	so	that	students	inductively	
come	up	with	 the	 rules.	 The	 rest	 is	extensive	drilling	on	 the	application	of	 the	 learnt	 rules	
with	fill	 in	the	gaps	exercises	(e.g.	complete with a, an, the).	No	analytical	skills	are	needed	
except	 for	 the	 mechanical	 production.	 Noticing	 of	 the	 grammatical	 structure	 without	
activities	 on	 analysis	 is	 not	 likely	 to	 happen,	 thus	 preventing	 input	 from	 transforming	 into	
intake.	All	the	presented	dialogues	are	two-part	exchanges	(e.g.	A: I wish we had a washing 
machine. B: So do I. It would make it a lot easier to do our laundry.),	 proving	 that	 this	
phenomenon	 is	 common	 in	 traditional	 coursebooks	 but	 not	 in	 materials	 based	 on	 real	
English	 (Carter,	 1998).	As	Carter	 states,	 “the	 absence	of	 a	 follow-up	 comment	 can	make	 a	
question	and	answer	sequence	rather	cold	and	impersonal”.	

The	 third	 contrastive	 pair	 of	 textbooks	 is	 vocabulary	 texts.	 _______ in Use	 	 series	 are	 	 Cambridge	
International	 Corpus	 informed,	 so	 is	Vocabulary in Use,	 the	 text	 under	 analysis.	 The	 book	 has	 100	
two-page	units,	the	left-hand	page	explaining	the	new	words	and	expressions	and	the	right-hand	page	
providing	 exercises	 for	 practice.	 The	 text	 covers	 approximately	 3,500	 vocabulary	 units.	 Though	
claiming	to	be	a	corpus-influenced	text,	expected	collocations	are	not	provided.	It	is	a	reference	and	
practice	 book	 for	 students	 as	 well	 as	 for	 teachers	 to	 use	 with	 a	 group	 of	 students.	 Since	 it	 is	 a	
reference	 book,	 it	 is	 quite	 laconic,	 thus	 lacking	 explicit	 context	 surrounding.	 The	 book	 starts	 with	
suggesting	 strategies	 for	 learning	 new	 vocabulary,	 using	 dictionaries,	 and	 organizing	 a	 vocabulary	
notebook.		

1. unit compilation principle-		the	text	provides	rather	an	impressive	vocabulary	coverage	with	
units	 based	 on	morphological,	 phonological,	 grammatical,	 syntactical,	 idiomatic,	 thematic,	
and	conceptual	principle.	As	an	example	to	each	of	the	principle,	there	are	units	and	subunits	
such	 as	 Compound Nouns: Noun+Noun	 in	 Word formation; Homonyms in Pronunciation; 
Obligation, Need, Possibility, and Probability in Basic Concepts (grammar); Discourse Markers 
in Speech in Connecting and Linking Words (syntactical); Binomials in Idiomatic Expressions; 
The Media and the Press in Topics; Success, Failure, and Difficulty in Basic Concepts 
(conceptual), respectively;   

2. grammar segregation/integration-where	 necessary,	 the	 text	 provides	 grammar	
accompaniment.	 For	 instance,	when	 introducing	Numbers, Quantity, Degree, and Intensity: 
Much	in	questions,	negatives	and	with	uncountable	nouns,	and	the	like. Another	example	is	
about	collective	nouns	taking	plural/singular	verbs,	etc.	Occasionally,	there	are	instances	of	
spoken	grammar	mention	(e.g. I gotta go);	

3. register- and genre- sensitive lexicon-there	 are	mentions	 of	 preferred	 informal	 and	 formal	
contexts	of	use	for	particular	vocabulary	units,	such	as,	for	example,	To keep fit you need a 
good diet plus regular exercise. Plus is normally used to connect noun phrases, but it can 
connect clauses in informal speech. From	 all	 the	 genres	 the	 authors	 decided	 to	 cover	 the	
ones	on	Headline English	and	The language of science and notices.	These	genres,	however,	
were	not	 intentionally	 included	as	genre	representatives;	rather	they	are	chosen	randomly,	
what	 indicates	 their	 limited	 representativeness	 and	 inclusion	 into	 the	 final	 Special Topics	
group	 with	 a	 scattered	 organization	 (for	 example,	 5	 topics	 presented	 there	 are	 Headline 
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English, The Language of Signs and Notices, Words and Gender, Formal and Informal Words, 
Varieties of English, American English and British English); 

4. presentation in authentic context- if	a	unit	has	a	text	(what	is	rare	due	to	a	quite	limited	one	
–page	 theoretical	 page),	 the	 text	 comes	 with	 a	 source	 reference.	 However,	 the	
representativeness	 of	 texts	 in	 text	 acknowledgements	 is	 not	 comprehensive	 (dictionaries,	
encyclopedias,	 scientific	 literature).	 The	 authors	 claim,	 that	 “examples	 are	 the	 same	 or	
similar	 to	 those	 in	 the	 Corpus”	 (what	 corpus	 is	 being	 referred	 to	 is	 not	 stated),	 thus	
vocabulary	units	are	being	used	in	their	most	typical	contexts.	The	claim	seems	to	be	truthful	
if	 looked	 at	 informal	 expressions	 being	 supported	 by	 conversational	 excerpts,	 discourse	
markers	in	writing	by	written	evidences,	and	the	like.	Vocabulary	units	are	mainly	phrases	or	
word	combinations	that	follow	the	pattern	of	natural	language	use; 

5. quality of accompanying exercises-	 the	exercises	vary	from	fill-in	the	blanks,	and	drilling,	to	
noticing	in	context	and	creative	production.	However,	the	former	prevail.	Thus	the	exercises	
can	 be	 accused	 of	 lacking	 authenticity	 and	 topicality	 when	 comparing	 to	 plausible	 or	 real	
situation	use. 

The	traditional	opponent	of	the	previously	observed	corpus-influenced	text	is	Vocabulary Power 2. As	
the	authors	claim,	the	distinguishing	power	of	this	text	is	the	research	on	memory	that	the	text	bases	
its	organization	on.	The	 idea	 is	 to	expose	students	 to	a	vocabulary	unit	not	 less	 than	eight	 times	 in	
different	 contexts.	 Thus	 each	 unit	 offers	 those	 eight	 contexts	 that	 are	 Words in Context, Word 
Families, Same Word, Different Meaning, Words in Sentences, Words in Collocations and Expressions, 
Words in a Reading, Words in Discussion,	 and	 Words in Writing.	 However,	 peculiarities	 of	 each	
context	(e.g.	written	and	spoken)	that	require	text	adjustments	accordingly,	are	not	made	mention	of.	
Thus	no	guiding	is	provided.			

1. unit compilation principle – comparing	 to	 an	 organized	 Vocabulary in Use,	 the	 major	
limitation	of	Vocabulary in Power 2	 is	 the	absence	of	any	organizational	principle	of	a	unit.	
Each	 unit	 introduces	 10	 random	words	 around	which	 the	 unit	 is	 composed.	 Units	 are	 not	
named.	 If	 questioned	what	 those	words	 are,	 all	mentioned	 in	 the	 preface	 is	 that	 the	 text	
“teaches	 Intermediate	students	more	challenging	words	 from	the	GSL	 (the	General	Service	
List)	 and	 words	 from	 the	 AWL	 (the	 Academic	 Word	 List)	 (Vocabulary in Power).	 As	 an	
example,	 Chapter 10	 introduces	 the	 following	 10	 words:	 affect, crush, declare, export, 
instant, precious, publish, scatter, severe, wound.	 It	 is	 indeed	hard	 to	make	generalizations	
out	 of	 this	 collection.	 Lacking	 logical	 organization	 diminishes	 the	 comprehensibility	 of	 the	
whole	text.	The	text	covers	300	vocabulary	units	(vs.	3,	500	words	in	Vocabulary in Use).	The	
major	differences	between	Vocabulary in Use	 and	Vocabulary in Power 2	 are	 the	 former’s	
extensive	and	the	latter’s	intensive	treatment	of	vocabulary; 

2. grammar segregation/integration - there	is	no	grammar	reference; 
3. register and genre sensitive lexicon –	not	available; 
4. presentation in authentic context - the	 excerpts	 for	 reading	 come	 with	 sources,	 though	

modification	 by	 the	 authors	 is	 not	 denied.	 However,	 text	 acknowledgements	 are	 not	
provided.	Since	 the	book’s	main	 idea	 is	extensive	context	utilization,	as	 it	 is	 formulated	by	
the	authors,	the	contexts	here	are	more	of	the	encounter	type	of	the	thing.	In	other	words,	
the	word	 context	 is	 not	 used	 in	 its	 true	meaning	 of	 language	 use,	 rather	 presentations	 of	
vocabulary	 use.	 The	 text	 does	 not	 prioritize	 collocations,	 but,	 at	 least,	 mentions	 them,	
though	 rather	 limitedly.	 Only	 4	 out	 of	 10	 words	 are	 provided	 with	 collocations	 that	 are	
mostly	prepositions	that	come	with	certain	verbs	or	nouns,	as	for	example,	identify	with	(sb),	
be	 under	 pressure,	 etc.	 However,	 the	 main	 flaw	 here	 is	 that	 the	 words	 are	 presented	
individually	 as	 stand-alone	 units.	 The	 dialogues	 match	 Carter’s	 (Carter,	 1998)	 traditional	
textbooks’	 critique	 of	 representing	 “a	 'can	 do'	 society,	 in	 which	 interaction	 is	 generally	
smooth	 and	 problem-free,	 the	 speakers	 co-operate	 with	 each	 other	 politely,	 the	
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conversation	is	neat,	tidy,	and	predictable,	utterances	are	almost	as	complete	as	sentences,	
no-one	interrupts	anyone	else	or	speaks	at	the	same	time	as	anyone	else,	and	the	questions	
and	 answers	 are	 sequenced	 rather	 in	 the	 manner	 of	 a	 quiz	 show	 or	 court-room	
interrogation”.	 

5. quality of accompanying exercises – all	 the	 exercises	 are	 fill-in-the-blanks	 type,	 except	 the	
discussion	 part	 and	 writing.	 The	 last	 two	 exercises	 personalize	 the	 lexicon	 and	 appeal	 to	
students	 through	 asking	 them	 to	 explain	 beliefs,	 viewpoints,	 or	 recall	 memories	 either	
through	writing	or	speaking.	For	example,	the	writing	activity	asks	to	come	up	with	a	short	
paragraph	on	a	chosen	topic	trying	to	use	the	key	words:	What is one great contribution that 
your country made to the world? Describe it., Do you think that the establishment of English 
as a world language is good for the world or not? Explain,	and	the	like.	The	noticeably	good	
exercise	 is	 the	one	on	discussion.	 It	does	 in	 fact	actualize	vocabulary	 items	on	 the	scale	of	
personal	 involvement.	 For	 instance,	 the	 activity	 asks	 to	 complete	 the	 questionnaire	 and	
discuss	answers	with	classmates:	A famous quote from my country is _____, A time when I 
was under a lot of pressure is _____, One of my dreams which I hope will never fade is 
_______, etc. 
 

Conclusion 
As	was	expected,	all	the	findings	indicate	the	necessity	for	materials	developers	and	textbook	writers	
to	redesign	traditional	texts	 in	accord	with	authentic	 language	features	that	corpus	studies	provide.	
The	main	difference	between	the	presentation	of	language	in	traditional	and	corpus-influenced	texts	
is	 introducing	 it	 in	 the	 latter	 through	 the	 prism	 of	 register	 variations,	 context	 applicability,	 and	
sociocultural	 appropriateness.	 The	 next	 noticeable	 point	 is	 types	 of	 activities.	 Traditional	 texts	 still	
rely	on	extensive	drilling	and	mechanical	reproduction	as	 if	material	designers	when	compiling	texts	
doubted	 the	 ability	 of	 students	 to	 apply	 knowledge	 creatively	 producing	 rather	 than	 merely	
reproducing	 and	 imitating.	 The	 common	 feature	 in	 corpus-influenced	 texts	 is	 exercises	 on	 noticing	
and	analyzing.	The	approach	used	in	corpus-influenced	texts	fits	into	the	methodologically	inductive	3	
Is	 model	 proposed	 by	 McCarthy	 and	 Carter	 (McCarthy	 &	 Carter,	 1995)	 -	 Illustration-Interaction-
Induction approach	that	does	not	deprive	but	provides	learners	with	the	grammatical	choices,	that	is,	
for	 example,	 spoken	 versus	 written	 grammar.	 Now	 having	 contrasted	 the	 two	 types	 of	 texts,	 the	
necessity	 to	 upgrade	 3	 Ps	 Presentation-Practice-Production model	 adopted	 in	 traditional	 texts	 is	
apparent.	Traditional	coursebooks	compete	with	corpus-influenced	ones	only	in	quantity	of	exercises,	
lagging	 behind	 in	 qualitative	 features.	 Besides,	 the	 activities	 in	 the	 latter,	 on	 noticing	 in	 context,	
extensive	analyzing	and	applying	according	to	the	audience,	were	not	merely	corpus-driven	but	SLA-
driven	(input,	uptake,	intake	hypothesis	of	Corder,	1967).		
Despite	the	fact	that	corpus-influenced	texts	present	a	powerful	rival	to	the	existing	mainstream	texts	
and	since	both	have	benefits	and	limitations	as	the	literature	review	has	indicated,	an	ideal	situation	
would	 be	 their	 cooperation	 for	 the	 latter	 to	 exploit	 the	 findings	 of	 the	 former.	 Similarly,	 Web	
affordances	 should	 not	 be	 seen	 as	 threatening	 to	 the	 authority	 of	 linguistic	 corpora	 but	 rather	
complementary.	 Triangulation	 of	 sources	 will	 ensure	 the	 reliability	 of	 materials.	 As	 Carter	 claims	
“learners need to be made more aware of the differences in the use of different forms by exploring 
different Englishes in different contexts. Coursebooks might focus on particular learning priorities but 
also ensure that some opportunities are built in for students to learn to observe differences between 
coursebook and real English.”	(Carter,	1998,	p.50).	
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Abstract:	In	a	world	where	non-Romanized	foreign	languages	like	Arabic,	Chinese	and	Russian	have	
started	gaining	popularity	for	economic	and	professional	reasons,	the	necessity	to	look	at	effective	
teaching	methods	and	approaches	rises.	Educators	are	acknowledging	the	new	non-traditional	means	
of	facilitating	and	speeding	language	learning	to	accommodate	the	needs	of	the	learners	who	live	in	a	
fast-paced	marketplace	and	seek	fast	results.	With	pinyin,	the	Chinese	Romanized	script,	as	a	point	of	
reference	due	to	its	tried	and	tested	effectiveness	in	the	Chinese	as	a	foreign	language	classroom,	it	is	
argued	that	the	same	concept	applies	to	other	non-Latinized	languages.	Data	from	foreign	language	
classes	and	relevant	research	will	be	collected	to	prove	the	expediting	nature	of	the	Romanized	script	
whose	use	has	started	to	seep	into	the	non-Romanized	foreign	language	classroom.		

The	importance	of	such	a	study	lies	in	its	contribution	to	the	field	of	foreign	language	teaching.	
Through	the	somewhat	untraditional	and	informal	nonstandard	Latinized	scripts	that	are	specific	to	
each	language,	learners	can	learn	to	speak	and	communicate	earlier	and	faster	with	the	acquisition	of	
vocabulary	and	pronunciation	that	are	enhanced	through	reading	that	is	made	possible	before	the	
acquisition	of	the	foreign	language.	

 

Keywords:	Teaching,	foreign	language,	Romanized	script,	non-Romanized	language	

 

  



21 

	

Introduction 

Language	enthusiasts	who	are	always	seeking	to	pick	up	a	new	language	and	explore	its	culture,	
heritage	individuals	who	want	to	reconnect	with	their	original	linguistic	roots,	career-driven	
employees	who	wish	to	add	a	critical	need	language	to	their	qualifications,	and	students	looking	to	
use	their	humanities	credits	on	foreign	language	electives	are	but	some	of	the	population	samples	
interested	in	quick	and	easy	ways	to	speak	a	foreign	language	(FL).	The	teaching	of	foreign	languages	
has	always	drawn	the	attention	of	educators,	linguists	and	researchers	from	all	fields	who	are	
intrigued	by	languages,	whether	native	or	foreign.	And	in	this	highly	technological	age	we	live	in,	the	
helpful	tools	available	for	learning	and	teaching	a	language	are	numerous.	Computer-Assisted	
Language	Learning	(CALL),	a	discipline	on	its	own,	is	playing	a	major	role	in	almost	all	native	and	FL	
learning	programs	across	the	world.	Nowadays,	it	has	become	so	integrated	in	education	that	no	class	
is	complete	without	it.	

With	the	rising	use	of	smartphones,	tablets	and	other	internet-accessible	gadgets,	both	FL	teachers	
and	learners	are	adapting	or	perhaps	improving	their	methods	to	make	use	of	the	online	resources	
available	to	them.	However,	technological	devices	can	act	as	double-edged	weapons.	Though	they	
may	increase	learners’	interest	and	supply	them	with	FL	material	and	interface	as	well	as	provide	
teachers	with	enough	resources	for	their	classrooms	and	teaching	aids,	they	could	also	be	misleading,	
misinformative,	or	distracting	(Golonka,	Bowles	et	al.	2014).	Despite	this	dichotomy,	their	
effectiveness	cannot	be	denied.	Users	should	therefore	be	cautious,	thorough,	and	intelligent	in	
separating	the	helpful	from	the	harmful.	Among	the	helpful	CALL	(computer-assisted	language	
learning)	material	are	audiovisual	tools	that	allow	users	to	listen	to	and	interact	with	the	target	
language.	However,	the	main	problem	with	CALL	is	that	it	mostly	focuses	on	English	(Golonka,	Bowles	
et	al.	2014).	While	material	on	learning	Arabic,	Russian	and	Chinese	is	readily	available,	it	is	not	as	
extensive	or	as	systematic	as	the	English	CALL.	When	it	comes	to	FL	teaching,	technology	has	proven	
effective,	especially	in	the	many	language	practice	applications	on	smartphones,	tablets,	laptops	or	
desktops	with	an	active	internet	connection,	automatic	speech	recognition	(ASR)	and	pronunciation	
programs,	grammar	checkers,	electronic	dictionaries,	chat	forums,	blogs,	social	networks,	and	many	
other	operational	tools.	

Now	that	the	learning	of	foreign	languages	has	incorporated	technology-based	instruments	and	aids,	
even	the	textbooks	have	been	modernized	to	fit	the	updated	teaching	trends	and	methods.	
Assignments	and	activities	involve	internet	research,	blogging,	chatting	on	forums,	etc.	Most,	if	not	
all,	learners	these	days	are	prolific	internet	users	with	more	than	one	account	on	social	media,	so	
including	the	internet	in	the	study	of	a	language	connects	their	learning	to	daily-occurring	virtual	and	
real	dynamics	they	can	easily	relate	to.	This	makes	learning	more	accessible.	

Languages	that	share	their	alphabet	with	English,	or	rather	other	Roman	languages,	are	easier	to	
learn	for	those	who	are	familiar	with	or	speak	a	Roman	language.	The	closer	a	foreign	language	is	to	
the	native	language	or	a	second	language	that	a	learner	is	familiar	with,	the	quicker	he	can	learn	it	
because	he	can	associate	more	with	it.	The	similarities	allow	for	him	to	grasp	it	more	easily.	Studies	
have	shown	that	rote	memorization	is	frustrating	and	sometimes	debilitating	to	the	learner.	There	is	a	
common	myth	that	those	learning	a	foreign	language	must	never	rely	on	their	native	language,	but	
that	is	easier	said	than	done.	People	do	it	unconsciously	anyway.	It	is	instinctive	and	automatic	to	
compare	between	the	two	languages.	(Roberts,	Kreuz	2015)	Many	languages	share	many	similarities,	
sometimes	words	that	sound	the	same	which	have	the	same	meaning.	For	instance,	camisa	in	Spanish	
and	chemise	in	French	sound	very	similar	and	have	the	same	meaning,	shirt.	Though	similar-sounding	
words	may	not	always	have	the	same	meaning,	this	does	not	override	the	fact	that	many	cognates	
between	roman-based	languages	are	accurately	comparable.	Heeding	these	similarities	and	even	
noticeable	differences	could	give	the	learner	an	advantage,	especially	in	transferring	similar	patterns	
from	one	language	to	another	(Roberts,	Kreuz	2015).	
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Yet	what	of	languages	that	have	different	roots?	If	I	am	an	American	and	want	to	learn	Arabic	or	
Chinese,	it	is	assumed	that	it	is	more	challenging	but	not	impossible.	Some	may	even	master	a	
language	with	a	completely	dissimilar	alphabet	or	script	from	their	native	language.	But	it	requires	
more	time,	effort,	motivation,	and	immersion.	Learning	Arabic	is	not	without	its	problems.	There	are	
outdated	textbooks	that	have	just	started	to	adapt	to	technological	demands,	the	dilemmatic	choice	
between	the	colloquial	and	the	Modern	Standard	Arabic	(MSA)	and	the	learners’	confusion	about	
diglossia,	the	austere	curricula	in	language	programs	that	could	be	boring	or	demotivating	to	
students,	and	strict	adherence	to	governmental	language	policies.	(Wahba,	Taha	et	al.	2014)	Despite	
all	these	obstacles,	the	focus	of	this	paper	is	on	the	linguistic	difficulties	that	learners	struggle	with	in	
their	learning	process,	especially	when	learning	a	language	with	a	completely	unfamiliar	alphabet	or	
script.		

The	difficulty	of	learning	a	language	depends	on	the	amount	of	time	it	takes	to	master	it	or	become	
proficient	in	it.	They	range	from	low	level	difficulty	languages	like	Spanish,	Italian,	Swedish,	Dutch	and	
Portuguese,	midlevel	difficulty	languages	like	German,	Swahili,	and	Indonesian,	high	level	difficulty	
languages	like	Urdu,	Russian,	and	Burmese,	and	extra	difficult	languages	like	Arabic,	Japanese,	Korean	
and	Chinese	(Roberts,	Kreuz	2015).		The	time	of	learning	to	reach	proficiency	varies	between	24	
weeks	with	the	first	group	of	languages	and	88	weeks,	or	an	equivalent	of	two	years,	with	the	last	and	
most	difficult	group.	(Roberts,	Kreuz	2015)	Can	this	suggested	time	be	cut	in	half	or	at	least	marginally	
reduced?	Which	resource	is	the	most	effective,	leading	to	the	fastest,	easiest,	and	most	lasting	
retention?	Using	a	Romanized	script	to	represent	a	non-Roman	language	has	been	shown	to	help	cut	
down	learning	time,	especially	in	the	early	stages	when	acquiring	an	unfamiliar	alphabet	takes	weeks	
and	sometimes	months	to	grasp.	This	resource	helps	learners	skip	this	early	stage	and	delve	directly	
into	vocabulary	acquisition	and	reading.	

	

Methods 

By	looking	at	the	literature	on	pinyin,	the	Romanized	Chinese	script	that	has	become	the	standardized	
writing	format	since	the	eighties	for	the	teaching	of	Chinese	to	both	natives	and	foreigners,	we	shall	
establish	that	a	more	familiar	script	to	the	learner,	especially	to	speakers	of	English	as	a	first	or	
second	language,	hastens	the	learning	of	a	language	with	an	unfamiliar	script.	A	comparison	between	
traditional	classes	that	begin	the	lessons	with	the	alphabet	or	script	and	trendier	classes	that	use	a	
Romanized	chat	variety	to	facilitate	pronunciation	and	reading	is	done	after	data	from	both	classes	
are	presented.	The	methodology	is	qualitative,	as	it	focuses	on	content	analysis,	observation,	and	
interviews.		

	

Content analysis 

This	method	is	commonly	used	in	qualitative	data	analysis.	It	is	an	objective	descriptive	instrument	of	
concepts,	 patterns,	 and	 categories	 that	 emerge	 from	 the	 research.	 Selection	 and	 collection	 of	 the	
most	 appropriate	 data	 must	 be	 based	 on	 careful	 thought	 and	 on	 the	 degree	 of	 credibility	 of	 the	
source	of	the	data	and	the	data	itself.	(Elo,	Kääriäinen	et	al.	2014)	In	this	study	content	analysis	shall	
be	applied	to	written	text,	observation	notes,	and	interviews.	The	data	is	semi-structured	and	mostly	
open-ended	for	the	interview	questions.	Texts	from	Chinese	as	a	Foreign	Language	(CFL)	classrooms	
as	 well	 as	 texts	 from	 Arabic	 as	 a	 Foreign	 Language	 (AFL)	 classrooms	 and	 Russian	 as	 a	 Foreign	
Language	(RFL)	classrooms	were	randomly	selected	to	observe	the	main	trends	in	teaching	a	foreign	
language	and	compose	a	general	view	of	the	main	focus,	material,	and	methods.	Several	institutions	
in	Lebanon	that	offered	courses	in	AFL,	CFL,	and	RFL	readily	shared	their	textbooks	and	handouts	with	
the	researcher	for	study.	The	researcher	selected	the	first	lesson	as	a	sample	from	each	of	the	classes	
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observed.	 They	 are	 included	 in	 the	 Appendix	 section	 in	 the	 mentioned	 order:	 AFL=Appendix	 A,	
CFL=Appendix	B,	and	RFL=Appendix	C.		

	

Observation 

AFL,	CFL,	and	RFL	classes	were	observed	in	order	to	understand	the	teacher-student	rapport,	to	
evaluate	the	teaching	methods	that	interested	or	bored	the	students,	and	to	compare	the	different	
types	of	classes	given	in	a	country	like	Lebanon.	The	observations	complemented	the	concrete	
material.	They	are	significant	to	any	qualitative	research	because	they	add	depth.	Observers	tend	to	
remember	important	details	during	or	after	an	observation,	make	noteworthy	claims	and	incorporate	
data	learned	from	a	multitude	of	sources	(Taylor,	Bogdan	et	al.	2015).	Observation	as	a	research	and	
feedback	tool	should	not	be	disregarded.	It	is	a	basic	component	in	qualitative	research	and	in	
language	teaching	classrooms	in	particular.	Finding	the	most	suitable	teaching	method	in	a	certain	
context	or	setting	and	noticing	problems	that	arise	in	the	classroom	and	impede	learning	can	only	be	
done	through	systematic	observation,	which	allows	the	observer	to	keep	a	visual,	audio,	audiovisual	
or	written	record	of	classroom	proceedings,	a	record	he/she	can	review	and	study	at	any	time	
(Allwright	2014)	

	

QuestionnaireInterviews	are	the	last	instrument	in	the	data	collection	methods.	They	are	part	of	the	
content	analysis	strategy.	The	interviews	were	carried	out	in	person	(pre-interviews)	and	online	
through	a	questionnaire	on	www.surveymonkey.com	(https://www.surveymonkey.com/r/JPKNYWX).	
Online	questionnaires	have	several	advantages	including	their	low	cost	since	the	researcher	is	saving	
money	on	printing,	time	because	s/he	does	not	have	to	travel	distances	and	ask	people	face-to-face	
and	the	fact	that	most	online	questionnaires	are	designed	to	be	short	and	quickly	filled,	ease	of	
navigation	and	use	for	both	researcher	and	respondent,	higher	response	rate	than	distributed	printed	
questionnaires	due	to	lack	of	spatial	boundaries	and	the	mentioned	easiness.	(Flick	2015)	Qualitative	
interviews	are	usually	semi-structured	allowing	for	flexibility	in	adapting	the	follow-up	questions	
according	to	the	respondents’	answers.	(Brinkmann	2014)	In	order	to	answer	the	main	research	
question	on	the	effectiveness	of	the	use	of	a	Romanized	script	to	teach	a	non-Roman	language,	the	
right	questions	must	be	asked	in	order	to	better	understand	the	phenomenon	under	study.	To	do	
that,	pre-interview	questions	helped	the	researcher	polish	and	structure	the	main	questions	(Elo,	
Kääriäinen	et	al.	2014).	The	questionnaire	addressed	both	learners	and	teachers	in	each	of	the	three	
classroom	languages.	A	sample	of	the	questionnaire	questions	is	included	in	Appendix	D.	 

The	pre-interviews	gave	way	to	final	survey	questions	which	were	posted	online	on	the	surveymonkey	
website	(see	Appendix	D).	Both	teachers	and	students	answered	them	after	they	were	posted	at	the	
beginning	of	January	2018.	They	were	asked	to	fill	the	questionnaire	by	email	and	on	whatsapp	(chat	
application)	through	a	link	that	opened	directly	on	their	laptops	or	phones.	It	was	composed	of	seven	
questions	that	were	divided	into	two	parts:	demographic	information	and	points	that	revolved	around	
teaching	foreign	languages	and	the	effectiveness	of	the	use	of	a	familiar	Romanized	script	on	the	
promptness	of	teaching	and	retention.	It	took	approximately	one	to	two	minutes	to	fill	in,	and	it	was	
designed	in	a	clear	and	easy	format	so	that	respondents	complete	it	with	minimal	hassle.	

	

Results 

The	results	from	the	data	collected	showed	a	strong	correlation	between	using	a	familiar	script	to	
teach	a	foreign	language	with	a	non-familiar	alphabet	and	quicker	retention.	From	the	content	
analysis,	it	is	obvious	that	only	one	class	did	not	use	a	single	letter	of	the	target	language	alphabet,	
and	that	is	the	AFL	class.	The	lesson	was	given	in	French,	meaning	the	teacher	explained	the	terms	in	
French	and	wrote	the	handouts	and	prompts	in	French	(See	Appendix	A)	because	the	students	all	
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came	from	a	French	background.	The	Arabic	was	written	in	Arabizi,	the	Romanized	Arabic	script,	and	
the	students	were	asked	to	answer	the	questions	or	do	the	exercises	by	using	Arabizi.	For	the	CFL	
class,	the	textbook	lessons	were	structured	in	the	way	presented	in	Appendix	B.	The	utterances	were	
typed	in	Chinese	characters,	pinyin,	the	Romanized	Chinese	script,	and	English	equivalents	and	
prompts.	In	more	advanced	lessons,	pinyin	is	used	less	and	less	until	only	characters	appear	on	the	
page.	As	for	the	RFL	class,	the	tables	organized	by	the	observer	were	divided	between	English,	
Russian,	and	Pronunciation	(see	Appendix	C).	The	three	were	offered	simultaneously	in	the	first	
lesson.	The	Cyrillic	alphabet	was	used	but	it	was	not	stressed;	more	emphasis	was	placed	on	the	
pronunciation	rather	than	the	alphabet.		

It	was	evident	from	the	observations	that	the	teachers	did	not	stress	the	alphabet	as	much	as	they	did	
pronunciation	and	accurateness.	They	were	more	interested	in	teaching	basic	words	and	their	
meanings	starting	with	greetings	and	polite	responses	to	those	greetings.	Because	of	that,	all	three	
teachers	used	audio	recordings	of	dialogues	that	included	topics	on	everyday	issues	like	going	to	the	
market,	asking	about	the	other	person’s	health	and	family,	or	inquiring	about	directions.	In	the	AFL	
class,	the	teacher	wrote	on	the	board	in	Arabizi	to	facilitate	pronunciation	for	the	students	and	also	to	
make	it	easier	for	them	to	follow	in	the	handouts,	which	were	also	typed	in	Arabizi.	In	the	CFL	class,	
the	teacher	used	PowerPoint	slides	with	each	slide	depicting	a	picture	of	the	word	to	be	learned	in	
the	lesson,	its	English	equivalent,	the	Chinese	character	representing	it,	and	the	pinyin	pronunciation.	
The	students	had	to	repeat	the	word	out	loud	in	Chinese	after	the	teacher,	sometimes	several	times,	
until	they	uttered	it	in	the	right	intonation.	Most	lessons	were	focused	on	pronunciation	and	the	four	
main	tones	that	make	up	the	basis	of	Chinese	sounds.	After	two	or	three	lessons,	the	students	were	
able	to	say	simple	words	that	are	essential	in	all	greetings,	face-to-face	conversations	or	online	
communication.	The	exercises	in	those	lessons	were	filled	by	the	students	using	pinyin,	which	they	
were	taught	in	the	first	lesson.			

The	questionnaire	yielded	the	following	results:	70%	were	female	respondents	and	30%	were	male,	
70%	were	between	the	ages	of	33	and	42,	70%	had	completed	graduate	school,	70%	spoke	three	
languages,	and	more	than	half	of	the	respondents	admitted	that	a	Romanized	representation	of	the	
target	language	is	effective	in	enhancing	listening	and	speaking,	vocabulary	acquisition,	
pronunciation,	and	cultural	knowledge.	Moreover,	50%	rated	the	effects	of	technology	on	language	
and	culture	learning	as	effective	and	40%	as	highly	effective.	As	for	the	effect	of	working	with	a	
Romanized	script	on	students’	confidence,	motivation,	interest,	anxiety,	proficiency,	and	cultural	
empathy,	the	results	are	presented	in	Table	1:	

	

	

Table 1 
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Discussion 

	 The	findings	from	the	content	analysis	and	observations	show	that	the	three	foreign	
language	classes	use	a	Romanized	script	to	teach	the	language	to	new	students,	two	of	them	
alongside	the	target	alphabet.	What	this	indicates	is	that	the	method	has	been	successful	in	the	early	
learning	classes,	and	that	is	why	it	is	being	used	methodically.	The	observed	AFL	classroom,	which	
used	only	French	and	Arabizi	(See	Appendix	A)	without	introducing	the	Arabic	alphabet,	was	efficient	
and	accessible	to	the	learners.	The	questionnaire	confirms	the	positive	respondents’	attitudes	
towards	learning	a	language	with	an	unfamiliar	alphabet	using	a	more	familiar	Romanized	one.	This	
and	other	AFL	classes	have	started	to	teach	the	dialect	through	Arabizi.	Arabic	teaching	apps	available	
on	android	and	iphone	stores	also	employ	Arabizi.		In	the	CFL	class,	pinyin	was	used	next	to	the	
English	translation	and	Chinese	characters;	pinyin	was	established	as	the	standard	script	for	the	
teaching	of	both	foreigners	and	Chinese	more	than	three	decades	ago.	Numerous	studies	to	test	its	
effectiveness	on	pronunciation,	reading,	and	vocabulary	have	already	been	carried	out	(Chung	2002,	
Yongbing	2005,	Tan,	Xu	et	al.	2013,	Bassetti	2007,	Chung	2007,	Lin,	McBride-Chang	et	al.	2010),	and	it	
is	due	to	these	studies	and	many	others	across	the	years	that	it	was	standardized	in	Chinese	language	
textbooks.	In	the	observed	classroom,	the	textbook	used	shows	the	extensive	use	of	pinyin	(See	
Appendix	B)	and	the	PowerPoint	slides	and	board	notes	included	English	and	pinyin,	as	well	as	
Chinese	characters.	This	proves	that	the	methods	used	to	teach	Chinese	to	foreign	and	Chinese	
learners	in	China	has	been	adopted	all	over	the	world,	and	the	confidence,	motivation,	interest,	and	
cultural	empathy	of	more	than	half	the	learners	who	answered	the	questionnaire	and	who	admitted	
that	the	Romanized	script	boosted	those	components	were	in	line	with	the	literature	review	findings.	
A	staggering	70%	answered	that	the	script	lowered	their	anxiety	and	led	to	more	efficient	learning.	
This	is	not	something	to	be	taken	lightly	as	classroom	or	learning	anxiety	can	be	a	barrier	to	proper	
learning	and	lifelong	retention	(Zhao	2009,	Elkhafaifi	2005,	Abou	El-Goukh	2014).	As	for	RFL	classes	
(see	Appendix	C),	the	researcher	noted	that	the	lessons	which	employed	the	Cyrillic	alongside	its	
Romanized	representation	and	English	translation	led	to	faster	learning	of	the	sounds	and	words.	
Those	beginners	who	had	no	previous	knowledge	of	Russian	were	able	to	compare	between	the	
familiar	Romanized	script	and	the	unfamiliar	Cyrillic	script,	and	with	time	learn	the	Cyrillic	script	
naturally.	(Hayes-Harb,	Hacking	2015)	

	

Conclusion 

The	use	of	Romanized	script	to	teach	a	language	with	an	unfamiliar	alphabet	to	the	learner	is	not	
new.	Pinyin	was	created	by	the	Chinese	people	when	the	teaching	of	the	language	became	popular	
between	the	16th	and	19th	centuries.	It	was	when	missionaries	or	western	scholars	wrote	textbooks,	
word	glossaries,	and	other	instructional	material	on	teaching	CFL	(Xing	2006).	The	Chinese	have	
devoted	their	teaching	of	the	Chinese	language	through	pinyin	for	decades.	Attempts	to	use	pinyin	
have	been	ongoing	in	earnest	since	1956	and	shortly	after,	it	became	an	official	standardized	script	in	
Chinese	books	for	both	natives	and	Chinese	as	a	Foreign	Language	(CFL)	learners	(Bassetti	2007,	
Celebi	2006,	Chen	2014,	Chung	2003,	Lee,	Kalyuga	2011,	Yongbing	2005,	Chen,	Chak-Kau	Yuen	1991).	
It	was	and	has	been	used	as	a	tool	to	encourage	students	to	learn	and	write	Chinese	words	more	
expediently	and	to	familiarize	them	with	the	Chinese	sounds	and	accents	before	moving	on	to	the	
more	challenging	task	of	writing	the	Chinese	ideograms.	Employed	in	a	systematic	manner	as	a	
learning	resource	by	both	teachers	and	students,	pinyin	can	act	as	a	shock-absorber	for	the	CFL	
learner	in	traditional	or	modern	Chinese	language	classrooms.	In	Lebanon,	pinyin	is	used	in	the	same	
way	in	the	CFL	classroom	and	was	found	to	be	effective	in	expediting	their	learning	of	basic	sounds	
and	words.		
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Similarly,	the	AFL	and	RFL	classrooms,	which	have	recently	started	to	use	a	Romanized	version	of	
Arabic	and	Russian	respectively,	particularly	due	to	the	scripts’	expansion	on	CMC	(Computer-
Mediated	Communication)	platforms,	have	found	this	script	to	be	effective	in	teaching	a	language	
with	an	alphabet	that	is	unfamiliar	to	the	learner.	The	observations,	analysis	of	lessons,	and	
questionnaire	employed	to	collect	and	examine	data	confirm	the	findings	in	the	literature	review.	
Teachers	of	AFL,	CFL,	and	RFL	across	the	globe	who	still	have	not	resorted	to	the	‘easier’	script	can	
now	introduce	it	in	their	classes,	as	it	has	been	noted	that	it	can	boost	learners’	motivation,	interest	
and	confidence	and	lower	anxiety	and	feelings	of	unease	and	insecurity	that	are	usually	associated	
with	speaking	a	foreign	language	incorrectly	or	imperfectly,	especially	in	the	early	learning	phases.	It	
can	also	enhance	listening	and	speaking,	vocabulary	acquisition,	and	pronunciation	inside	and	outside	
the	classroom	and	allow	the	learners	to	practice	communicating	online	with	native	language	users.	

	

Appendix 

 

Appendix A 

AFL COURSE 

 

Séance	1	

	

I- Apprenons	comment	saluer	et	répondre	au	salut	en	dialecte	libanais.	

A-	Ecoutez	le	document	1	puis	reliez	chaque	expression	à	sa	réponse.	

	
Mar7aba		 • 	 	 • 	 Masa	el	nour	

	
Saba7o	

	
• 	

	 	
• 	

	
2ahla	w	sahla	

	
Masa	el	5ēr	

	
• 	

	 	
• 	

	
Sabā7	el	nour	

	
Sabā7		el	5ēr	

	
• 	

	 	
• 	

	
Hala	

	 	
II- Apprenons	le	salut	en	contexte.	

A- Ecoutez	le	document	2	puis	écrivez	les	mots	que	vous	connaissez.	
…………………………………………………………………………………………………………………………………
…………………………………………………………………………………………………………………………………
…………………………	
B- Employez	les	mots	écrits	dans	des	phrases	à	l’oral.	
C- Lisez	la	transcription	du	document	:	
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Mounira:	Sabā7	el	5ēr	ya	Karim.	

Karim:	Ahla	w	sahla.	Sabā7	el	nour	ya	Mounira.	

Mounira:	Kifak	ya	Karim?	

Karim:	ktīr	mnī7	7amdella.	Enté	kīfik?	

Mounira:	ana	kamen	mnī7a.	

Karim:	kīf	es-so77a?	

Mounira:	7amdella,	chou	fi	a5bār?	

Karim:	mafi	chi	jdid.	

Mounira:	chou	a5bār	ech-cheghel?	

Karim:	mnī7,	kel	chi	tamēm.	

D- Repérez	les	phrases	interrogatives	dans	le	document.	
…………………………………………………………………………………………………………………………………
…………………………………………………………………………………………………………………………………
…………………………	
E- Par	quels	mots	commencent	les	phrases	interrogatives	relevées	?	
…………………………………………………………………………………………………………………………………
……………	
F- Que	signifie	chacun	des	interrogatifs	relevés	?	
…………………………………………………………………………………………………………………………………
……………	
N.B : L’interrogatif « chou » est invariable. Cependant « Kīf » varie selon la 
personne. il s’accorde en genre et en nombre avec la personne à qui on s’adresse. 

	

III- Rappelons-nous	les	pronoms	personnels	d’agent	(sujet)	:	
	
	 Pronoms  

Singulier  Pluriel  

Personne Masculin  Féminin  Masculin 	 Féminin 	

1ѐre	 Ana	 Ana	 Ne7na	 Ne7na	

2ѐme	 Enta	 Enté	 Ento	 Ento	

3ѐme	 Houwwé	 Hiyyé	 Henné	 Henné	

	
IV- Apprenons	les	pronoms	suffixes	:	
A- Observons	:	

1- Lisez		les	phrases	suivantes	:	
a- Enta	esmak	Samir	?	
b- Henné	men	Fransa	bas	ref2ātoun	men	Lebnēn.	
c- Ne7na	men	3allim	bel	madrasé.	Moudīrna	esmo	Jamil.	
d- Mar7aba,	kīfkoun	ento?	
e- Hiyyé	esma	Jana,	ana	esmé	Nada.	
f- Enté	chou	esmik?	Houwwé	esmo	Karim.	

2- D’aprѐs	les	phrases	ci-dessus,	complétez	par	le	pronom	suffixe	qui	manque.	(essayez	de	
ne	pas	les	regarder)	
a- Enta	esm…	Samir	?	
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b- Henné	men	Fransa	bas	ref2āt….	men	Lebnēn.	
c- Ne7na	men	3allim	bel	madrasé.	Moudīr….	esmo	Jamil.	
d- Mar7aba,	kīf…..	ento?	
e- Hiyyé	esm……	Jana,	ana	esm…..	Nada.	
f- Enté	chou	esm….?	Houwwé	esm….	Karim.	

B- Récapitulons	:		
Pronom	d’agent		 Pronom	suffixe	

Ana	 	

Ne7na	 	

Enta	 	

Enté	 	

Ento	 	

Houwwé	 	

Hiyyé	 	

Henné	 	

	
C- Déduisons	:	

Ana	 Kīf…..	

Ne7na	 Kīf…..	

Enta	 Kīf…..	

Enté	 Kīf…..	

Ento	 Kīf…..	

Houwwé	 Kīf…..	

Hiyyé	 Kīf…..	

Henné	 Kīf…..	

	

V- Passons	à	la	pratique	:	
A- Quelques	mots	et	expressions	utiles.	

Fi		 Chwey	

Mafi	 5alas	

Chi	 W	

Machi	 Bas		

Kel	chi	 Kamen	

Ktīr	 Halla2		

A5bār	 Lyom		

So77a	 Nchalla		

Chou		 Nochkour	alla		

A5bār		 Rawē2/rey2a	

	

B- Question-	réponse.	
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Questions		 Réponses	possibles	

Kīfak,	kīfik,…	 • Mnī7,	mnī7a,	mnē7.	
• Ktīr	mnī7,…	
• El	7amdella,	nochkour	alla,…	
• Kel	chi	tamēm.	
• Machi	jdīd	?	
• Mēché	el	7āl.	
• Ya3né	

Kīf	es-so77a	?	
Kīf	el	7āl	?	
Chou	a5bār+pronom	suffixe	?	
Chou	fi	mafi	
	
	

	

C- Répondez	aux	questions	suivantes	:	
1- Kīfkoun	?	
2- Chou	fi	mafi	?	
3- Chou	a5bārak/ik	?	
4- Kīf	el	7āl	?	
5- Kīf	es-so77a	?	

D- Créez	une	conversation	entre	deux	dames,	Samira	et	Leila.	
…………………………………………………………………………………………………………………………………
…………………………………………………………………………………………………………………………………
…………………………	

VI- Un	peu	de	tout	:	

	

«	2ahwit	2ahla	w	sahla	!	»	

On	utilise	souvent	l’expression	«	2ahwit	2ahla	w	sahla	»	quand	le	café	vient	d’être	préparé	et	que	
quelqu’un	arrive	sans	l’avoir	planifié.	On	l’invite	alors	au	café	en	disant	et	voilà	«	2ahwit	2ahla	w	
sahla	»	!	

	

VII- Prenons	congé	:	
Tout	comme	le	salut,	la	prise	de	congé	en	dialecte	libanais	se	fait	de	différentes	
maniѐres.	Voici	quelques	mots,	expressions,	questions	et	réponses	utiles	afin	de	le	faire.	

Questions		 Réponses		

Baddak	chi	?	 La2,	salēmtak/	la2,	alla	ma3ak.	

Bel2ezen	 Eznak	ma3ak	

Ya3tik	el3āfieh	 Alla	y3afīk	

Ma3	es-salēmé	 Alla	ysalmak	

Bye		 Bye		

B5ātrak	 Alla	ma3ak/b5ātrak	

5allina	nchoufak	 Akid,	men3ādé	

3īda/3idia/3īdouwa	 Akid	men3ādé/	men	kel	bedd	

Sallim		 Wosil		

 

Appendix B 

CFL COURSE 
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Appendix C  

RFL COURSE 

 

	
-Basic	Russian	for	beginners-	
LESSON 1:	HELLO,	HOW	ARE	YOU?	
In	this	lesson	you	will	learn:	
-	how	to	say	hello	to	a	friend.	
-	basic	rules	of	the	verb	"to	be"	in	the	Present	tense.	
-	basic	rules	about	the	gender	of	nouns. 
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1. USEFUL PHRASE IN RUSSIAN 
Listen and repeat the following sentence:	
http://www.russianforfree.com/resources/audio_course/sentences/L01	-	privyet	kak	dyeLa.mp3	
-	HI,	HOW	ARE	YOU?	-	ПРИВЕТ,	КАК	ДЕЛА?		
(pri-vyet,	kak	dye-La?)	La	is	pronounced	like	ال	
Привет	is	an	informal	greeting	equivalent	of	our	"hi".	It	is	used	when	meeting	friends.	
Как дела?	is	the	short	form	of	"как	твои	дела?"	(literally	"how	(are)	your	things?").	It's	an	informal	
question	used	with	friends.	

2. RUSSIAN VOCABULARY	
Read,	listen	and	repeat	the	basic	vocabulary	of	this	lesson:	
In	every	lesson	you'll	find	a	short	list	with	new	words.	You	don't	need	to	memorize	them	now,	
because	later	in	the	lesson	you	are	going	to	listen	to	dialogues	which	contain	this	new	vocabulary.	At	
the	end	of	this	course	you'll	have	learnt	more	than	200	Russian	words,	which	is	enough	to	have	a	
basic	conversation.	Listen	carefully	to	the	pronunciation	and	repeat	each	word.	
http://www.russianforfree.com/resources/audio_course/vocabulary/L01	-	Vocabulary.mp3	

ENGLISH	 RUSSIAN	 PRONUNCIATION	

Hi	 Привет	 pri-vyet	

Russian	(masculine)	 Русский	 rus-kij	

Russian	(feminine)	 Русская	 rus-kaya	

Yes	 Да	 Da	

No	 Нет	 Nyet	

I	 Я	 Ya	

You	 Ты	 Ty	
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3.	DIALOGUES	IN	RUSSIAN	
These dialogues will help you memorize this lesson's vocabulary:	
As	you	can	see,	you'll	find	plenty	of	dialogues	in	the	course.	If	you	want	to	learn	Russian,	you	have	to	
listen	to	Russian.	It's	as	simple	as	that.	We	have	developed	original	dialogues,	which	are	entertaining	
and	easy	to	understand.	Each	lesson	uses	the	vocabulary	from	the	previous	ones,	so	you'll	be	learning	
little	by	little,	lesson	after	lesson.	We	hope	you	enjoy	this	method.	
	
DIALOGUE 1: 	
http://www.russianforfree.com/resources/audio_course/dialogues/L01	-	Dialogue	01.mp3	
 

ENGLISH	 RUSSIAN	 PRONUNCIATION	

Hi!	 Привет!	 pri-vyet	

Hi!	How	are	you?	 Привет!	Как	дела?	 pri-vyet.	kak	dye-La?	

I	(am)	Elena,	and	you?	 Я	-	Елена,	а	ты?	 Ya	ye-lye-na,	a	ty?	

And	I	(am)	Michael.	 А	я	Майкл.	 a	ya	maj-kl.	

(Are)	you	Russian?	 Ты	русский?	 ty	rus-kij	

No,	and	you?	 Нет,	а	ты?	 nyet	a	ty?	

Yes,	I	(am)	Russian.	 Да,	я	русская.	 da	ya	rus-ka-ya	

	
DIALOGUE	2:	
http://www.russianforfree.com/resources/audio_course/dialogues/L01	-	Dialogue	02.mp3	

	
 

ENGLISH	 RUSSIAN	 PRONUNCIATION	

(Are)	you	Russian?	 Ты	русская?	 Ty	rus-ka-ya?	

Yes,	I	(am)	Russian.	 Да,	я	русская.	 Da,	ya	rus-ka-ya.	

And	you?	(Are)	you	Russian?	 А	ты?	Ты	русский?	 A	ty?	Ty	rus-kij?	

No,	I	(am)	American.	 Нет,	я	американец.	 Nyet,	ya	a-mye-ri-ka-nyets.	

 

 

Appendix D 

QUESTIONNAIRE 
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EXPLORATIVE STUDY OF USING COMMON 
DIRECTIONAL COMPLEMENT IN CHINESE 
AND THAI:  A STUDY OF “VERB+ CHU”, 
“VERB+ KAI” IN CHINESE AND “VERB+??`:K” 
IN THAI IN MULTIPLE DATA SOURCES 
 

39UPIN KARANYADECH 

	
Department of China Studies, Prince of Songkla University, Phuket Campus, Thailand  
E-Mail numbers: (1) Academic: yupin.k@phuket.psu.ac.th 
 
Explorative study of using common directional complement in Chinese and Thai:  
A study of “verb+ chu”, “verb+ kai” in Chinese and “verb+??`:k” in Thai in multiple data sources  
	
The	Thai	directional	complement	“?`:k”	(“verb+??`:k”)	can	be	translated	into	Chinese	directional	
complements	“chu”	(“verb+chu”)	and	“kai”	(“verb+kai”).	Purposes	of	this	study	are	1)	to	clarify	when	
Thai	should	use	“verb+chu”	instead	of	“verb+kai”	and	use	“verb+kai”	instead	of	“verb+chu”	2)	to	
investigate	how	to	express	“verb+?`:k”	in	Chinese	as	well	as	“verb+chu”	and	“verb+kai”	in	Thai.	The	
paper	uses	the	cognitive	theory	to	describe	how	Thai	and	Chinese	see	things	from	different	points	of	
view	leading	to	expressing	things	in	the	different	ways.		It	also	compares	the	similarities	and	
differences	starting	from	the	semantic	and	pragmatic	aspects	as	well	as	the	bidirectional	interaction	
of	the	linguistic	forms.		The	data	sources	are	from	the	translation	documents	between	Thai	and	
Chinese.	
The	analysis	shows:	1)	Apart	from	“chu”	and	“kai”,	“verb+?`:k”	has	other	18	corresponding	
relationships	with	Chinese	words;	whereas	apart	from	“?`:k”,	“verb+chu”	has	12	and	“verb+kai”	has	
13.	2)	The	reasons	causing	the	similarities	and	differences	of	the	corresponding	relationship	among	
these	three	are	mainly	related	to	its	grammatical	meaning,	the	prominence	view,	the	verb	collocation,	
and	the	standpoint	etc.	The	paper	will	be	benefit	for	teaching	Chinese	to	foreigner	especially	Thai	as	
well	as	teaching	Thai	to	foreigner.	
	
Keywords:	directional	complement,	“verb+chu/	kai”	“verb+??`:k”	
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MEASURING DISCOURSE COHERENCE AND 
IDENTIFYING FIRST LANGUAGE 
INTERFERENCE USING CENTERING THEORY 
 

SARANYA PATHANASIN 

	
Discourse	coherence	is	an	important	aspect	in	writing	of	all	languages.		In	the	area	of	EFL,	there	were	
many	attempts	in	analysing	discourse	coherence	to	explain	problems	and	to	improve	students’	
writing	skill.		However,	coherence	analysis	is	challenging	because	it	can	be	subjective	and	implicit.	In	
this	research,	Centering	theory	(CT)	has	been	chosen	as	a	method	to	evaluate	coherence	in	English	
essays	written	by	50	Thai	university	students	due	to	the	fact	that	this	method	has	been	proven	useful	
in	previous	works	using	electronic	raters	(Miltsakaki	and	Kukich,	2000).	Using	CT	is	not	only	to	
measure	levels	of	discourse	coherence	in	the	data	but	also	to	identify	first	language	interference	
(Thai)	in	students’	writing.	The	results	show	that	the	most	common	cohesive	device	used	by	the	
target	group	is	word	repetitions	i.e.	common	nouns	to	keep	center	of	attention	in	topic	transfer	
rather	than	using	reference	expression	i.e.	pronoun	and	definite	noun	phrase.		Analysis	points	out	
that	students	cohered	their	writing	based	on	characteristic	of	Thai	discourse	(Pathanasin,	2012).		
Interestingly,	Thai	raters	could	identify	this	L1	interference	in	discourse	coherence	in	the	data	
whereas	raters	who	were	native	speakers	of	English	did	not.		However,	this	L1	interference	was	not	
considered	a	negative	by	native	speakers	of	English	since	it	helped	them		follow	ideas	in	the	essays.	
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AN IN-DEPTH ANALYSIS OF DISTRIBUTIVITY 
IN TURKISH 
	
EDA ESRA BULBUL 

 
EDA ESRA BÜLBÜL, DR., MİLLİ SAVUNMA ÜNİVERSİTESİ 
 
 
Abstract 
The	study	of	quantifiers	and	the	meaning	that	these	quantifiers	attribute	to	the	sentences	has	been	
the	focus	of	many	studies	throughout	the	literature.	Quantificational	elements,	which	are	usually	
associated	with	either	a	distributive	or	a	collective	reading,	were	analyzed	in	many	languages	and	
were	discussed	with	respect	to	their	scope	taking	abilities	in	many	languages.	 
The	aim	of	this	article	is	to	analyze	the	structures	which	give	a	distributive	reading	to	the	sentences	in	
which	they	are	used.	Within	this	framework,	quantificational	elements,	particularly	“her-every”	and	
“her bir-	each”;	adnominal	distributive	numerals,	repetitive	coordinators	and	additive	enclitic	suffix	–
dA	are	analyzed	and	are	discussed	to	be	distributivity	markers	in	Turkish.	Another	point	that	is	
discussed	in	the	study	is	a	classification	of	distributivity	types	depending	on	the	Turkish	data.		
	
Keywords:	distributivity,	quantifiers,	adnominal	distributive	numerals,	R-C	Coordinators,	additive	
enclitic	suffix	–dA	
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1 Introduction  
Distributivity	has	been	a	highly	debated	issue	among	linguists	both	from	a	syntactic	view	as	well	as	a	
semantic	view.	Although	this	controversial	topic	has	been	the	focal	point	of	many	scientific	articles	
discussing	how	distributivity	is	expressed	in	many	diverse	languages	such	as	English,	German,	
Hungarian,	Chinese,	Japanese	etc.,	Turkish	has	not	been	analyzed	in	detail	from	the	perspective	of	
distributivity	throughout	the	literature	to	my	knowledge.(Beghelli	&	Stowell,	1997;	Champollion,	
2010;		Yang,	2013;	Yokota,	2014,	Zimmermann,	2002)	The	main	concern	of	this	paper	is	to	analyze	the	
relevant	data	with	respect	to	how	distributivity	is	expressed	in	Turkish.	In	addition	to	this	general	
analysis,	the	distributive	interpretation	of	the	sentences	will	be	categorized	into	different	
distributivity	types.	The	paper	is	organized	as	follows:	Section	2	presents	background	information	
about	the	issue	of	distributivity	and	presents	the	necessary	components	of	a	distributive	construction.	
Section	3	discusses	the	issue	of	distributivity	in	Turkish	and	presents	an	analysis	of	data	to	illustrate	
the	structures	yielding	distributive	readings.	In	Section	4,	a	new	classification	of	the	distributivity	
types	is	presented	based	on	the	relevant	Turkish	data.	Finally,	Section	5	presents	an	overall	summary	
of	the	discussion.	

	
2 Theoretical Background about the “Distributivity” Phenomenon 
Before	presenting	an	in-depth	analysis	of	how	distributivity	is	expressed	in	Turkish,	providing	brief	
information	about	the	issue	is	thought	to	be	beneficial.		This	informative	part	will	be	presented	in	
terms	of	how	distributivity	was	treated	in	linguistics	and	what	components	were	reported	to	be	
crucial	for	a	distributive	dependency	to	hold.	
	
2.1 A General Outline of “Distributivity” 
Although	the	word	“distributivity”	is	widespread	in	the	semantic	literature,	there	are	neither	
standard	definitions	of	the	term	nor	a	formal	classification	of	the	distributivity	types	in	the	literature.	
Distributivity	is	generally	defined	as	the	application	of	a	predicate	to	the	members	or	subsets	of	a	set	
of	group.	
A	literature	review	of	distributivity	shows	that	quantifiers	and	quantificational	elements	have	always	
been	associated	with	a	distributive	construal.	The	quantifiers	“every”	and	“each”	have	been	analyzed	
to	a	great	extent	in	relevant	studies	in	the	literature	and	were	shown	to	be	associated	with	
distributive	interpretations.	In	other	words,	distributive	interpretations	are	enforced	by	adding	a	
quantificational	element	such	as	“every”	or	“each”	to	the	sentence.	(Beghelli&Stowell,	1997;	
Safir&Stowell,	1988;	Zimmermann,	2002)	The	examples	presented	in	(1)	illustrate	the	distributive	
nature	of	“every”	and	“each”	while	contrasting	it	to	the	quantifier	“all”	which	is	usually	regarded	as	a	
universal	quantifier	in	the	literature.	
(1)	 a.	 The	Pope	looked	at	all	the	members	of	his	flock.	

b.	 The	Pope	looked	at	every	member	of	his	flock.	
	 c.		 The	Pope	looked	at	each	member	of	his	flock.	 	 	 (Beghelli&Stowell,	

1997)	
A	closer	look	to	the	meaning	of	the	given	sentences	in	(1)	reveals	the	fact	that	in	(1a),	where	the	
quantifier	“all”	is	used,	the	looking	event	might	have	happened	in	a	single	glance	whereas	the	
sentences	with	the	quantifiers	“every”	and	“each”	in	(1b)	and	(1c)	has	an	interpretation	where	the	
looking	event	must	have	been	done	individually	at	each	and	every	member	of	the	flock.	These	
particular	examples	lead	us	to	the	conclusion	that	the	presence	of	a	distributive	quantifier	such	as	
“every”	and	“each”	gives	out	an	obligatory	distributive	interpretation	in	a	sentence.		
The	example	sentences	we	have	discussed	above	all	have	explicit	distributive	markers.	However,	
sentences	without	explicit	distributive	markers	might	as	well	have	distributive	interpretations.	The	
sentence	in	(2)	differ	only	in	the	type	of	the	predicates	used.	As	the	interpretations	of	the	given	
sentences	reveal,	the	use	of	a	distributive	predicate	as	in	(2a)	leads	to	a	distributive	interpretation,	
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the	use	of	a	collective	predicate	as	in	(2b)	yields	a	collective	interpretation	and	the	use	of	an	
ambiguous	predicate	as	in	(2c)	gives	out	an	ambiguous	interpretation.		

(2)	 a.	 The	women	are	going	to	give birth	to a baby	soon.	 DISTRIBUTIVE	
	 b.		 The	women	are	going	to	surround a castle	soon.	 COLLECTIVE	

c.	 The	women	are	going	to	build a tent	soon.	 	 AMBIGUOUS	

To	sum	this	section	up,	we	have	seen	that	the	presence	of	an	overt	distributivity	marker	such	as	
“every”,	“each”	or	“all”	has	an	effective	role	on	the	overall	distributivity	of	a	sentence.	Furthermore,	
the	distributive	nature	of	a	sentence	does	not	only	depend	on	the	presence	of	an	overt	distributive	
marker	such	as	“every”,	“each”	or	“all”	but	also	on	the	type	of	the	predicate	used	in	the	sentence.	The	
focus	of	this	paper	will	be	sentences	having	overt	distributivity	markers	so	covert	distributivity	will	be	
left	untouched	within	the	scope	of	this	paper.		

2.2 Components of the Distributive Constructions  

As	mentioned	in	Zimmerman	(2002)	and	later	in	Champollion	(2010),	there	is	confusion	with	respect	
to	the	terminology	used	in	the	literature	concerning	the	components	of	a	distributive	relationship.	
The	table	presented	in	(3)	is	taken	from	Champollion	(2010)	to	summarize	the	terms	used	by	different	
linguists	to	refer	to	the	distributivity	components.	The	unambiguously	distributive	sentence	“The boys 
took a breath”	is	analyzed	to	illustrate	the	different	terminologies	used	by	different	researchers	in	the	
field.		

(3)Components	of	a	distributive	construction	
AUTHOR	 NAME	FOR	“THE	BOYS”	 NAME	FOR	“TOOK	A	BREATH”	

Link	(1987)	 Distributional	domain	 Distributive	Share	

Choe	(1987)	 Sorting	Key	 Distributed	Share	

Safir	&	Stowell	(1988)	 Range	NP	 Distributing	NP	

Gil	(1989),Choe	(1991)	 Key	 Share	

Zimmermann	(2002)	 Distributive	Key	 Distributive	Share	

Blaheta	(2003)	 Dist	Phrase	 Range	

Champollion	(2010)	 Key	 Share	

Having	noted	this	terminological	confusion,	we	will	be	using	Choe’s	terminology	in	the	rest	of	the	
paper	so	more	information	about	the	terms	“distributive	share”	and	“sorting	key”	will	be	presented	in	
this	section.	Choe	(1987)	has	proposed	a	theory	of	distributivity	where	distributive	dependency	is	
defined	as	a	relation	between	two	co-arguments	in	a	clause.	The	distributivity	relation	mentioned	in	
Choe	(1987)	requires	two	basic	components:	(a)	a distributed share (DstrShr)	and	(b)	a sorting key 
(SrtKy).	Distributive	dependency	is	thought	to	be	a	relation	between	the	sorting	key	and	the	
distributed	share	and	it	is	considered	to	be	a	unilateral	one	always	going	from	SrtKy	to	DstrShr.	The	
sentences	in	(4)	are	taken	from	Choe	(1987)	to	illustrate	the	“distributed	share”	and	“sorting	key”	
terms.	
(4)	 a.	 Every	child	is	wearing	a red hat.	

b.	 Each	child	is	wearing	a red hat.	
c.	 The	children	were	wearing	a red hat	each.	
d.	 The	children	were	wearing	a red hat.	

In	each	of	the	above	sentences,	the	object	“a	red	hat”	is	the	distributed share while	the	subject	
“every	child	/	each	child	/	the	children”	act	as	the sorting key.	
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As	is	discussed	in	Choe	(1987),	these	key	terms	of	a	distributive	dependency	need	to	have	the	
following	conditions	listed	in	(5)	below	for	the	distributive	dependency	to	hold.	Distributive	
dependency	cannot	be	projected	unless	these	conditions	are	met.		
(5)	 a.	 SrtKy	must	be	semantically	plural.	Examples:	everybody,	the	children,	they…	

b.	 DstrShr	must	be	indefinite.	Example:	somebody,	a	book,	three	books…	
c.	 SrtKy	and	DstrShr	must	have	a	co-argument	relation	where	they	must	be	arguments	of	one	
single	verb	

In	summary,	our	literature	survey	reveals	the	fact	that	the	necessary	components	of	a	distributive	
construction	are	a	semantically	plural	sorting	key	and	an	indefinite	distributed	share	which	need	to	be	
in	a	co-argument	relationship.		

	

3 Distributivity in Turkish 

Having	presented	a	brief	outline	of	the	means	by	which	distributivity	is	expressed	in	general	and	the	
essential	components	of	distributive	dependency	in	the	previous	sections,	we	will	move	on	to	an	
analysis	of	the	Turkish	language	with	respect	to	the	distributivity	phenomenon.	Different	structures	
leading	to	a	distributive	interpretation	in	a	sentence	will	be	discussed	and	relevant	examples	will	be	
presented	to	make	the	case	clearer.	
	

3.1 Structures Leading to a Distributive Reading in Turkish 
As	was	already	mentioned	in	the	previous	section,	distributive	reading	can	be	achieved	overtly	by	
using	quantificational	elements	such	as	“every”	or	“each”	or	covertly	by	using	purely	distributive	
predicates	in	the	structure.	The	aim	of	this	particular	section	is	to	find	out	different	ways	through	
which	distributive	reading	is	achieved	in	a	sentence.	With	this	aim	in	mind,	the	role	of	the	
quantificational	NPs,	distributive	numerals,	repetitive	coordinators	and	additive	enclitic	suffix	–dA	in	
achieving	distributive	interpretations	will	be	discussed	separately	in	the	following	parts	of	this	
section.	
	
3.1.1 Quantificational NPs as Distributivity Inducing Elements 

It	was	pointed	out	in	Section	2.1	that	quantificational	elements	have	usually	been	associated	with	
distributive	readings	and	that	quantificational	NPs-especially	“every	NP”	or	“each	NP”-were	defined	
to	yield	unambiguous	distributive	readings	while	the	quantifier	“all”	was	considered	basically	
universal	rather	than	distributive.		
Similarly,	Turkish	allows	for	a	distributive	reading	with	quantificational	elements	used	either	in	the	
external	or	the	internal	argument	positions.	Sentences	presented	in	(6)	and	(7)	are	provided	to	
illustrate	the	unambiguous	distributive	reading	that	we	get	from	sentences	having	“her-every”	and	
“her bir-each”	either	in	their	external	or	their	internal	argument	structures.	The	data	given	in	(6)	has	
the	quantificational	NP	in	the	external	argument	position	and	those	in	(7)	have	the	quantificational	
NP	in	their	internal	argument	positions.		A	closer	examination	of	the	presented	data	reveals	the	fact	
that	the	overall	meaning	of	the	sentences	is	distributive	regardless	of	the	predicate	type	of	the	
sentence.		

(6)	 a.	 Her / her bir birlik	bir	kale	kuşat-tı.		 	 distributive	

					 	 Every	/each	regiment	one	castle	surround-past	
			 	 “Every	/	each	regiment	surrounded	a	castle.”	

b.	 Her / her bir kadın	bir	bebek	emzir-di.	 	 distributive	
				 	 Every	/	each	woman	one	baby	breast	feed-past	
				 	 “Every	/	each	woman	breast	fed	a	baby.”	

c.	 Her / her bir çocuk	bir	şarkı	söyle-di.	 	 distributive	
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					 	 Every	/	each	child	one	song	sing-past	
		 	 “Every	/each	child	sang	a	song.”	 	

(7)	 a.	 Bir	birlik	her kale-y-i	kuşat-tı.	 	 	 distributive	

					 	 One	regiment	every	castle-acc	surround-past	
				 	 “One	regiment	surrounded	every	castle.”	

b.	 Genç	kadın	her bebeğ-i	emzir-di.	 	 	 distributive	
					 	 Young	woman	every	baby-acc	breast	feed-past	
					 	 “The	young	woman	breast	fed	every	baby.”	

c.	 Bir	çocuk	her şarkı-y-ı	söyle-di.	 	 	 distributive	
	 					 One	child	every	song-acc	sing-past	

“One	child	sang	every	song.”	
(1),	rewritten	below	as	(8),	presents	sentences	differing	only	in	the	quantificational	elements	

used.	It	was	explained	previously	that	these	sentences	differ	from	each	other	in	that	the	looking	event	
in	(8a)	is	done	in	a	single	glance,	considering	the	members	as	one	single	group,	whereas	the	looking	
event	in	(8b)	and	(8c)	is	carried	out	separately	at	each	member	of	the	group	individually.	Beghelli	&	
Stowell	(1997)	depend	on	this	observation	to	differentiate	between	the	quantifiers	“all”	and	“every	/	
each”	emphasizing	the	distributive	nature	of	“every	/	each”	in	opposition	to	the	universal	nature	of	
“all”.	
(8)	 a.	 The	Pope	looked	at	all	the	members	of	his	flock.	

b.	 The	Pope	looked	at	every	member	of	his	flock.	

c.	 The	Pope	looked	at	each	member	of	his	flock.	 	 (Beghelli	&	Stowell,	1997)	
A	contrary	example	to	the	universal	nature	of	the	quantifier	“all”	exemplified	in	(8a)	is	presented	

in	(9)	below.	All	the	sentences	have	a	quantificational	NP	with	the	quantifier	“bütün-all”	in	the	
external	argument	positions.	The	interpretations	presented	next	to	each	sentence	clearly	show	that	
the	sentences	do	not	only	have	a	collective	interpretation	although	the	universal	quantifier	“all”	is	
present	in	each.	(9a)	might	have	an	additional	interpretation	where	each	regiment	surrounded	a	
different	castle	or	(9b)	where	every	child	sang	a	different	song	individually	in	addition	to	their	
collective	interpretations	and	these	interpretations	are	clearly	distributive.	(9c),	on	the	other	hand,	
can	only	be	understood	with	a	meaning	where	all	the	women	gave	birth	to	a	different	baby	leading	to	
a	unique	distributive	interpretation.	

(9)	 a.	 Bütün birlik-ler	bir	kale	kuşat-tı.	 	 	 distributive	/	collective	

	 					 All						regiment-pl	one	castle	surround-past	
	 				 “All	the	regiments	surrounded	a	castle.”	

b.	 Bütün çocuk-lar	bir	şarkı	söyle-di.	 	 	 distributive	/	collective	
	 					 All	child-pl	one	song	sing-past	
	 				 “All	the	children	sang	a	song.”	

c.		 Bütün kadın-lar	bir	bebek	doğur-du.	 	 distributive	
	 				 All	woman-pl	one	baby	give	birth	
	 			 “All	the	women	gave	birth	to	a	baby.”	
	 	 	 	 	 	 	 	 (Bülbül,	2010)	

As	shown	in	(10)	below,	the	“bütün NP”	structure	in	the	internal	argument	position	can	also	
yield	distributive	readings.	

(10)	 a.	 Birlik	bütün kale-ler-i	kuşat-tı.	 	 	 distributive	/	collective	

				 	 	Regiment	all	castle-pl-acc	surround-past	
				 	 “The	regiment	surrounded	all	the	castles.”	

b.	 Genç	kadın	bütün bebek-ler-i	emzir-di.	 	 distributive	
					 	 Young	woman	all	baby-pl-acc	breast	feed-past	
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					 	 “The	young	woman	breast	fed	all	the	babies.”	
c.	 Çocuk	bütün şarkı-lar-ı	söyle-di.	 	 	 distributive	

					 	 Child	all	song-pl-acc	sing-past	
					 	 “The	child	sang	all	the	songs.”	
The	examples	given	in	(9)-(10)	have	clearly	shown	that	it	is	not	only	sentences	with	the	quantifiers	
“her-every”	and	“her bir-each”	that	have	an	overall	distributive	interpretation	but	sentences	with	the	
quantifier	“bütün-all”	can	have	distributive	interpretations	as	well.	The	quantifiers	“her-every”	and	
“her bir-each”	call	for	an	obligatory	distributive	interpretation	while	“bütün-all”	might	give	out	a	
distributive	meaning	depending	on	the	collectivity	features	of	the	other	constituents	of	the	sentence.	

	

3.1.2 Distributive Numerals as Distributivity Inducing Elements 
The	term	“distributive numerals”,	introduced	to	linguistics	in	the	work	of	Gil	(1982),	is	defined	as	a	
morpho-syntactic	construction	containing	a	numeral	in	which	the	sentence	receives	a	distributive	
interpretation.	The	suffix	which	is	responsible	for	giving	an	obligatory	distributive	reading	to	a	
numeral	is	–er	/	-ar	as	exemplified	in	(11).	
(11)	

bir-er	 one	each	

bir-er	bir-er	 one	by	one	

iki-ş-er	 two	each	

iki-ş-er	iki-ş-er	 two	by	two	

	

The	distributive	nature	of	the	sentences	induced	by	the	use	of	the	distributive	numeral	is	exemplified	
in	(12)	below.	(12a)	can	only	be	interpreted	as	students	each	reading	a	different	book	whereas	(12b)	
has	an	interpretation	in	which	each	man	carried	a	separate	suitcase.	This	obligatory	distributive	
nature	of	the	overall	sentences	in	(12)	can	only	be	attributed	to	the	presence	of	the	distributive	
numeral	suffix	–er	/	-ar	since	we	do	not	have	any	distributive	marker	on	the	SrtKy,	namely	“öğrenciler-
students”	and	“iki adam-two	men”.	
(12)	 a.	 Öğrenci-ler	bir-er kitap	oku-du.	 	 	
					 	 Student-pl	one-dist.num.	book	read-past.	

					 	 “Students	read	one	book	each.”	
b.	 İki	adam	bir-er bavul	taşı-dı.	

				 	 Two	man	one-dist.num.	suitcase	carry-past.	
				 	 “Two	men	carried	one	suitcase	each.”	

An	overall	examination	of	the	sentences	in	(12)	reveals	the	fact	that	the	distributive	numerals	are	
used	pre-nominally	which	is	referred	to	as	the	“adnominal distributive numerals”	in	Gil	(1982).The	
distributive	numeral	clearly	establishes	a	distributive	relation	between	the	two	arguments-namely,	
the	external	argument	(SrtKy)	and	the	internal	argument	(DstrShr)	in	these	sentence.		
It	is	important	to	emphasize	at	this	point	that	the	morphologically	marked	DstrShr	in	a	sentence	is	
referred	to	as	an	“anti-quantifier”	in	Choe	(1987).	Choe	(1987)	uses	the	term	“anti-quantifier”	to	
refer	to	the	morphologically	marked	DstrShr	in	Korean,	to	“s-each”	in	English	and	to	“je”	in	German.	
The	reason	why	such	expressions	are	called	“anti-quantifiers”	lies	in	the	fact	that	they	typically	have	
scope	under	something	else	in	the	given	domain	unlike	regular	quantifiers	which	tend	to	scope	over	
the	other	quantifiers	in	the	structure.		
A	close	look	at	the	sentences	having	adnominal	distributive	numerals	in	Turkish	within	the	scope	of	
the	“anti-quantifiers”	leads	us	to	claim	that	these	can	also	be	referred	to	as	“anti-quantifiers”	similar	
to	s-each	in	English,	-ssik	in	Korean	or	je	in	German.	The	sentences	in	(13)	are	provided	to	analyze	the	
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adnominal	distributive	numerals	to	see	whether	they	can	also	be	classified	under	the	heading	of	
“anti-quantifiers”.	
(13)	 a.	 Öğrenci-ler	bir-er kitap	oku-du.	 	 	

					 	 Student-pl	one-dist.num.book	read-past.	
					 	 “Students	read	one	book	each.”	

b.	 İki	adam	bir-er bavul	taşı-dı.	
				 	 Two	man	one-dist.num.	suitcase	carry-past.	
					 	 “Two	men	carried	one	suitcase	each.”	

Firstly,	it	is	clear	from	the	examples	in	(13a)	and	(13b)	that	the	adnominal	distributive	numeral	suffix	
is	a	morphological	marker	that	triggers	an	interpretation	of	“one	book	per	student”	in	(13a)	and	an	
interpretation	of	“one	suitcase	per	man”	in	(13b).	Furthermore,	this	suffix	marks	the	DstrShr	of	the	
sentences	rather	than	the	SrtKy.	It	is	in	this	respect	that	the	adnominal	distributive	suffix	in	Turkish	
resembles	the	s-each	in	English	and	–ssik	in	Korean	which	are	regarded	to	be	“anti-quantifiers”	in	the	
literature.	
Secondly,	when	we	look	at	the	issue	from	a	scopal	perspective,	it	will	not	be	difficult	to	see	that	the	
NPs	having	the	adnominal	distributive	marker	in	(13)	have	narrow	scope	with	respect	to	the	external	
arguments	of	the	sentences.	The	interpretation	of	(13a)	can	only	be	“For	every	student	there	is	
possibly	a	different	book	that	is	read”.	The	wide	scope	reading	of	the	internal	argument	where	there	
is	one	book	that	is	read	by	each	student	is	not	an	available	interpretation.	This	is	also	another	
indication	that	adnominal	distributive	markers	in	Turkish	can	also	be	categorized	as	“anti-quantifiers”	
in	Choe’s	terminology.		

	
3.1.3 Repetitive Coordinators as Distributivity Inducing Elements 
An	analysis	of	the	topic	of	“coordination”	reveals	the	fact	that	it	is	possible	to	have	identical	
coordinators	in	the	same	coordinate	complex.	The	phenomenon	was	referred	to	as	“conjunction 
doubling”	in	Ljiljana	(1998)	and	as	“repetitive coordinator”	in	Dik	(1968).	Following	Dik,	I	will	refer	to	
such	identical	coordinators	as	“repetitive	coordinators	(R-C	Coordinators)”.	The	three	reduplicated	
conjunctions	presented	in	Lewis	(1967:444),	namely	dA…..dA, hem….hem, gerek….gerek	“both	
…and”,fall	under	this	category.	As	is	explained	in	Lewis	(1967),	dA… dA	has	a	postnominal	usage	
whereas	hem…hem	and	gerek…gerek	have	prenominal	usage	as	exemplified	in	(14)-(16)	below.	
(14)	 Dünya	Kupasın-da	Güney	Kore	de	Türkiye	de	yarı	final-e	kaldı.	
	 “Both	South	Korea	and	Turkey	have	reached	the	semi-finals	of	tyhe	World	Cup.”	
(15)	 Necla	hem	Boğaziçi	Üniversitesi	hem	(de)	Bilkent’e	girebiliyormuş.	
	 “Necla	has	been	admitted	to	both	Boğaziçi	University	and	Bilkent.”	
(16)	 Gerek	İngiliz	takımı	gerekse (de)	Fransızlar,	bu	Dünya	Kupası	yarışmasına	iddialı	giriyorlar.	
	 “Both	the	English	team	and	the	French	are	entering	this	World	Cup	competition	with	high	

hopes.”	
	 	 	 	 	 	 	 	 (Lewis,	1967)	
When	analyzed	from	the	semantic	point	of	view,	it	can	clearly	be	seen	that	R-C	coordinators	exclude	
collective	readings	leading	to	a	direct	correlation	between	distributiveness	and	R-C	Coordinators.	
There	is	ample	information	about	the	distributive	interpretations	conveyed	by	sentences	with	R-C	
constructions	and	correlative	constructions	throughout	the	literature.	(Dik,	1968;	Dougherty,	1969;	
Progovac,	2002)	As	is	shown	in	(17),	R-C	Coordinators	in	Turkish	also	support	this	observation.	(17a),	
where	the	conjunction	“and”	is	used,	has	two	readings:	Either	Ahmet	and	Mehmet	sang	a	song	
together	or	each	of	them	sang	one	song	individually.	However,	(17b)	and	(17c)	have	only	the	
distributive	interpretation	where	Ahmet	and	Mehmet	sang	different	songs.	This	particular	example	
illustrates	that	the	R-C	Coordinator	disambiguates	the	sentence	that	can	have	either	a	collective	or	a	
distributive	interpretation.		
(17)	 a.	 Ahmet	ve	Mehmet	bir	şarkı	söyle-di.	 	 	 AMBIGUOUS	
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	 					 Ahmet	and	Mehmet	one	song	sing-past.	
	 					 “Ahmet	and	Mehmet	sang	a	song.”	
	

b.	 Hem	Ahmet	hem	Mehmet	bir	şarkı	söyle-di.		 	 DISTRIBUTIVE	
	 					 Both	Ahmet	amd	Mehmet	one	song	sing-past.	
	 					 “Both	Ahmet	and	Mehmet	sang	a	song.”	
	 c.		 Ahmet	de	Mehmet	de	bir	şarkı	söyle-di.	 	 	 DISTRIBUTIVE	
	 					 Ahmet	also	Mehmet	also	one	song	sing-past.	
	 					 “Both	Ahmet	and	Mehmet	sang	a	song.”	
The	R-C	coordinators	presented	in	(17b)	and	(17c)	are	in	the	external	argument	positions.	The	same	
structure	also	has	a	distributive	interpretation	when	used	in	the	internal	argument	position	or	the	
adjunct	positions	of	a	sentence.	This	is	illustrated	in	(18)	and	(19)	respectively	below.	The	sentence	in	
(18a)	has	the	conjunction	“and”	which	yields	both	a	distributive	and	collective	reading.	However,	the	
presence	of	the	R-C	coordinators	instead	of	the	conjunction	in	(18b)	and	(18c)	disambiguates	the	
sentence	leading	to	an	unmbiguous	distributive	reading.	The	sentences	in	(19)	exemplify	the	
hem…hem	structure	in	the	adjunct	position	of	the	sentence.	(19a),	which	has	the	conjunction	“and”,	is	
judged	to	be	ambiguous	with	both	a	collective	interpretation	where	only	one	tree	is	cut	down	with	
the	help	of	a	saw	and	axe.	The	disambiguating	effect	is	observed	in	the	sentences	where	hem…hem	
structure	is	used	as	in	(19b)	and	(19c).	These	sentences	have	only	a	distributive	interpretation	where	
different	trees	are	cut	both	by	an	axe	and	a	saw.	
(18)	 a.	 Ahmet	Ayşe	ve	Fatma-ya	bir	elma	ver-di.	 	 	 	 AMBIGUOUS	
	 			 Ahmet	Ayşe	and	Fatma-dat	an	apple	give-past.	
	 				 “Ahmet	gave	Ayşe	and	Fatma	an	apple.”	

b.	 Ahmet	hem Ayşe-ye	hem Fatma-ya	bir	elmaver-di.	 	 	 DISTRIBUTIVE	
	 				 Ahmet	both	Ayşe-dat	and	Fatma-datan	apple	give-past.	
	 					 “Ahmet	gave	both	Ayşe	and	Fatma	an	apple.”	

c.	 Ahmet	Ayşe-ye	de	Fatma-ya	da	bir	elma	ver-di.	 	 	 DISTRIBUTIVE	
	 				 Ahmet	Ayşe-datalso	Fatma-dat	also	an	apple	give-past.	
	 					 “Ahmet	gave	both	Ayşe	and	Fatma	an	apple.”	
(19)	 a.	 Ahmet	testere	ve	balta-y-la	bir	ağaç	kes-ti.	 	 	 	 AMBIGUOUS	
	 				 Ahmet	saw	and	axe-with	one	tree	cut-past.	
	 				 “Ahmet	cut	a	tree	with	a	saw	and	an	axe.”	
	 b.	 Ahmet	hem	testere	hem	balta-y-la	bir	ağaç	kes-ti.	 	 	 DISTRIBUTIVE	
	 				 Ahmet	both	saw	and	axe-with	one	tree	cut-past.	
	 				 “Ahmet	cut	a	tree	with	both	a	saw	and	an	axe.”	
	 c.	 Ahmet	testere-y-le	de	balta-y-la	da	bir	ağaç	kes-ti.	 	 	 DISTRIBUTIVE	
	 				 Ahmet	saw-with	also	axe-with	also	one	tree	cut-past.	
	 	 “Ahmet	cut	a	tree	with	both	a	saw	and	an	axe.”	
As	a	conclusion,	we	have	seen	that	repetitive	coordinators	in	Turkish	need	to	be	considered	among	
the	distributivity	inducing	elements	in	a	sentence.	The	examples	we	have	analyzed	so	far	clearly	show	
that	both	hem…hem	and	…de…de	structures	give	out	dominantly	distributive	interpretations	in	a	
sentence.	

	
3.1.4 Additive Enclitic Suffix –dA as Distributivity Inducing Elements 
The	functions	of	the	additive	enclitic	suffix	–dA	in	Turkish	has	been	under	scrutiny	in	the	works	of	
many	linguists	for	a	long	time.		(Kerslake,	1996;	Göksel	&	Özsoy,	2003;	Dönük,	2005;	Göksel	&	
Kerslake,	2005;	Özbek,	Zang,	&	Demirtaş,	2014)	Previous	relevant	studies	have	shown	that	additive	
enclitic	suffix	–dA	has	several	functions.	In	this	section	,	I	will	try	to	illustrate	the	fact	that	this	particle	
also	has	the	function	of	adding	an	unambiguous	distributive	reading	to	the	sentences	in	which	they	
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are	used.	This	function	has	not	been	mentioned	in	the	previous	studies	mentioned	above.	(20)	
illustrates	sentences	where	the	enclitic	suffix	–dA	is	attached	to	numeral+noun	compounds.	Despite	
the	use	of	different	predicate	types	in	(20a-c),	the	overall	interpretation	of	the	sentences	is	
“distributive”.	However,	an	omission	of	the	additive	enclitic	suffix	–dA	makes	the	sentences	ambigous	
giving	out	a	possible	collective	interpretation	as	well.	This	is	an	indication	that	the	additive	enclitic	
suffix	–dA	has	an	additional	function	of	making	a	sentence	purely	distributive	regardless	of	the	
predicate	type	used.	
(20)	 a.	 İki	birlik	de	bir	kale	kuşat-tı.	 	 	 distributive	
	 	 Two	regiment	also	one	castle	surround-past.	
	 	 “Both	of	the	two	regiments	surrounded	a	castle.”	
	 b.	 İki	kadın	da	bir	bebek	emzir-di.	 	 	 distributive	
	 	 Two	woman	also	one	baby	feed-past.	
	 	 “Both	of	the	two	women	breast-fed	a	baby.”	
	
	 c.	 İki	çocuk	da	bir	şarkı	söyle-di.	 	 	 distributive	
	 	 Two	child	also	one	song	sing-past.	
	 	 “Both	of	the	two	children	sang	a	song.”	
In	short,	we	have	seen	in	this	section	that	the	additive	enclitic	suffix	–dA	has	the	function	of	being	a	
distributivity	marker	among	its	many	other	functions	discussed	in	the	literature.	The	examples	
presented	makes	it	clear	that	adding	the	enclitic	suffix	–dA	to	a	sentence	gives	out	unambiguous	
distributive	interpretations	regardless	of	the	type	of	predicate	used	in	the	structure.	

	
4	 Classification of Distributivity Types	
The	main	concern	of	this	section	is	to	provide	an	understanding	of	the	distributivity	types	that	a	
sentence	can	express.	An	analysis	of	the	sentence	pairs	presented	in	(21)	and	(22)	clearly	shows	that	
there	is	a	difference	with	respect	to	the	distributivity	displayed	by	each.	The	meaning	expressed	in	
(21a)	differs	from	the	meaning	expressed	in	(21b)	in	that	the	former	is	presenting	a	case	where	there	
are	several	regiments	surrounding	a	different	castle	each	whereas	the	latter	can	be	told	in	a	situation	
where	there	is	a	single	regiment	surrounding	every	castle	one	after	the	other.	In	other	words,	in	(21a)	
the	distributivity	is	between	the	castles	and	the	regiments,	but	in	(21b)	the	distribution	is	between	
the	castles	and	the	time	indices	provided	by	the	verb.	Furthermore,	(22a)	and	(22b)	illustrate	a	similar	
difference	in	terms	of	meaning.	(22a)	has	an	interpretation	where	all	women	breast	fed	a	different	
baby	while	in	(22b)	there	is	a	single	baby	fed	by	the	women	at	different	time	indices.	
(21)		a.	 Her	birlik	bir	kale	kuşat-tı.	 	 	 	 	 DISTRIBUTIVE	
						 	 Every	regiment	one	castle	surround-past.	
						 	 “Every	regiment	surrounded	a	castle.”	
	 	b.	 Bir	birlik	her	kale-y-i	kuşattı.	 	 	 	 DISTRIBUTIVE	
	 						One	regiment	every	castle	surround-past.	
	 					 “One	regiment	surrounded	every	castle.”	
(22)	 a.	 Bütün	kadın-lar	bir	bebek	emzir-di.		 	 	 DISTRIBUTIVE	

All	woman-pl	one	baby	feed-past.	
“All	the	women	fed	a	baby.”	

	 b.	 Bütün	kadın-lar	bir	bebeğ-i	emzir-di.	 	 	 DISTRIBUTIVE	
	 	 All	woman-pl	one	baby-acc	feed-past.	
	 	 “All	the	women	fed	the	baby.”	
These	examples	are	provided	to	illustrate	that	although	the	sentences	are	all	distributive	in	a	general	
sense,	there	is	a	difference	in	terms	of	the	distributivity	expressed	by	each.	This	observation	about	
the	possible	distributivity	types	leads	us	to	a	more	in-depth	analysis	of	sentences	having	a	distributive	
interpretation	but	differing	in	some	sense	from	each	other.	I	claim	in	this	study	that	distributive	
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interpretations	need	to	be	classified	under	three	main	categories,	namely	“distributivity	over	
arguments”,	“distributivity	over	time”	and	“distributivity	over	the	adjunct”.	A	discussion	of	these	
proposed	distributivity	types	is	presented	in	the	following	sections.	

	
4.1 Distributivity over the Arguments 
Distributivity	was	defined	as	a	relation	between	two	arguments	in	a	clause	in	Choe	(1987).Based	on	
this	definition,	the	first	distributivity	type	will	be	discussed	to	be	distributivity	over	the	arguments.	In	
simple	terms,	I	will	define	“distributivity over the arguments”	as	a	distribution	between	the	members	
of	the	external	argument	and	the	internal	argument	provided	that	both	are	multi-referent.		
(23)	and	(24)	are	presented	as	illustrations	for	“distributivity	over	arguments”	cases.	(23)	illustrates	
example	sentences	where	the	quantificational	NPs-referred	to	as	the	SrtKy-	are	used	in	the	external	
argument	positions	and	indefinite	NPs-referred	to	as	DstrShr-	are	found	in	the	internal	argument	
positions.	The	sentences	in	(24),	on	the	other	hand,	illustrate	cases	where	the	positions	of	the	SrtKy	
and	DstrShr	are	reversed.	Both	in	(23)	and	(24),	the	highlighted	(i)	interpretations	are	the	ones	
indicating	the	“distributivity	over	the	argument”	type.	The	denotations	in	(i)	interpretations	involve	a	
one-to-one	correspondence	between	the	members	of	the	external	arguments	and	internal	
arguments.	The	(ii)	interpretations	will	be	dealt	with	within	the	framework	of	another	type	of	
distributivity,	namely	“distributivity	over	time”.	

	(23)	 a.	 Her	birlik	bir	kale-y-i	kuşat-tı.	

				 	 Every	regiment	one	castle-acc	surround-past.	
				 	 “Every	regiment	surrounded	a	castle.”	

i.Regiment A surrounded Castle 1, Regiment B surrounded Castle 2, Regiment C surrounded 
Castle 3.	
ii.Regiment	A,	Regiment	B	and	Regiment	C	surrounded	the	same	castle	at	different	time	
indices.	

	 b.	 Bütün	kadınlar	bir	bebeğ-i	emzir-di.	
All	woman-pl	one	babyacc	feed-past.	
	 		 “All	the	women	fed	a	baby.”	
	 	 i.	Ece fed baby A, Tülay fed baby B, Elçin fed baby C etc. 
	 	 ii.	Ece,	Tülay	and	Elçin	fed	the	same	baby	at	different	time	indices.	
	 c.	 Her	çocuk	bir	şarkı-y-ı	söyle-di.	
	 			 Every	child	one	song-acc	sing-past.	
	 	“Every	child	sang	a	song.”	
	 	 i.	Ege sang Song 1, İpek sang Song 2, Defne sang Song 3 etc.	
	 	 ii.	Ege,	İpek	and	Defne	sang	the	same	song	at	different	time	indices.		
	(24)	 a.	 Birlikler	her	kale-y-i	kuşat-tı.	
	 	 Regiment-pl.	all	castle-acc.	surround-past.	
	 	 “The	regiments	surrounded	all	the	castles.”	

i. Regiment A surrounded Castle 1, Regiment B surrounded Castle 2 and Regiment C 
surrounded Castle 3. 
ii.	Regiment	A,	Regiment	B,	Regiment	C	etc.	came	together	and	surrounded	Castle	1,	Castle	2	
and	Castle	3	etc.	one	after	the	other.	

	 b.	 Kadın-lar	her	bebeğ-i	emzir-di.	
	 		 Woman-pl.	every	baby-acc.	breast	feed-past.	
	 	 “The	women	breast	fed	every	child.”	
	 	 i. Ayşe fed baby A, Tülay fed baby B, Selin fed baby C etc. 

ii.	Ayşe	fed	baby	A	at	t1,	baby	B	at	t2,	baby	C	at	t3,	Tülay	fed	baby	A	at	t2,	baby	B	at	t3,	baby	C	
at	t1;	Selin	fed	baby	A	at	t3,	baby	B	at	t1,	baby	C	at	t2.	
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	 c.	 Çocuk-lar	her	şarkı-y-ı	söyle-di.	 	 	 	
	 	 Child-pl	every	song-acc.	sing-past.	
	 	 “The	children	sang	every	song.”	

i. Ege sang Song 1, İpek sang Song 2, Defne sang Song 3and Beril   sang Song 4.   
ii.	Ege,	İpek,	Defne	and	Beril	came	together	and	sang	Song	1,	Song	2,	Song	3,	Song	4	one	after	
the	other.	

The	requirement	of	the	multi-referent	nature	of	the	SrtKy	and	the	DstrShr	in	a	sentence	for	having	a	
distributive	interpretation	needs	to	be	emphasized.	Sentences	in	(24)	are	rewritten	in	(25)	with	a	
change	in	that	their	external	arguments	are	singularized.	The	singular	subject	NP	is	specific,	thus	has	a	
single	referent.	Considering	this,	we	predict	that	a	distribution	between	the	quantificational	object	
NPs	(SrtKy)	and	the	single	referent	subject	NP	is	impossible	yielding	only	the	“distributivity	over	time”	
interpretation	as	the	possible	reading	of	the	sentence.	The	possible	interpretations	of	the	sentences	
presented	underneath	show	that	our	predictions	are	borne	out.	The	possible	readings	shown	
underneath	make	it	clear	that	the	singularity	of	the	external	arguments	hinders	the	possibility	of	
having	a	distribution	between	the	SrtKy	and	the	DstrShr.	

(25)	 a.	 Bir	birlik	her	kale-y-i	kuşat-tı.	 	 	 No	distribution	
between	SrtKy	and	DsrtShr	
	 	 One	regiment	every	castle-acc.	surround-past.	
	 	 “One	regiment	surrounded	every	castle.”	

i.	Regiment	A	surrounded	Castle	1,	Castle	2	and	Castle	3	etc.one	after	the	other.	

b.	 Bir	kadın	her	bebeğ-i	emzir-di.	 	 	 No	distribution	between	SrtKy	and	
DsrtShr	
	 	 One	woman	every	baby-acc.	breast	feed-past.	
	 	 “One	woman	breast	fed	every	child.”	
	 	 i.	A	woman	fed	every	baby	one	after	the	other.	
	 c.	 Bir	çocuk	her	şarkıy-ı	söyle-di.	 	 	 No	distribution	between	SrtKy	
and	DsrtShr		 One	child	every	song-acc.	sing-past.	
“One	child	sang	every	song.”	

i.	A	child	sang	every	song	one	after	the	other.	

Having	analyzed	sentences	with	quantificational	NPs	either	in	the	external	argument	or	the	internal	
argument	positions,	we	came	up	with	the	conclusion	that	a	distribution	between	the	two	arguments	
of	a	sentence	is	possible	if	and	only	if	both	are	multi-referential.	Distribution	between	the	arguments	
(SrtKy	and	DstrShr)	fails	if	one	of	the	arguments	is	single	referent	which	hinders	“distributivity	over	
the	argument”	interpretation.	
	

4.2 Distributivity over Time 
The	discussion	in	this	section	illustrates	that	points	of	time	through	which	the	action	is	realized	also	
act	as	potential	“distribution	sites”	in	a	sentence.	These	points	of	time	within	the	time	interval	in	
which	the	event	extends	over	will	be	referred	to	as	“time	indices”.	The	sentences	in	(26)	illustrate	that	
there	is	a	distribution	between	members	of	the	internal	arguments	and	the	time	indices.	The	internal	
argument	positions	of	the	sentences	are	occupied	by	the	quantificational	NPs	which	act	as	the	SrtKy	
of	the	sentences	in	(26a)-(26d).	The	external	argument	position	of	(26a)	is	occupied	with	a	singular	
definite	NP	and	those	of	(26b)-(26d)	are	occupied	with	indefinite	NPs.	The	singular	definite	NP	and	
the	indefinite	NP	in	the	external	argument	positions	are	specific	with	a	single-referent	nature.	This	
leads	to	an	elimination	of	the	possible	distribution	between	the	quantificational	NPs	acting	as	the	
SrtKy	in	the	internal	argument	positions	and	NPs	acting	as	the	external	arguments.	As	a	consequence,	
there	is	only	one	possibility	of	a	distribution	between	the	SrtKy	and	the	time	indices	provided	by	the	
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predicate	leading	to	a	“distributivity	over	time”	interpretation.	Thus,	the	sentences	are	unambiguous	
with	the	given	interpretations.		

(26)	 a.	 Genç	kadın	her	bebeğ-I	emzir-di.	
	 				 Young	woman	every	baby-acc	breastfed-past	
	 					 “The	young	woman	breast	fed	every	baby.”	
	 	 i.	The	young	woman	fed	the	babies	one	by	one	/	one	after	the	other.	
	 b.	 Bir	çocuk	her	şarkı-y-ı	söyle-di.	
	 					 One	child	every	song-acc	sing-past	
	 					 “A	child	sang	every	song.”	
	 	 i.	A	child	sang	the	songs	one	by	one	/	one	after	the	other.	
	 c.	 Bir	kız	bütün	elma-lar-ı	ye-di.	
	 						 One	girl	all	apple-pl-acc	eat-past	
	 					 “A	girl	ate	all	the	apples.”	
	 	 i.	A	girl	ate	the	apples	one	by	one	/	one	after	the	other.	
	 d.	 Bir	tavuk	tam	beş	/	en	az	beş	/	birkaç	yumurta	yumurtla-dı.	
	 					 One	chicken	exactly	five	/	at	least	five	/	a	few	egg	lay-past	
	 				 “A	chicken	laid	exactly	five	/	at	least	five	/	a	few	eggs.”	
	 	 i.	A	chicken	laid	the	eggs	one	by	one	/	one	after	the	other.	

A	point	that	needs	further	investigation	is	whether	the	distributivity	over	time	indices	is	restricted	to	
the	quantificational	internal	arguments.	The	example	sentences	in	(27)	illustrate	the	possibility	of	a	
distribution	between	the	SrtKy	in	the	external	argument	positions	and	time	indices.	It	is	clear	that	
these	sentences	have	multi-interpretations.	The	highlighted	(i)	interpretations	are	the	ones	related	
with	the	“distributivity	over	time”	cases.	(ii)	interpretations	are	“distributivity	over	the	argument”	
cases	and	the	ones	in	(iii)	are	“collective”	interpretations.	
(27)a.	 Bütün	birlik-ler	bir	kale-yi	kuşat-tı.	

	 					 All	regiment-pl	one	castle-acc	surround-past.	
	 				 “All	the	regiments	surrounded	a	castle.”	
	 	 i. The regiments took turns in surrounding a castle. 
	 	 ii.	The	regiments	surrounded	different	castles.	
	 	 iii.	The	regiments	surrounded	a	castle	together.		
	 b.	 Bütün	kadın-lar	bir	bebeğ-i	emzir-di.	
	 					 All	woman-pl	one	baby-acc	breast	feed-past.	
	 					 “All	women	breast	fed	a	baby.”	
	 	 i. The women took turns in feeding a baby.	
	 	 ii.	The	women	fed	different	babies.	
	 c.	 Bütün	çocuk-lar	bir	şarkı-y-ı	söyle-di.	
	 					 All	child-pl	one	song-acc	sing-past.	
	 				 “All	the	children	sang	a	song.”	
	 	 i. The children took turns in singing a song. 
	 	 ii.	The	children	sang	different	songs.	
	 	 iii.	The	children	sang	a	song	together.	

To	sum	up,	this	section	attempted	to	illustrate	the	fact	that	time	indices	provided	by	the	verb	can	act	
as	potential	points	for	distribution	in	the	sentences	and	that	a	distribution	between	the	multi-referent	
quantificational	NPs	acting	as	the	SrtKy	either	in	the	external	argument	or	the	internal	argument	
positions	and	the	time	indices	provided	by	the	predicates	is	possible.		
	

4.3 Distributivity over adjuncts 
In	Choe	(1987),	distributivity	dependency	was	defined	as	a	relation	between	two	“arguments”	in	a	
clause.	Based	on	this	definition,	the	sentences	that	have	been	analyzed	so	far	did	not	have	adjuncts	
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within	their	structure.	In	this	section	we	will	be	dealing	with	sentences	having	adjuncts	as	well.	
Depending	on	the	distributive	nature	of	the	quantificational	NP	acting	as	the	SrtKy,	we	can	also	
predict	a	distribution	between	the	SrtKy	and	the	adjuncts	of	a	sentence.	

(28)	presents	sentences	where	the	quantificational	NP	acting	as	the	SrtKy	is	in	the	external	
argument	position.	Locative,	instrumental	and	comitative	adjuncts	are	illustrated	in	(28a)-(28c)	
respectively.	These	sentences	are	all	ambiguous	and	the	highlighted	(i)	interpretations	are	the	
“distributivity	over	the	adjunct”	readings.	It	is	evident	from	the	interpretations	of	these	sentences	
that	a	distribution	between	the	SrtKy	in	the	external	argument	position	and	the	DstrShr	in	the	adjunct	
position	of	a	sentence	is	possible.		
(28)	 a.	 Her	vatandaş	bir	oda-da	oy	ver-di.	
	 					 Every	citizen	one	room-loc	vote-past.	
	 					 “Every	citizen	gave	their	vote	in	a	room.”	

	 i. Ahmet voted in Room A, Mehmet voted in Room B and Ayşe voted in Room C. 
	 ii.	Ahmet,	Mehmet	and	Ayşe	took	turns	in	giving	their	votes	in	the	same	room.	

	 b.	 Her	kız	bir	tarak-la	tara-n-dı.	
	 					 Every	girl	one	comb-with	comb-refl-past.	
	 				 “Every	girl	combed	her	hair	with	a	comb.”	

i. İpek combed her hair with the pink comb, Defne with the yellow and Beril with the green 
one.  
ii.	İpek,	Defne	and	Beril	combed	their	hair	with	the	same	comb	one	after	the	other.	 	

c.	 Her	öğrenci	bir	öğretmen-le	buluş-tu.	
	 					 Every	student	one	teacher-with	meet-past.	
	 					 “Every	student	met	with	a	teacher.”	

i. Levent had a meeting with the maths teacher, İpek with the English teacher and Ege with 
the Physics teacher. 
ii.	Levent,	Ege	and	İpekhad	a	meeting	with	the	English	teacher	in	turns.	

The	other	possible	position	for	the	quantificational	NP	acting	as	the	SrtKy	is	the	internal	argument	
position.	(29)	illustrates	sentences	having	the	QNP	in	the	internal	argument	positions.	The	noun	
phrases	in	the	external	argument	positions	are	single-referent,	thus	we	cannot	predict	a	possible	
distribution	between	the	quantificational	NP	and	the	external	argument.	However,	depending	on	the	
multi-referent	nature	of	the	adjunct	as	well	as	the	time	indices	provided	by	the	verb,	we	predict	to	
have	a	distribution	between	the	QNP	in	the	internal	argument	position	and	the	adjunct	as	well	as	the	
time	indices.	This	prediction	is	borne	out	as	can	clearly	be	seen	in	the	possible	readings	given	under	
each	sentence.	
(29)	 a.	 Kadın	her	bebeğ-i	bir	oda-da	emzir-di.	
	 				 Woman	every	baby-acc	room-LOC	feed-past.	
	 				 “The	woman	fed	every	baby	in	one	room.”	

	 i.	The	woman	fed	İlknur	in	Room	A,	Gülnur	in	Room	B	and	Ayşe	in	Room	C	etc.	⇒distr.over	
the	adjunct	
ii.	The	woman	fed	the	babies	in	the	same	room	at	different	time	indices.	 ⇒distr.	over	
time	

	 b.	 Öğretmen	her	öğrenci-y-i	bir	sınıf-tan	seç-ti.	
					 	 Teacher	every	student-ACC	one	class-ABL	choose-past.	
					 	 “The	teacher	chose	every	student	from	a	class.”	

i.	The	teacher	chose	Pl.	1	from	ClassA,	Pl.	2	from	B	and	Pl.	3	from	C	etc.	⇒distr.	over	the	
adjunct	
ii.	The	teacher	chose	the	players	from	the	same	class	at	different	time	indices.⇒distr.	over	
time	

	 c.		 Müdür	her	öğrenci-y-i	bir	öğretmen-le	tanıştır-dı.	
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	 					 Principal	every-student-acc	one	teacher-with	introduce-past.	
	 				 “The	principal	introduced	every	student	with	a	teacher.”	

i.	The	principal	introduced	Ege	with	the	maths	teacher,	İpek	with	the	English	teacher	and	
Levent	with	the	history	teacher.	 ⇒distr.	over	the	adjunct	
ii.	The	principal	introduced	Ege,	İpek	and	Levent	with	the	same	teacher	one	by	one.	⇒distr.	
over	time	

In	this	section,	we	attempted	to	clarify	the	possibility	of	having	a	distribution	between	the	members	
of	a	QNP	in	the	external	or	the	internal	argument	positions	and	the	members	of	the	NP	in	the	adjunct	
position.	From	this	perspective,	Choe’s	definition	of	distributive	dependency	needs	a	slight	alteration.	
Although	Choe	defined	distributivity	as	a	relation	between	two	“arguments”	in	a	clause,	we	have	seen	
that	this	relation	can	also	be	seen	between	arguments	and	adjuncts	or	arguments	/	adjuncts	and	time	
indices.	The	Turkish	data	presented	here	leads	us	to	propose	a	modified	version	of	Choe’s	definition	
which	points	out	a	relation	between	two	arguments,	or	between	an	argument	and	an	adjunct	or	
between	the	argument	/	adjunct	and	time	indices	provided	by	the	predicate.	

	
5 Summary 

In	this	study	we	attempted	to	make	an	in-depth	analysis	of	how	distributive	reading	can	be	
expressed	in	Turkish	quantificational	sentences.	We	have	seen	throughout	the	study	that	the	
quantificational	element	in	the	sentence-either	in	the	external	or	the	internal	argument	positions-	
acts	as	the	SrtKy,	whereas	the	remaining	argument	and	the	time	indices	provided	by	the	verb	act	as	
the	DstrShr.	The	multi-referent	nature	of	the	quantificational	element	enables	the	quantificational	
element	to	act	as	the	source	of	distribution	regardless	of	its	position	in	the	sentence.	If	the	QNP	is	in	
the	external	argument	position,	it	is	possible	to	have	a	distribution	between	the	QNP	in	the	external	
argument	position	and	the	multi-referent	object	NP	and	if	the	QNP	is	in	the	internal	argument	
position,	we	can	predict	to	have	a	distributivity	between	that	argument	and	the	multi-referent	subject	
NP.	These	are	referred	to	as	“distributivity	over	the	argument”	cases.	There	is	also	a	possibility	of	
having	distribution	between	the	quantificational	NP	in	either	the	external	or	the	internal	argument	
positions	and	the	time	indices	provided	by	the	verb	referred	to	as	the	“distributivity	over	time”	cases.	

In	addition	to	the	quantificational	elements,	distributivity	in	a	sentence	can	be	expressed	by	using	
other	means	such	as	the	adnominal	distributive	numerals,	R-C	Coordinators	and	additive	enclitic	–dA.	
Similar	to	the	quantificational	elements,	expressing	distributive	interpretation	requires	the	multi-
referent	nature	of	both	the	SrtKy	and	the	DstrShr.	The	possibility	of	using	these	structures	in	the	
external	argument	or	internal	argument	positions	was	analyzed	and	it	was	shown	that	these	
structures	can	freely	be	used	in	the	external	argument	positions	except	adnominal	distributive	
numerals.	All	three	structures	can	be	used	in	the	internal	argument	positions.	Possible	interpretations	
of	the	sentences	illustrate	that	they	can	also	be	associated	with	distributivity.		

Another	point	that	this	study	attempted	to	explain	was	different	distributivity	types.	The	data	that	
have	been	analyzed	lead	us	to	a	three	way	classification:	distributivity	over	the	argument,	
distributivity	over	time	indices	and	distributivity	over	the	adjunct.	Examples	to	illustrate	these	
distributivity	types	all	consisted	of	quantificational	NPs	used	in	different	positions	of	sentences.	The	
distributivity	types	associated	with	other	distributivity	inducing	elements	discussed	throughout	the	
article	is	left	to	be	the	topic	of	further	studies.		
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TOWARDS MORE EFFECTIVE ASSESSMENT: 
USING BLACKBOARD IN FIRST-YEAR 
UNIVERSITY WRITING COURSES. 
 

CHRIS HORGER 

	

Traditional	writing	assessment	involved	long	hours	of	hand	writing	comments	on	student	essays.	
These	comments	were	intended	to	guide	students	to	improve	their	writing.	However,	since	many	
instructors	wrote	in	cursive,	there	were	frequently	issues	of	legibility,	and	sometimes	students	
couldn’t	understand	the	written	feedback.	Plus,	instructors	found	that	much	of	what	they	wrote	was	
repetitive,	making	the	act	of	assessment	long	and	tedious.		

	

With	the	advent	of	on-line	assessment,	all	written	feedback	appears	as	printed	text,	and	students	are	
more	likely	to	read	and	understand	their	teacher’s	comments.	Furthermore,	teachers	have	the	added	
advantage	of	using	rubrics,	which	clearly	state	the	criteria	used	for	assessment.	What’s	more,	
teachers	can	use	desktop	notes	to	record	the	most	commonly	written	comments,	and	instead	of	re-
typing	and	reiterating	them	endlessly	as	feedback	on	student	essays,	they	can	make	use	of	copy	and	
paste	functions	to	improve	efficiency	and	reduce	grading	time.		

	

This	presentation	will	discuss	many	of	the	advantages	of	migrating	to	Blackboard	for	improved	
efficiency	in	writing	assessment.		
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Abstract 

Nowadays	emojis	are	used	profusely	in	online	communication	around	the	globe.	This	study	aims	at	
exploring	gender	differences	in	the	use	of	emojis	in	Viber	communication	among	young	male	and	
female	Algerian	university	undergraduates.	The	data	of	the	present	study	were	collected	from	sixty	
students	(30	males	and	30females).	Two	techniques	of	data	collection	were	used	to	elicit	information	
necessary	for	the	purpose	of	this	study:	user	diaries	and	semi-structured	interviews.	A	total	number	
of	2616	Viber	messages	were	collected	from	the	participants.	Five	hundred	and	fifty-four	emojis	were	
found	in	the	data	(136	by	the	males	and	418	by	the	females).	The	emojis	obtained	were	classified	
according	to	the	gender	of	the	sender	and	the	types	used	by	each	gender.	The	findings	of	this	study	
reveal	that	gender	differences	in	the	use	of	emojis	in	Viber	communication	do	exist	among	the	young	
Algerian	undergraduates.	The	females	tend	to	use	more	emojis	than	the	males	do	in	their	Viber	
messages.	Further,	the	females	used	more	emojis	of	love,	happiness,	laughter,	peace,	and	panic	than	
the	males,	who	showed	more	interest	in	the	use	of	flirting	and	laughter	emojis.	The	findings	also	
support	some	previous	studies	about	gender	differences	and	the	use	of	emojis	in	Computer-mediated	
Communication.	Some	implications	and	recommendations	are	provided	in	this	study.		

	

1. Introduction  
Online	communication	has	grown	up	rapidly	due	to	the	invention	of	different	Social	Network	Systems	
such	as	Viber,	Facebook,	Snapchat,	and	Whatsapp.	The	widespread	use	of	emojis	in	recent	years	has	
been	phenomenal	in	that	they	have	become	an	integral	part	of	our	daily	online	communication.	

Since	their	invention,	emojis	have	been	very	popular	and	common	among	people	around	the	globe.	
Comparing	emojis	to	pictures	and	emoticons,	they	are	regarded	as	“more	lively,	more	expressive,	and	
more	semantically	rich,	and	thus	appreciated	by	Internet	users,	particularly	on	smartphones”	(Chen	et	
al.,	2017,	p.	1).		

The	field	of	computer-mediated-communication	(CMC)	has	been	mainly	concerned	with	the	analysis	
of	language	online	(Herring,	2000).	Past	research	in	CMC	has	focused	on	various	aspects	of	online	
communication.	In	addition,	among	the	topics	that	CMC	has	been	mainly	concerned	with	is	the	study	
of	gender	differences	in	online	communication,	particularly	verbal	and	non-verbal	features	that	
indicate	the	sex	of	online	users.	(Herring,	2000).	however,	the	study	of	gender	differences	in	the	use	
of	emojis	in	CMC	has	yet	to	be	investigated.		
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The	current	study	investigates	gender	differences	in	the	use	of	emojis	in	an	attempt	to	find	out	how	
and	why	young	male	and	female	Algerian	university	students	differ	in	the	use	of	emojis.		

	

2. Background of the Study 
This	section	presents	the	background	of	this	study	discussing	the	issue	of	emojis,	Viber,	and	Algeria.	

	

2.1 Emojis 

The	term	Emoji,	which	is	a	loanword	from	Japanese,	refers	to	a	small	digital	image	that	is	“added	to	a	
message	in	electronic	communication	in	order	to	express	a	particular	idea	or	feeling”	(Cambridge	
Dictionary).	Emojis	were	first	created	by	Shigetaka	Kuita	in	1990	and	began	to	be	widely	used	fifteen	
years	after	their	invention	(De	Abreu,	2015).	They	were	sorted	into	separate	categories	and	organized	
in	dictionaries	by	Nicolas	Loufrani	and	the	London-based	Company	Smiley	(De	Abreu,	2015).		Barbieri,	
Ronzano,	and	Saggion	(2014)	argue	that	emojis	are	universally	conceived	as	non-verbal	indicators	of	
emotions,	which	refer	to	those	small	images	or	graphic	signs	used	in	social	network	systems	such	as		

( , ,	or	 ).	Barbieri	et	al.,	(2014)	demonstrates	that	the	use	of	emojis	is	rapidly	changing	
the	entire	way	people	communicate	in	the	social	networks,	and	they	claimed	that	their	use	depends	
strongly	on	both	the	context	and	the	community	on	which	the	same	emoji	is	used.		

Emojis	help	people	represent	objects	and	situations	more	clearly	and	accurately	to	avoid	confusion	or	
misunderstanding.	Due	to	their	sophisticated	designs,	emojis	are	sometimes	used	instead	of	words	
and	things.	For	instance,	people	use	the	image	of	a	balloon	instead	of	the	word	balloon,	a	painting	of	
a	girl	wearing	a	crown	instead	of	the	word	princess,	or	a	yellow	face	with	a	dropped	tear	to	indicate	
sadness.	Generally,	emojis	are	used	as	a	substitution	to	the	non-verbal	markers	such	as	body	gestures	
and	facial	expressions	that	occur	more	in	face-to-face	communication.	They	also	help	people	reveal	
their	feelings	and	emotions	more	easily	and	clearly.	

The	emojis	that	are	available	in	smartphones	today	are	can	be	downloaded	with	one	touch	on	the	
keyboard;	they	are	categorized	into	groups	such	as	smileys	and	people,	objects,	flags,	animals,	fruits,	
activity,	travel	and	places,	symbols,	and	flags.	

	

2.2 Viber  
Viber	is	one	of	the	most	common	social	network	applications	used	to	connect	people	worldwide	
nowadays.	Viber	is	a	cross-platform	instant	messaging	and	voice	over	Internet	protocol	(VoIP)	
application,	which	allows	users	to	send	and	receive	instant	messages,	images,	files,	videos,	and	share	
locations	anywhere	in	the	world	(Marco,	2006).	Its	features	are	free	to	use,	but	users	will	need	Wi-Fi	
or	3G/4G	connection	in	order	to	use	it.	One	of	the	advantages	of	Viber	is	consuming	few	megabytes	
of	Internet	and	obtaining	secure	accounts.		

In	a	comparative	study	about	the	best	application	for	instant	massaging,	Sutikno,	Handayani,	Stiawan,	
Riyadi,	and	Ibnu	Subroto	(2016)	reveal	that	Viber,	unlike	WhatsApp	and	Telegram,	is	the	most	
functional	messenger	since	it	offers	a	good	quality	of	voice	and	video	call	services.	Viber	can	also	
provide	two	modes	of	voice	quality:	the	normal	and	HD	mode,	with	the	latter	being	very	beneficial	on	
high	bandwidth	networks.	Perhaps	the	most	unique	feature	is	the	Viber	Out,	which	makes	it	possible	
for	Viber	users	to	contact	people	who	are	not	on	the	Internet	service	(Sutikno	et	al.,	2016).		
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3. Statement of the Problem 
A	good	number	of	research	has	discussed	gender	differences	in	the	use	of	language.	Researchers	
interested	in	this	field	have	concluded	that	males	and	females	differ	in	their	use	of	language	in	face-to	
face	communication	and	in	Computer-mediated	Communication.	Previous	research	have	been	
conducted	to	study	how	males	and	females	use	emoticons	in	online	communication	such	as	mobile	
text	messaging,	facebook,	and	Twitter	(Parkins,	2012;	Tauch	&	Kanjo,	2016).	However,	few	research	
have	focused	on	the	study	of	gender	differences	and	the	use	of	emojis	in	Viber	communication,	
particularly	in	an	Algerian	context.	In	an	attempt	to	fill	in	a	gap	in	the	existing	body	of	literature,	the	
present	study	will	explore	gender	differences	in	the	use	of	emojis	in	Viber	communication	among	
young	male	and	female	Algerian	students.	

	

4.  Purpose and Questions of the Study 

This	study	attempts	to	explore	gender	differences	in	online	communication	in	Algeria.	Specifically,	it	
aims	at	investigating	how	and	why	young	male	and	female	Algerian	university	students	differ	in	the	
use	of	emojis	in	their	daily	Viber	communication.	Therefore,	the	present	study	attempts	to	answer	
the	following	two	straightforward	questions:	

1. How	do	young	male	and	female	Algerian	university	students	differ	in	the	use	of	emojis	in	
their	Viber	communication?	

2. Why	do	young	male	and	female	Algerian	university	students	differ	in	the	use	of	emojis	in	
their	Viber	communication?	

	

5. Importance of the Study 
The	present	study	derives	its	importance	from	the	notion	that	it	is	the	first,	to	the	researchers’	best	
knowledge,	to	be	conducted	on	such	a	topic	in	Algeria.	This	study	also	adds	significant	information	to	
the	literature	of	gender	differences	and	online	communication	in	general,	and	to	that	of	Viber	and	
emojis	in	particular.	Hopefully,	it	will	contribute	to	the	literature	of	CMC.		

	

6. Literature Review 
The	study	of	gender	differences	in	communication	has	continued	to	attract	the	attention	of	
researchers	around	the	world.	They	are	atill	trying	to	answer	questions	such	as	how	and	why	men	and	
women	differ	in	the	use	language	in	their	communication.		

	

6.1 Gender Differences in Face-to-Face Communication 

In	their	daily	communication,	people	express	their	feelings,	thoughts,	opinions	or	needs	by	using	
linguistic	and	non-linguistic	symbols.	These	signs	are	vital	for	any	communication	process	and	can	
vary	based	on	different	factors,	one	of	which	is	gender.	So	far,	sociolinguists	such	as	Coates	(1989),	
Lakoff	(1975),	Tannen	(1990),	Wardhaugh	(1998)	,	and	many	others	have	discussed	gender	
differences	in	social	interactions	and	have	mentioned	that	men	and	women	differ	in	many	aspects	
such	as	phonology	(Haas,	1944;	Wardhaugh,	1998),	vocabulary	and	word	choice	(Lakoff,	1975),	
grammar	(Lakoff,	1975;	Xia,	2013),	and	paralinguistic	strategies	(Kring	&	Gordan,	1998;	Kelly	&	
Hutson,	1999;	Parkins,	2012).	

Concerning	the	phonological	differences,	men	and	women	tend	to	pronounce	words	differently	in	
many	languages.	In	Gros	Ventre,	an	Amerindian	language	of	the	northeast	United	States,	Women	
palatalize	the	velar	stops	and	men	palatalize	the	dental	stops,	e.g.,	female	says	⁄kjasta⁄	for	bread	
while	male	says	⁄djatsa⁄.	The	use	of	female	pronunciation	by	male	in	Gros	Ventre	is	regarded	as	a	sign	
of	effeminacy	(Wardhaugh,	1998).	In	addition,	Haas	(1944)	observes	that	men	in	Koasati,	another	
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Amerindian	language	spoken	in	Southwestern	of	Louisiana,	often	pronounce	an	⁄s⁄	at	the	end	of	the	
verbs,	but	women	drop	it.	Another	example	comes	from	a	Siberian	language	called	Chukchi	in	which	
men	unlike	women	often	drop	the	⁄n⁄	and	the	⁄t⁄	when	they	occur	between	vowels	(Wardhaugh,	
1998).		

Regarding	vocabulary,	Lakoff	(1975)	points	out	that	females	use	more	color	words	such	as	mauve,	
beige,	lavender,	or	magenta,	and	use	numerous	adjectives	such	as	stunning,	adorable,	lovable	and	
sweet,	whereas	men	rarely	employ	them	in	their	speech.	Lakoff	(1975)	also	observes	that	females	
create	their	own	reservoir	and	widen	it	to	be	distinguished	from	males.	For	example,	men	use	the	
word	‘blue’	to	refer	to	many	colors	closer	to	the	blue	color.	On	the	other	hand,	females	differentiate	
the	sky	blue,	and	the	aqua	blue	from	the	ocean	blue,	which	creates	a	wide	reservoir	for	them.	In	
English,	Lakoff	(1975)	also	found	that	females	generally	consider	others'	opinions,	and	rarely	impose	
their	ideas,	using	words	such	as	‘you	know’,	‘I	suppose’,	‘kind	of’,	‘maybe’,	etc.		

Furthermore,	males	and	females	differ	in	the	use	of	grammar	(Lakoff,	1975;	Xia,	2013).	For	example,	
females	intensively	use	tag	questions;	they	consider	them	as	a	good	strategy	to	keep	the	conversation	
smooth	(Fishman,	1980;	Lakoff,	1975).	On	the	opposite,	males	use	imperative	questions	in	a	way	
different	from	that	of	females,	who	use	the	modal	verbs	(Xia,	2013).	Far	from	these	linguistic	
strategies,	men	and	women	seem	to	have	a	different	paralinguistic	system	that	appears	in	face-to-
face	communication.	There	has	been	a	common	assumption	transpired	over	the	years	that	women	
are	more	emotionally	expressive	than	men	(Carnes,	2015).	However,	many	sociolinguists	such	as	
Coates	(1989),	Kring	and	Gordon	(1998),	Lakoff	(1975),	Parkins	(2012)	,	and	Tannen	(1990)	
demonstrate	that	this	is	not	only	an	assumption	but	also	a	fact.	For	example,	Lakoff	(1975)	points	out	
that	females	employ	the	rising	intonation	because	they	lack	confidence,	whereas,	men	use	the	falling	
intonation	because	they	aim	to	make	a	firm	statement.	

Moreover,	Kelly	and	Hutson	(1999)	indicate	that	there	are	certain	stereotypical	emotions	that	are	
tightly	linked	to	each	gender.	Expressing	happiness,	sadness	and	fear	are	emotions	used	by	females,	
whereas	men	are	believed	to	be	more	characteristically	angry,	and	these	characteristics	have	been	
detected	in	their	facial	expressions	(Kelly	&	Hutson,	1999).	Crawford	(1997)	points	out	that	by	using	
language	males	try	to	emphasize	their	dominance	and	attract	the	listeners,	whereas,	women	try	to	
create	and	maintain	relationships.		Wardhaugh	(1998)	also	demonstrates	that	men	and	women	have	
different	body	moves	and	gestures	while	talking.		

	

6.2 Gender Differences in CMC 

Besides	face-to-face	communication,	Computer-mediated	Communication	(CMC)	has	become	an	
integral	part	of	our	daily	interactions.	To	exchange	messages,	thoughts	and	emotions,	individuals	use	
various	social	network	applications	such	as	Facebook,	Snapchat,	Twitter,	WhatsApp,	Viber,	and	many	
others.	One	of	the	areas	of	research	in	CMC	is	gender	differences.	Many	researchers	have	discussed	
how	and	why	males	and	females	communicate	online	(Balfaqeeh,	2017;	Graddol	&	Swann,	1989;	
Herring	&	Stoerger,	2013;	Selfe	&	Meyer,	1991;	Wolf,	2000).		

Herring	and	Stoerger	(2013)	and	Graddol	and	Swann	(1989)	claim	that	communication	via	the	internet	
enables	females,	the	less	powerful	sex,	to	reach	gender	equality	since	the	sex	of	the	communicators	is	
invisible.	Herring	and	Stoerger	(2013)	explain	that	CMC	help	women	practice	their	daily	activities	
without	any	sense	of	gender	discrimination.	Moreover,	Herring	(2000)	and	Selfe	and	Meyer	(1991)	
point	out	that	anonymity	in	online	communication	provides	the	users	with	a	degree	of	privacy	
including	their	gender,	age,	ethnicity,	and	social	status.	Therefore,	females	find	it	easier	than	men	to	
express	themselves	because	men	are	used	to	dominance	in	face-to-face	communication.	Women,	
according	to	Herring	(1994),	are	more	polite	than	men	when	communicating	online;	they	apologize	
and	thank	more	than	men	do.	
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Furthermore,	Wolf	(2000)	reveals	that	females	produce	more	agreement	in	online	communication.	
Balfaqeeh	(2017)	analyzed	gender	differences	in	the	use	of	language	on	Twitter	in	the	Arabian	Gulf.		
Balfaqeeh	(2017)	finds	out	that	although	women	are	as	comfortable	as	men	when	commenting	and	
sharing	their	opinions	on	any	topic,	they	find	it	uneasy	to	be	the	initiators	in	raising	or	flagging	any	
issue	or	an	observation.	Balfaqeeh	(2017)	also	reveales	that	men	express	themselves	more	freely	than	
women.		

	

6.3 Gender Differences and the Use of Emojis/Emoticons in CMC 

Since	2000,	studies	in	gender	differences	in	the	use	of	emojis	or	emoticons	have	been	widely	
increasing.	Many	sociolinguists	have	discussed	how	males	and	females	employ	emojis	and	emoticons	
in	everyday	chat	over	the	Internet	or	via	phone	text	messages.	For	instance,	Wolf's	study	(2000)	
aimed	at	finding	the	major	differences	in	using	emoticons	between	males	and	females	in	online	
newsgroup.	Wolf	(2000)	finds	out	that	females	employ	93%	of	midget	emoticons	:),	and	only	7%	of	
emoticons	that	mark	sarcasm	and	teasing.	However,	males	use	more	sarcastic	and	humorous	smileys	
such	as,	the	winkey	face	;).	Although	Wolf	(2000)	reveales	that	males	and	females	use	emoticons	
profusely,	her	results	shows	no	statistical	difference	between	both	genders	when	it	comes	to	their	
general	use	of	emoticons.		

In	their	examination	of	online	identity	and	language	among	100	male	and	female	teenager	bloggers,	
Huffaker	and	Calvert	(2015)	point	out	that	the	most	frequent	emoticons	used	by	these	teenagers	
were	graphical	icons	and	text-based	smileys	that	represent	happy,	sad,	flirty	and	tired	faces.	They	
claim	that	females	use	more	emoticons	than	males	since	they	are	more	emotionally	expressive.	
However,	they	reveal	that	males	use	more	emoticons	than	females,	especially	the	flirty	emoticon.		

Al	Rousan	et	al.,	(2011)	explored	gender	differences	in	the	use	of	typographical	features,	including	
homophones,	phonetic	spelling,	and	emoticons	in	text	messaging	among	young	undergraduate	
Jordanian	students.	Their	results	show	that	emoticons	are	more	used	by	women	(37.9%)	than	men	
(28.8%),	and	they	are	generally	used	to	express	emotions,	add	meaning	to	the	text	messages,	soften	
the	negative	tone,	and	show	the	feelings	of	sadness	or	happiness	through	the	use	of	the	happy	and	
the	sad	faces.	

Tossell	et	al.,	(2012)	presented	a	similar	study	to	examine	how	males	and	females	use	emoticons	in	
text	messaging	on	smartphones.	Tossell	et	al.,	(2012)	conclude	that	both	males	and	females	include	
emoticons	in	their	text	messages,	but	females	use	them	almost	two	times	more	than	males.	

Prigg	(2012)	investigated	the	use	of	emoticons	in	smartphones	among	males	and	females.	The	data	
was	extracted	from	participants'	smartphones	over	six	months.	Prigg’s	analysis	of	124,000	text	
messages	indicates	that	women	are	likely	to	employ	happy	and	sad	face	emoticons	twice	more	than	
men	do.	However,	the	researcher	claims	that	men	use	more	varied	emoticons	than	women.		

Kern	et	al.,	(2014)	examined	about	700	million	messages	that	contain	words,	phrases,	and	topic	
instances	from	75,000	Facebook	users.	As	a	result,	Kern	et	al.,	(2014)	show	that	females	use	more	
emoticons	than	males.	Likewise,	Hwang	(2014)	organized	a	different	study	in	Korea	to	see	gender	
differences	of	emoticon	use	in	mobile	text	messaging.	Using	T-tests,	Hwang	(2014)	reveales	that	
female	students	in	Korea	are	more	likely	to	use	emoticons	to	express	emotional	intimacy	and	manage	
message	meanings	than	males.	Furthermore,	Alrashdi	(2015)	examined	the	forms	and	the	functions	of	
emojis	used	by	Omani	males	and	females	on	WhatsApp.	Data	were	collected	from	only	one	male-sex	
group	conversation,	and	one	female-sex	group	conversation.	The	results	reveales	that	both	groups	
used	about	121	emojis,	but	some	emojis	were	predominant	in	the	female-sex	group	more	than	the	
male-sex	group.		

Hernandez	et	al.,	(2017)	were	interested	in	questioning	whether	the	emojis	included	in	men	and	
women	online	conversations	are	perceived	as	a	more	masculine	or	a	more	feminine	attribute,	and	
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aimed	at	investigating	whether	people	believe	that	women	or	men	prefer	to	use	certain	emojis	to	
others.	After	collecting	data	from	233	participants	(148	female	and	85	male),	Hernandez	et	al.,	(2017)	

clarify	that	men	use	emojis	that	are	less	expressive	such	as	( ,	 ,	and ),	but	females	use	

emojis	that	are	more	expressive	such	as	( , ,	and	 ),	and	each	group	believes	that	those	
emojis	are	masculine	or	feminine,	respectively.		

In	an	attempt	to	agree	with	the	previous	related	studies	results,	Chen	et	al.,		(2017)	explored	the	
emojis	use	from	a	gender	lens.	This	study	aimed	to	analyze	401	million	messages,	collected	from	
134,419	users	belonging	to	183	countries	over	a	period	of	three	months.	Chen	et	al.,	(2017)	conclude	
that	emojis	are	used	by	females	more	than	males;	however,	males	used	multiple	emojis	successively,	
whereas	females	only	employed	one	emoji	in	a	single	message.	In	addition,	Chen	et	al.,	(2017)	notice	

that	there	are	mainly	five	emojis	used	by	both	genders,	which	are	( , ,	 ,	 ,	and	
).		O'Malley	(2017)	also	finds	out	that	men	are	less	likely	to	use	the	cry	face	emojis	on	Twitter.	His	
study	reveales	that	61.7%	of	crying	face	emojis	are	used	by	women	on	Twitter,	whereas	males	use	the	

laughing	crying	emoji	( )	only.			

	

7. Methods 
Any	research	should	be	based	on	a	strategy	that	enables	researchers	to	investigate	the	research	
issues	(Saunders	&	Thornhill,	2012).	This	section	presents	the	methods	and	procedures	used	in	this	
study	to	select	the	participants,	collect	the	data,	and	analyze	the	data.	The	present	studies	employs	
both	a	quantitative	and	a	qualitative	methods.	

	

7.1 Population and Sample 

Polit	and	Hungler	(1999,	p.37)	refer	to	the	term	population	as	“an	aggregate	or	totality	of	all	the	
objects,	subjects	or	members	that	conform	to	a	set	of	specifications”.	The	population	should	be	
clearly	defined	and	stated,	but	researchers	are	usually	unable	to	enumerate	it	exactly	because	it	
contains	a	huge	number	of	individuals	or	objects.	Therefore,	the	researcher	in	this	study	chose	a	
sample	from	a	wide	population	which	includes	about	1.5	million	male	and	female	Algerian	university	
students.		

The	participants	were	selected	using	“The	Random	Stratification	Technique”.	Nickolas	(2015)	states	
that	random	stratification	is	a	sampling	method	which	attempts	to	restrict	the	possible	samples	to	
those	which	are	“less	extreme”	by	ensuring	that	all	parts	of	the	population	are	represented	in	the	
sample	in	order	to	increase	the	efficiency.	This	technique	divides	the	whole	population	into	different	
groups.	The	current	study	divided	the	population	into	two	main	groups,	young	male	Algerian	students	
and	young	female	Algerian	students.	The	sample	of	this	study	consists	of	sixty	young	Algerian	male	
and	female	students,	who	have	similar	attributes	and	characteristics.	They	are	all	between	the	ages	of	
18	and	21	years	old,	study	different	majors,	and	belong	to	different	universities,	which	include	
Mascara,	Djillali	Liabes,	Dely	Brahim,	and	Senia	University.	The	reason	behind	the	selection	of	this	
particular	group	of	participants	was	their	regular	and	constant	use	of	Viber	application	and	because	
these	young	students	are	so	addicted	to	their	smartphones.	In	fact,	the	researcher	made	sure	that	the	
participants	are	users	of	Viber	application	before	asking	them	to	take	part	in	this	study.	Noteworthy	is	
the	fact	that	the	sample	of	the	study	included	only	university	students,	which	may	not	be	
representative	of	the	whole	population	of	Viber	users	in	Algeria.		

	

7.2 Data Collection 



64 

	

Data	collection	is	an	obligatory	process	in	any	research.	It	enables	researchers	to	gather	and	measure	
information	on	the	intended	variables,	helps	them	reach	adequate	answers	for	the	research	
questions,	and	test	the	efficiency	of	the	hypotheses	(Sutton	&	Austin,	2015).	To	collect	the	data,	the	
researchers	used	two	data	collection	technique,	namely	the	user	diaries	and	the	structured	interview.	
Each	technique	was	designed	in	an	attempt	to	answer	the	research	questions	and	meet	the	research	
objectives.	

	

 7.2.1  User Diaries  

According	to	Bytheway	and	Johnson	(2002),	a	user	diary	is	a	familiar	and	readily	available	tool	that	
enables	the	individual	to	construct	a	daily	record	of	life	as	lived	such	as	appointments,	events,	
experiences,	encounters,	feelings,	or	attitudes.	Indeed,	a	user	diary	is	a	research	instrument	that	
allows	researchers	to	collect	information	by	asking	subjects	to	record	a	daily	behavior	using	a	
longitude	technique,	which	requires	them	to	report	their	behavior	over	a	period	of	time	whether	few	
days	or	few	months	(Bytheway	&	Johnson,	2002).	The	participants	were	asked	to	share	their	Viber	
conversations	with	the	researchers	by	providing	screenshots	of	their	Viber	communication.	They	were	
asked	to	keep	a	record	of	their	diaries	of	their	Viber	chats	over	a	period	of	one	week.	Then,	they	were	
asked	to	send	these	screenshots	to	the	researchers’	Viber	account	or	via	their	emails,	whichever	more	
convenient.	It	is	noteworthy	that	17	students	refused	to	take	part	in	this	research.	The	private	and	
sensitive	nature	of	these	conversations	may	be	the	reason	behind	their	refusal.	At	the	end,	the	
researchers	sent	the	participants	a	thank	you	note,	assuring	them	that	all	the	information	they	
provided	would	be	used	only	for	the	purpose	of	this	study,	and	that	their	identities	would	not	be	
revealed	to	anyone.	

	

7.2.2 Structured Interview  

Mathers	et	al.,	(2002)	maintained	that	a	“structured	interview	is	a	tightly	structured	schedule	of	
questions	that	is	used	very	much	like	a	questionnaire.	It	leads	to	higher	response	rates	in	survey	
research,	and	helps	the	researcher	clarifies	ambiguous	answers”	(p.2).	According	to	Mathers	et	al.,	
(2002),	structured	interviews	enable	the	interviewer	to	ask	each	respondent	the	same	questions	in	
the	same	way.	Ten	students	(5	males	and	5	females)	took	part	in	the	interviews.	The	structured	
interviews	were	administered	online	through	voice	chat	during	the	month	of	September	(2017).	The	
researchers	asked	eight	questions	to	each	respondent,	and	each	interview	took	approximately	10	
minutes.	The	interviews	were	casual	and	friendly.		At	the	end	of	each	interview,	the	researchers	
thanked	the	participants	very	warmly	and	assured	them	that	their	information	would	be	kept	so	
confidential.	

	

7.3 Data Analysis 

The	data	of	the	present	study	were	analyzed	systematically	in	light	of	the	research	questions.	The	
emergent	emojis	were	classified	based	on	Fullwood	et	al.’s	(2013)	categorization.	This	categorization	
classified	emojis	into	twelve	types,	including	love,	happiness,	laughter,	relief,	confusion,	panic,	
sadness,	madness,	sarcasm,	agreement,	peace,	and	flirting.	Table	1	below	presents	this	
categorization.			

	

Types	 Love	 Happiness	 Laughter		 Relief		 Confusion		 Panic		
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Emojis	

	

	

	 	

	

	

	

Type		 Sadness			 Sarcasm		 Agreement		 Peace		 Flirting		 Madness	

Emojis	

	

	

	

	

	

	

	

Table	1.	Types	of	Emojis	Based	on	Fullwood	et	al.’s,	(2013)	Categorization	

	

The	data	analysis	in	this	study	was	based	on	the	Viber	messages	collected	via	the	user	dairies,	which	is	
the	main	technique	of	data	collection	in	this	study.	The	Viber	messages	were	then	classified	according	
to	gender.	That	is,	they	were	classified	into	two	categories:	messages	sent	by	male	students	and	
messages	sent	by	female	students.	Next,	each	Viber	message	was	analyzed	separately	and	manually	
to	identify	the	presence	of	the	emojis.	The	viber	messages	were	further	analyzed	to	detect	gender	
differences	in	the	use	of	emojis.	Tabulations	of	all	the	emojis	found	in	the	corpus	were	performed,	
making	it	more	convenient	to	identify	the	presence	of	emojis.	Frequency	counts	and	percentages	
were	used	to	help	determine	gender	differences	in	the	Viber	messages.	Finally,	the	numeric	data	
were	converted	into	tables	and	graphs	using	EXCEL	program	for	better	understanding.		

	

8. Findings  
This	section	presents	the	findings	of	the	data	analysis	of	the	data	obtained	from	the	user	diaries	and	
the	structured	interviews.  

 

8.1 Findings of User Diaries  

A	total	number	of	2616	Viber	messages	were	sent	by	the	participants	of	this	study	over	a	period	of	
one	week.	These	messages	contained	554	emojis	of	different	types.	Four	hundred	and	eighteen	(75%)	
emojis	were	sent	by	the	females,	whereas	136	(25%)	emojis	were	sent	by	the	males.	This	shows	that	
emojis	are	a	preferred	by	the	females	more	than	the	males.	The	females	used	emojis	three	times	
more	than	the	males	did.	

	

8.2 Types of Emojis Used	

A	large	number	of	emojis	were	found	in	the	data	collected	from	the	participants.	The	participants	
used	all	types	of	emojis	in	their	Viber	messages	but	with	varying	degrees.	Ninety	three	percent	of	the	
messages	sent	by	the	participants	was	of	the	type	that	includes	the	emojis	of	“smileys	and	people”.		
Figure	1	below	shows	the	distribution	and	percentages	of	different	the	emojis	found	in	the	data.	
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Figure 1. Use of Different Types of emojis by the Participants 

	 	

Generally,	the	most	frequently	used	emojis	were	love	(37%),	laughter	(24%),	happiness	(7%)	and	
peace	(7%).	On	the	other	hand,	the	least	frequently	used	emojis	were	relief	and	madness	(0%	and	1%,	
respectively).		

 

Gender Differences in the Use of Emojis 

This	study	aims	at	exploring	gender	differences	in	the	use	of	emojis	among	males	and	females;	
therefore,	the	emojis	found	in	the	data	were	classified	according	to	gender.	The	table	below	displays	
the	different	types	of	emojis	used	by	the	males	and	the	females.	

	

		

	

	

	

Males	 Females	

Love	 				3		 									0.6%	 201	 36%	

Laughter	 47	 9.1%	 79	 14%	

Peace	 6	 1.1%	 37	 6.6%	

Happiness	 12	 	2.3%	 29	 5.48%	

Panic	 0	 0%	 19	 3.42%	

Sadness	 11	 2%	 15	 2.7%	

Agreement	 7	 1.2%	 13	 2.3%	

Sarcasm	 10	 1.9%	 8	 1.4%	

Confusion	 12	 2.2%	 6	 1.1%	

Madness	 1	 0.2%	 6	 1.1%	

Flirting	 26	 4.4%	 3	 0.5%	

Relief	 0	 0%	 2	 0.4%	

Table 2. Numbers and Percentages of emojis Used by AlgerianMales and Females  

	

37%	

7%	24%	0%	
3%	

3%	 5%	
3%	

4%	
7%	 6%	 1%	

Love		 Happiness		 Laughter		 Relief	 Confusion		 Panic		

Sadness		 Sarcasm		 Agreement		 Peace			 Flirting		 Madness		
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The	analysis	reveals	that	there	are	gender	differences	in	the	use	of	different	categories	of	emojis	used	
by	the	male	and	the	female	participants.	One	of	the	interesting	findings	is	that	the	females	used	love	
emojis	201	times	(36%),	whereas	the	males	used	them	only	3	times	(0.6%).	Another	interesting	
finding	is	that	the	females	used	laughter	emojis	79	(14%),	while	the	males	used	them	47	times	(9.1%).	
Peace	emojis	came	in	the	third	place	as	the	most	frequent	emojis	used	by	the	females,	who	used	
them	37	times	(6.6%);	In	contrast,	Peace	emojis	were	only	used	6	times	(1.1%)		by	the	male	
participants.	Happiness	emojis	were	also	more	frequently	used	by	the	females	than	their	male	
counterparts	(29	times	(5.48%)	and	12	times	(2.3%),	respectively).	Further,	the	females	showed	more	
preference	to	panic	emojis,	who	used	them	19	times	(3.42%),	than	the	males	who	never	used	them	
(0%).	Agreement	emojis	were	two	times	more	frequently	used	by	the	females	(13%)	than	the	males	
(7%).		The	females	in	this	study	also	employed	the	emojis	of	sadness,	madness,	and	relief	more	than	
the	males,	though	with	a	slight	difference.	However,	the	analysis	reveales	that	the	males	preferred	
the	following	emojis	more	than	their	female	counterparts:	flirting,	confusion	and	sarcasm.	The	males	
used	flirting	26	times	(4.4%)	,	confusion	12	time	(2.2%)	,	and	sarcasm	10	times	(1.9%),	whereas	the	
females	used	flirting	3	times	(0.5%),		confusion	6	times	(1.1%),	and	sarcasm		8	times	(1.4%)	.	

	

9. Discussion 
This	section	discusses	the	findings	of	this	study.	It	discusses	how		and	why	algerian	male	and	female	
undergraduates	differ	in	the	use	of	emojis	in	their	Viber	communication.	

	

9.1 How Do Males and Females Differ in the Use of Emojis?  

The	findings	of	this	study	showed	that	the	females	used	more	emojis	than	the	males	in	their	Viber	
conversations	(females	75%,	males	25%).	In	addition,	the	study	found	out	that	the	females	already	
consider	themselves	emojis	users,	and	pointed	out	in	the	interviews	that	they	would	be	so	
disappointed	if	no	emojis	were	available	to	use	in	their	messages.			The	findings	support	Parkins	
(2012),	and	Al	Rousan	et	al.,	(2011),	who	indicated	that	females	use	emojis	more	than	males	do,	but	
contradict	Wolf	(2000)	and	Huffaker	and	Calvert	(2015).	Wolf	(2000)	found	no	statistical	differences	in	
the	emojis	use	by	both	genders,	and	Huffaker	and	Calvert	(2015)	found	that	males	use	them	more	
than	females.	These	findings	reveal	a	distinct	and	interesting	social	and	psychological	online	behavior	
in	the	gender	use	of	emojis.	First,	these	significant	differences	may	be	due	to	the	fact	that	females	are	
more	emotionally	expressive	than	males	(Parkins,	2012).		Also,	the	augmentation	of	females'	use	of	
emojis	may	refer	to	the	idea	that	they	take	them	more	seriously	and	with	higher	concentration	than	
males	do	(Tossell	et	al.,	2012).	Moreover,	from	a	psychological	perspective,	women	tend	to	use	more	
emojis	not	only	because	they	are	more	expressive	human	beings	than	men,	but	also	because	they	are	
more	concerned	about	how	they	are	perceived	in	the	society	and	tend	to	focus	more	on	their	image	
in	social	and	online	interactions.	On	the	other	hand,	males	care	less	about	their	online	appearance	
and	their	positive	image,	and	find	it	meaningless	to	use	emojis	each	time	(	Parkins,	2012).		

Females	show	significant	use	of	love,	happiness,	laughter,	and	peace	types,	whereas	males	tends	to	
use	laughter	and	flirty	types	of	emojis.	These	findings	support	Wolf's	(2000)	findings,	who	confirmed	
that	men	use	more	winkey,	sarcastic,	and	teasing	smileys,	whereas	women	use	more	midget	
emoticon	:).	Women	use	love,	happiness,	peace	and	laughter	emojis	because	they	are	commonly	
known	as	being	more	sensitive	and	positive	human	beings	who	like	to	express	how	they	feel	
properly	(Kring	&	Gordon,	1998;	Parkins,	2012).	However,	men	use	flirting	emojis	because	they	are	
well	known	for	their	playfulness	and	humorous	characters	(Proyer	&	Wanger,	2015).		
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9.2 Why Do Males and Females Differ in the Use of Emojis? 

The	findings	show	that	the	use	of	emojis	among	males	and	females	is	based	on	context	and	individual	
texters.	This	means	that	the	emojis	sent	on	Viber	are	mainly	used	according	to	the	users	preference	
and	the	nature	of	the	topic	being	discussed.	Each	emoji	is	interpreted	according	to	the	context,	and	
the	nature	of	the	relationship	between	the	sender	and	the	receiver.	For	example,	if	a	Viber	user	sends	
a	face	blowing	a	kiss	emoji	to	a	girl,	he	has	recently	known,	this	might	be	rude	and	offensive,	leading	
to	a	failure	of	communication.	In	the	same	way,	if	a	Viber	user	sends	a	face	with	joyful	tears	to	one	of	
his	or	her	contacts	while	discussing	a	pretty	serious	subject,	the	recipient	may	read	it	inappropriately	
and	might	stop	conversing.	Another	aspect	might	be	cultural.	In	western	cultures,	it	might	be	
acceptable	if	a	male	sends	his	female	friend	a	face	blowing	a	kiss	or	a	red-heart	eyes	emoji.	However,	
this	would	be	inappropriate	in	an	Arab	culture.	In	other	words,	emojis	are	interpreted	connotatively	
most	of	the	times	based	on	individual,	cultural,	gender,	and	contextual	differences.		

Furthermore,	females'	desires	to	express	their	feelings	properly	motivates	them	to	use	emojis	more	
often.	They	use	them	to	add	meaning	to	their	messages.	However,	males	use	them	instead	of	words	
to	add	some	excitement	to	the	online	conversations.	Moreover,	according	to	Al	Rousan	et	al.,	(2011),	
emojis	are	employed	to	emphasize	feelings,	soften	the	negative	tone	and	sometimes	get	the	
communication	back	in	track,	so	no	misunderstanding	happens,	just	like	the	use	of	facial	expressions	
in	face-to-face	communication.	The	females	in	this	study	used	emojis	to	clarify	the	meaning	and	help	
people	understand	them,	express	emotions	and	intimacy,	and	as	a	fashion	and	style	because	fashion	
is	a	woman’s	tendency.	This	finding	is	an	agreement	with	the	findings	of	Hwang	(2014).			

	

10. Conclusion 
In	light	of	the	findings	discussed	in	chapter	four,	this	study	concludes	that	young	Algerian	female	
students	tend	to	use	more	emojis	than	their	male	counterparts	because	of	their	nature	of	being	more	
emotional	and	expressive	creatures.	Additionally,	the	females	used	emoji	varieties	such	as	love,	
happiness,	laughter,	peace,	and	panic	more	than	the	males	who	relatively	showed	greater	use	of	
flirting	and	laughter	emojis.	These	differences	may	be	due	to	females'	nature	of	being	more	
emotionally	expressive	than	males	and	their	intentions	to	keep	their	social	and	online	image	
protected	(Herring	&	Steorger,	2013;	Parkins,	2012).	

Moreover,	the	study	found	out	that	the	main	reasons	that	created	this	gender	gap	regarding	the	use	
of	emojis	are	strongly	related	to	psychological	reasons.	First,	females	extensively	use	emojis	because	
they	like	to	clarify	meaning,	help	people	understand	them,	care	more	about	sharing	emotion	and	
intimacy,	and	consider	emojis	as	a	fashionable	and	stylish	factor.	Males,	however,	use	emojis	to	
substitute	words,	add	excitement	and	humor	to	Viber	conversations,	flirt	with	women,	and	show	their	
sarcastic	characters.	Further,	females	consider	emojis	an	additional	socio-emotional	tool	that	
supportss	language.	However,	males	claimed	that	emojis	are	not	really	necessary	for	online	
communication,	and	there	are	many	different	ways	one	can	use	to	express	feelings.		

Emojis	can	be	very	effective	and	expressive	means	to	improve	our	communications	online.	They	are	
very	essential	to	successful	online	conversations	as	they	help	interlocutors	(males	and	females)	better	
deliver	their	emotions	and	thoughts	and	enable	them	to	build	and	strengthen	their	social	
relationships.	Finally,	this	study	recommends	that	different	research	studying	different	aspects	of	
emojis	be	conducted.	
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A PSYCHOLINGUISTIC INVESTIGATION OF 
DISFLUENCY IN 18-23-YEAR-OLD TURKISH 
NATIVE SPEAKERS' SPEECH 
	
AYSE ALTıPARMAK, GULMIRA KURUOGLU 

	
Although	the	research	on	speech	disfluencies	in	the	literature	produced	very	significant	information	
on	the	general	characteristics	of	speech	disfluency	production	of	children	and	adult	speakers,	there	is	
no	adequate	account	of	speech	disfluencies	of	young	speakers.	The	purpose	of	this	study	is	to	provide	
the	18-23-year-old		fluent	Turkish	native	speakers’	production	rates	of	the	filled	gap,	hesitation,	
prolongation,	slip	of	the	tongue,	false	start	and	repetition	type	of	speech	disfluencies	and	to	analyze	
the	influence	of	the	gender	and	speech	situation	(prepared/unprepared)	variables	on	speech	
disfluency	production	in	this	age	group.	14	participants	(7	male/	7	female)	took	part	in	the	study.	By	
conducting	face	to	face	interviews,	prepared	and	unprepared	speech	samples	(for	children	
unprepared	speech	samples	only)	of	at	least	300	words	of	each	participant	were	collected	and	
transcribed.	Wilcoxon	Signed-Rank	and	Mann-Whitney	U	Tests	were	used	for	the	statistical	analysis	of	
the	data.	As	a	result,	the	most	widely	observed	types	of	speech	disfluencies	in	the	current	study	were	
prolongations,	filled	gaps,	and	hesitations,	respectively.	In	terms	of	the	gender	variable,	males	
produced	more	prolongations	than	the	females	in	the	prepared	speech	situation.	In	the	unprepared	
speech	situation,	the	hesitation,	prolongation,	false-start,	and	slip-of-the-tongue	type	of	disfluency	
production	rates	of	males	were	higher	than	the	females.	In	terms	of	the	speech	situation	variable,	
regardless	of	the	gender	variable,	all	participants	produced	a	greater	number	of	prolongations	and	
slips	of	the	tongue	in	the	prepared	speech	situation	compared	to	the	unprepared	speech	situation.	
When	the	same	data	were	analyzed	according	to	the	speech	situation	variable	by	considering	the	
gender	variable	as	well,	it	was	seen	that	all	participants	(male/female)	in	the	18-23	age	group	
produced	more	prolongation	type	of	disfluencies	in	the	prepared	speech	situation	compared	to	the	
unprepared	speech	situation.	
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A PSYCHOLINGUISTIC ANALYSIS ON THE 
FALSE-START PRODUCTION RATES OF 
TURKISH SPEAKERS 
	

AYSE ALTIPARMAK, GULMIRA KURUOGLU 

	

This	study	aims	to	explore	the	false-start	type	of	speech	disfluency	production	rates	of	the	native	
speakers	of	Turkish	based	on	the	age,	gender,	educational	background,	and	prepared/unprepared	
speech	condition	variables.	84	participants	from	four	different	age	groups	(4-8,	18-23,	33-50	and	over	
50)	took	part	in	the	study.	33-50	and	over	50	age	groups	were	divided	into	two	sub-groups	according	
to	their	educational	level	(low-and-high	education	profiles).	Gender	distribution	was	equal	in	each	
group.	Prepared	and	unprepared	speech	samples	(for	children	unprepared	speech	samples	only)	of	at	
least	300	words	of	each	participant	were	collected	via	face	to	face	interviews	and	transcribed.	For	the	
statistical	analysis	of	the	data,	Wilcoxon	Signed-Rank	and	Mann-Whitney	U	Tests	and	Kruskal–Wallis	
One-Way	Analysis	of	Variance	were	used.	In	terms	of	the	age	variable,	in	the	prepared	speech	
situation,	age	variable	did	not	influence	the	false-start	production	rates	whereas,	in	the	unprepared	
speech	condition,	4-8-year-old	participants	were	more	disfluent	than	the	other	three	age	groups	(18-
23,	33-50,	and	over	50).	In	terms	of	the	gender	variable,	33-50-year-old	males	produced	more	false	
starts	than	the	females	in	the	same	age	group	in	the	prepared	speech	situation.	In	the	unprepared	
speech	situation,	18-23	and	33-50-year-old	males	produced	more	false	starts	than	the	females	in	the	
same	age	groups.	In	terms	of	the	educational	level	variable,	in	the	prepared	speech	situation,	there	
were	no	significant	differences	between	the	groups.	In	the	unprepared	speech	situation,	33-50-year-
old	elementary/middle	school	graduate	males	produced	more	false-starts	than	bachelor-
master’s/doctoral	degree	holder	males	in	the	same	age	group.	In	addition,	over	50-year-old	female	
professors	produced	more	false-starts	than	elementary/middle	school	graduate	females	in	the	same	
age	group.	In	terms	of	the	speech	situation	variable	(prepared/unprepared),	it	was	observed	that	
speech	situation	variable	was	not	influential	on	the	false-start	production	rates	of	the	participants.	
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CROSS-CULTURAL PRAGMATIC FAILURE : 
JORDANIAN COMEDY AS AN EXAMPLE 
 

WAFA ABU HATAB , MOHAMMAD AL-BADAWI 

	
Participation	norms	and	communication	patterns	may	differ	across	cultures	as	each	culture	has	its	
own	manifestations	of	people's	system	of	values	and	beliefs	that	shape	their	identity,	attitudes,	social	
habits	and	concept	of	the	universe.	Cultural	differences	are	brought	to	attention	basically	in	cross-
cultural	communication	where	members	of	each	culture	start	to	compare	and	contrast	their	culture	
to	the	cultures	of	other	interlocutors	.While	some	cultures	like	Arabic	can	be	described	as	high	
context	cultures	for	basically	depending	on	non-verbal	communication,	other	cultures	might	be	low	
context	cultures	for	relying	basically	on	words.	In	cross-cultural	communication,	i.e.	communication	
between	interlocutors	from	different	cultural	backgrounds,	speakers	are	not	expected	to	find	it	
difficult	to	understand	their	addressees	as	long	as	they	have	the	required	semantic	and	pragmatic	
competence.		
The	concept	of	pragmatic	failure	was	first	introduced	by	Jenny	Thomas	in	her	article	Cross-cultural	
Pragmatic	Failure	in	1983	where	she	defines	it	as	“the	inability	to	understand	what	is	meant	by	what	
is	said”	(1983,	p.22).	According	to	Thomas,	cross-cultural	pragmatic	failure	occurs	when	interlocutors	
have	different	linguistic	and	cultural	backgrounds	which	lead	to	communication	breakdowns.	If	they	
apply	their	own	value	system	and	cultural	background	to	the	different	culture	they	will	fail	to	
understand	the	intended	meaning.		
The	present	study	examines	the	occurrence	of	cross-cultural	pragmatic	failure	in	a	Jordanian	comedy	
show	focusing	on	how	pragmatic	failure	might	contribute	to	impoliteness.	It	is	an	attempt	to	Identify	
aspects	and	sources	of	pragmatic	failure	in	both	Arabic	and	English	and	investigate	how	cultural	
factors	influence	language	use	of	native	and	non-native	English	speaking	actors.		
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THE USE OF GENDER-SENSITIVE LANGUAGE 
IN TODAY'S ACADEMIC COMMUNITY AND 
ABOUT AN EQUAL DIVISION OF WORK IN 
BOSNIA AND HEREZGOVINA 
 

MEDINA MUJIĆ, LAMIJA SUBAŠIĆ 

 

Medina Mujić, Dr. Sc., TPO Foundation, Lamija Subašić, Prof., TPO Foundation 

 

Abstract 

In	 the	 past	 decade,	 in	 Bosnia	 and	 Herzegovina,	many	 domestic	 and	 international	 actors	 (including	
both	governmental	and	NGOs),	undertook	efforts	on	awareness-rising	regarding	issues	on	gender	 in	
language,	i.e.	efforts	on	introduction	of	gender	sensitive	language.		

Given	the	existing	laws,	international	acts,	action	plans,	handbooks,	guidebooks,	various	publicatons,	
instructions	and	meeting	minutes,	this	study	aims	to	explore	today's	state	of	awareness	on	the	use	of	
gender	 sensitive	 language	 in	 the	 academic	 community,	 and	 possibilities	 of	 potential	 discrimination	
and	segregation	of	women,	 in	comparison	 to	men,	 in	 the	mentioned	community,	and	within	 it,	 the	
study	also	aims	to	put	an	emphasis	on	the	process	of	institutional	career	advancement	and	promotion	
into	higher	academic	 ranks,	which	still	are	very	often	„reserved“	exclusively	 for	men.	The	academic	
community	is	a	public	domain	of	action,	but	is	commonly	treated	as	a domain of men,	where	women	
frequently	 face	 a	 whole	 array	 of	 obstacles	 in	 a	 process	 of	 career	 advancement	 and	 their	 own	
development,	regardless	of	having	the	same	level	of	competence	and	equal	level	of	education	as	their	
male	peers.				

The	 empirical	 research,	 incorporated	 in	 this	 paper,	 refers	 to	 a	 public	 university	 in	 Bosnia	 and	
Herzegovina,	 i.e.	 the	 University	 of	 Zenica.	 The	 questionnairy	 targets	 highly-educated	 female	
employees,	engaged	with	the	teaching	process	at	all	eight	faculties	of	this	University.		

Given	the	research	results,	presented	in	the	paper,	it	is	still	needed	to	insist	on	developing	vocabulary	
and	 implementing	 communication	models	 in	 the	public	 and	 social	 area,	 and	especially	 in	 regard	 to	
denotation	 of	 work	 positions.	 It	 is	 a	 domain	 where	 an	 unequal	 treatment	 is	 still	 obvious,	 and	
therefore,	 it	 is	needed	to	act	there.	 In	the	end,	 the	paper	recommends	 it	 is	unacceptable	that	non-
developed	 lexical	 fund,	 lack	 of	 communication,	 disrespect	 for	 law	 provisions	 and	 unequal	
participation	are	taken	as	reasons,	or	just	as	excuses,	for	maintaining	the	status quo	both	in	language	
and	 in	the	area	of	human	rights,	especially	those	concerning	gender	equality,	and	subsequently,	 for	
maintaining	the	unchanged	status	in	regard	to	giving	equal	possibilities	for	actions	in	the	private	and	
public	area.									

Keywords:	communicology,	lexical	analysis,	private,	public,	equality	
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Introduction 

This	 research	was	 instigated	by	 the	 current	 European	and	 regional	 developments	 regarding	 gender	
equality.	

Although	 the	 European	 Union	 more	 and	 more	 puts	 a	 focus	 on	 the	 topic	 of	 women	 in	 academic	
community,	 data	 shows	 that	 „Universities	 are	 still	 male-dominated	 institutions.	 Currently,	 12%	 of	
rectors	among	the	47	EUA	member	countries	are	female,	compared	to	88%	of	male	rectors.	In	the	28	
EU	member	 states,	 only	 21%	 of	 rectors	 are	 female“	 (European	 University	 Association	 2004).	 Also,	
many	activities	were	undertaken	in	the	past	period	as	establishment	of	Athena	SWAN	Charter	in	2005	
to	 serve	 to	 encourage	 and	 recognise	 commitment	 to	 advancing	 the	 careers	 of	 women	 in	 science,	
technology,	 engineering,	 maths	 and	 medicine	 (STEMM)	 employment	 in	 higher	 education	 and	
research.	 In	May	2015	the	charter	was	expanded	to	recognise	work	undertaken	 in	arts,	humanities,	
social	sciences,	business	and	law	(AHSSBL),	and	in	professional	and	support	roles,	and	for	trans	staff	
and	students.	The	charter	now	recognises	work	undertaken	to	address	gender	equality	more	broadly,	
and	 not	 just	 barriers	 to	 progression	 that	 affect	 women	 (Equality	 Challenge	 Unit	 2018).	 Among	
examples	of	best	practice	also	belongs	HeForShe	Campaing,	which	says:	„Considering	women	in	the	
UK	now	make	up	56.5%	of	the	student	body	and	53.8%	of	the	whole	HE	workforce,	the	percentage	of	
female	academic	staff	is	comparatively	low	at	45.3%.	Their	representation	also	declines	dramatically	
at	senior	management	levels,	where	only	27.5%	of	managers	are	women.	Some	argue	that	the	reason	
for	 this	 is	 due	 to	 lack	 of	 confidence	 to	 apply	 for	 senior	 positions,	 while	 others	 point	 more	 to	
institutional	 sexism,	 or	 inflexible	 structures	 and	 cultures	 which	 work	 against	 those	 with	 caring	
responsibilities,	who	are	more	often	women.		By	 some	estimates,	gender	equality	 in	 the	workplace	
won't	 be	 achieved	 until	 2095.	 That's	 not	 good	 enough.	 HeForShe	 is	 taking	 action	 now	 for	 equal	
opportunity	and	fair	pay	(Equality	Challenge	Unit	2018).	

Along	 the	 European,	 also,	 were	 considered	 some	 voices	 from	 the	 region	 (Savić;	 Stošić	 2016;	
Stevanović	 2014)	 and	 media	 reports	 from	 Bosnia	 and	 Herzegovina	 (BiH),	 for	 example,	 Successful	
women	 said:	We	are	not	 equal,	men	 should	be	 congratulated	on	8	March	 (The	Agency	 for	Gender	
Equality	of	BiH	2018).	

The	starting	point	for	this	research	was	twofold:	1.	relevant	documents	(laws,	provisions,	handbooks,	
guidebooks,	etc.)	and	2.	available	statistical	data.		

In	 the	 past	 period,	 after	 the	 war	 ended	 in	 1996	 until	 today,	 many	 efforts	 of	 the	 national	 and	
international	actors	(both	governmental	and	NGOs)	were	undertaken	on	awareness-rising	about	the	
issue	of	gender	sensitivity	in	language	and	attempts	were	made	to	introduce	it.	Given	the	laws	(e.g.	
Law	on	gender	equality	in	BiH	and	Law	on	preventing	discrimination	in	BiH),	international	declarations	
(e.g.	Universal	 declaration	 on	 human	 rights,	 Conventions	 on	 the	 rights	 of	 disabled	 persons),	 action	
plans	 (e.g.	 Gender	 action	 plan	 in	 BiH),	 handbooks	 (e.g.	 Guidelines	 on	 preventing	 discrimination	 in	
language	of	education,	media	and	legal	documents),	reports	(e.g.	Gender	Equality	Committee	of	the	
House	of	Peoples	of	the	Parliament	of	Federation	of	BiH),	this	research	wanted	to	examine	the	state	
of	awareness	about	 the	use	of	gender	sensitive	 language	 in	 the	academic	community	and	 if/how	 it	
correlates	 with	 the	 equal	 division	 of	 work,	 the	 structure	 of	 employees,	 hierarchy,	 and	 overall	
communication	pattern	within	the	academic	community.	

Here	were	also	considered	statistical	data	by	the	Agency	for	statistics	of	BiH,	 for	the	past	 five	years	
(Women	and	men	in	BiH	/	Žene i muškarci u BiH	2015),	which	refered	to	education	and	showed	the	
number	 of	women	who	 graduated	 from	university	was	 constantly	 higher	 than	 the	 number	 of	men	

who	graduated.			

	

	

	
	

	
	

	

Source:	Women	
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and	men	in	Bosnia	and	Herzegovina	/	Žene i muškarci u Bosni i Hercegovini.	(2015).	Sarajevo:	Agencija	
za	statistiku	Bosne	i	Hercegovine,	p.	27	

The	Agency	of	gender	equality	of	BiH's	Report	on	implementation	of	the	Gender	Action	Plan	for	2015	
and	2016	says:	„In	the	field	of	education,	science,	culture	and	sport,	a	progress	is	made	on	affirmation	
of	 the	 issue	 of	 gender	 equality	 through	 legislative	 and	 strategic	 frame.	 Available	 data	 show	 a	
procentage	 of	 women	 who	 obtained	 PhDs	 was	 increased	 for	 13,3,%	 comparing	 to	 the	 previous	
reporting	period.	The	Ministry	of	civil	affairs	of	BiH's	draft	of	a	strategy	on	development	of	science	in	
BiH	 from	 2017	 to	 2022	 contains	 measures	 for	 inclusion	 of	 gender	 equality	 principles	 in	 research	
institutions“.	 Still,	 data	 from	 the	 Agency	 showed	 in	 the	 previous	 period	 the	 dominant	 trend	 was	
higher	number	of	women	who	finished	the	second	study	cycle	than	men,	but	this	ration	changes	at	
the	third	study	cycle,	so	higher	number	of	men	obtains	PhD.							

	

	

	

	

	

	

	

	

	
Source:	Women	and	men	
in	Bosnia	and	Herzegovina	
/	Žene i muškarci u Bosni i 
Hercegovini.	(2015).	

Sarajevo:	Agencija	za	statistiku	Bosne	i	Hercegovine,	p.	27	

Given	 the	 statistical	 data	 on	 greater	 number	 of	 women	 who	 attend	 and	 graduate	 from	 higher	
education	 institutions,	 the	 reasearch	 tried	 to	 explore	 if	 this	 ration	 is	 kept	 the	 same	 when	 later	
participation	of	women	 in	academic	community	 is	concerned	 (i.e.	 if	 the	number	of	 female	 teachers	
and	 female	 researchers	 in	 2017	 was	 higher	 than	 their	 male	 peers).	 The	 research	 focused	 on	 the	
aspect	 of	 the	equal	 divison	of	work	 and	 the	use	of	 gender	 sensitive	 language.	 The	method	was	 an	
online	 survey.	 The	 target	 group	were	 highly	 educated	 female	 employees,	 engaged	 in	 the	 teaching	
process	and	research,	at	-	 in	total	-	eight	faculties	of	one	university	in	BiH	(i.e.	University	of	Zenica	-	
UNZE).				

The	first	challenge	to	overcome	in	the	process	of	researching	was	to	find	an	exact	number	of	female	
employees	 of	UNZE	who	 are	 engaged	 as	 teachers	 and	 scientists.	 It	was	 not	 possible	 to	 obtain	 this	
data,	while	the	statistical		data	processing	only	reffered	to	the	structure	by	gender,	disability	and	age	
of	total	number	of	employees	without	division	into	groups	of	administrative	and	teaching	&	scientific	
staff	nor	the	number	of	teaching	&	scientific	staff	was	divided	separatly	into	the	group	of	women	and	
men	in	the	teaching	process	and	in	the	scientific	work.	This	led	to	the	conclusion	the	gender	statistics	
lacked.	 There	 were	 only	 available	 data	 on	 total	 number	 of	 employees	 and	 the	 total	 number	 of	
teaching	 staff,	 but	 this	 number	 was	 not	 further	 processed	 to	 show	 how	 many	 men	 and	 women.	
According	 to	 data	 available,	 the	 number	 of	 employees	 in	 2017	was	 354,	what	 represents	 the	 total	
number	 of	 staff	 who	 has	 full	 time	 jobs	 (both	 teaching	 and	 non-teaching,	 i.e.	 administrative	 and	
support	staff).	Out	of	354	full-time	employees,	138	are	persons	in	the	category	of	teaching	staff	who	
have	full-time	jobs.	Also,	for	the	teching	process,	there	were	engaged	additional	382	person	(Zenica-
Doboj	 Canton/Zeničko-dobojski kanton 2018),	 meaning	 520	 in	 total	 were	 engaged	 for	 teaching	
process	 in	 2017.	 There	 is	 no	 data	 how	 many	 out	 of	 520	 persons	 were	 women	 in	 the	
teaching/researching.	 Therefore,	 we	 searched	 all	 faculties'	 websites	 (Faculty	 of	 metalurgy	 and	
technology:	www.mtf.unze.ba,	 Faculty	 of	mechanical	 engineering:	www.mf.unze.ba,	 Faculty	 of	 law:	
www.prf.unze.ba,	 Faculty	 of	 economy:	 www.ef.unze.ba,	 Faculty	 of	 polytechnics:	 www.prf.unze.ba,	
Islamic	 pedagogical	 faculty:	 www.ipf.unze.ba,	 Faculty	 of	 philosophy:	 www.ff.unze.ba,	 Faculty	 of	
medicine:	www.medf.unze.ba)	and	found	65	women,	i.e.	data	were	presented	at	the	websites	for	65	
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women	 engaged	 in	 the	 teaching	 and	 researching	 process.	 For	 the	 purpose	 of	 double	 check	 of	 this	
data,	 respective	 faculties'	 administative	 offices	 were	 phoned,	 but	 mostly	 they	 were	 not	 willing	 to	
cooperate.	After	this	was	established,	the	survey	was	conducted.	The	number	of	respondents	was	31.	
In	the	following	are	the	findings.	After	the	Introduction	comes	a	presentation	of	the	aspect	on	equal	
division	of	work	in	the	chapter	Women	in	the	public	sphere	and	the	aspect	of	language	is	covered	in	
the	 chapter	Attitudes	 towards	 the	use	of	 gender	 sensitive	 language.	At	 the	end	are	 the	 concluding	
remarks.	

Results of empirical research	

This	research	aimed	to	analyze	the	state	of	awareness	about	the	use	of	gender	sensitive	language	in	
today's	 academic	 community	 and	 a	 potential	 discrimination	 and	 segregation	 of	 women	 in	 the	
academic	community,	specially	in	the	process	of	career	advancement	into	higher	academic	ranks.	This	
survey	encompassed	 female	employees	of	 all	 facuties	of	 the	University	of	 Zenica,	 i.e.	 in	 total	 eight	
faculties	(as	given	above).	

Since	 a	 presumption	was	 that	many	 respondents	 will	 not	 be	willing	 to	 speak	 up	 about	 it	 publicly,	
although	the	survey	was	anonymous,	the	questions	were	multilayerd	and	symbolic,	since	the	answers	
discover	not	only	the	content	but	the	way	of	thinking	and	awareness	about	these	 issues,	what	may	
provide	 a	 separate	 insight	without	 any	 additional	 analysis.	 Certain	questions	were	 sharply	 focused,	
having	similar	conotations,	they	meant	to	provoke	the	respondents	in	order	to	obtain	as	much	sincere	
answers	as	possible.		

The	objective	of	the	analysis	was	to	answer	the	questions,	which	were	-	on	the	basis	of	data	statistical	
processing	-	determined	as	significantly	important.	One	of	them	refered	to	the	academic	community	
as	 a	 domain	 of	 action	 of	 men,	 given	 the	 discrepancy	 between	 the	 numbers	 of	 male	 and	 female	
employees,	what	was	the	main	cause	for	conduction	the	analysis	on	this	topic.	Given	data	presented	
in	the	introduction	on	number	of	women	in	the	teaching	and	researching,	a	negative	gender	ratio	in	
these	 fields	 is	 unambiguous.	 Strober	 (2016)	 states	 the	 differences	 are	 not	 genetic,	 and	 differences	
between	sexes	expressed	 in	childhood,	with	 the	exception	of	pure	biological	characteristics	 such	as	
the	 ability	 of	 lactation,	 must	 not	 limit	 the	 behaviour	 of	 human	 beings.	 If	 you	 want	 to	 change	 a	
profession's	structure,	then	you	need	to	change	the	structure	of	power	in	society.	

As	a	graphic	presentation	of	age	of	respondents	employed	in	the	surveyed	academic	community,	who	
provided	us	with	their	answers,	shows	they	belong	to	various	age	groups.	This	diversification	adds	to	
the	analysis	quality,	enabling	analyzing	opinions	and	attitudes	of	women	of	different	age	groups.	

Figure	1.	Age	

The	 next	 two	 questions	 refered	 to	 the	 current	 scientific/teaching	 position	 of	 respondents.	 These	
questions	 followed	 the	prescribed	procedures	of	 the	 the	University	of	Zenica	on	awarding	 teaching	
and	 scientific	 titles.	Namely,	 two	different	paths	of	 professional	 advancement	 into	higher	 titles	 are	
possible	 depending	 on	 home	 insititution	 of	 an	 employee.	 In	 line	with	 the	 University's	 Statute,	 if	 a	
person's	home	institution	is	a	faculty,	the	professional	advancement	goes	from	a	position	of	assistant	
to	senior	assisstant,	to	assist.	professor,	then	assoc.	professor	and	full	professor.	 If	a	person's	home	
institution	is	the	Insititute	„Kemal	Kapetanović“	of	the	University	of	Zenica,	person	may	advance	into	
scientific	 or	 research	 positions	 as	 follows:	 assistant,	 senior	 assistant,	 scientific	 councilor,	 scientific	
associate,	 research	 associate,	 expert	 associate,	 and	 senior	 scientific	 associate	 	 (Statute	 of	 the	
University	of	Zenica/Statut Univerziteta u Zenici	2012).	
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Figure	 2.	 Current	 scientific	 &	 teaching	 position	 (Full	 Professor,	 Assoc.	 Professor,	 Assist.	 Profesor,	
Senior	Assistant,	Assistant,	Other)	of	respondents	whose	home	institution	is	a	faculty	of	the	University	
of	Zenica	

Given	 the	 answers	 from	 employees	 from	 both	 faculties	 (Figure	 2.)	 and	 the	 Insititute	 „Kemal	
Kapetanović“	 of	 the	 University	 of	 Zenica,	 respondents	 came	 from	 all	 scientific/research	 positions,	
what	optimally	 contributed	 to	diversification	of	various	experiences	 in	 the	areas	 focused	on	by	 this	
research.		

	

Women in public sphere 

Today,	many	theorists	examine	the	relation	between	private	and	public	sphere.	It	is	a	globally	popular	
topic,	since	it	asks	where	are	the	boundaries	and	if	they	exist	at	all	 in	this	constellation.	Before	new	
technologies	and	moder	way	of	life	appeared,	distinction	between	private	and	public	was	clear,	since	
a	 facilitating	 circumstance	 was	 the	 clearly	 defined	 system	 of	 work,	 with	 no	 consideration	 of	
non/equality	and	non/equal	possibilites.	More	up-to	date	ways	of	life	review	on	daily	basis	a	division	
on	 private	 and	 public,	 trying	 to	 define	 non/existance	 of	 the	 boundary	 between	 private	 and	 public.	
Today,	there	are	more	various	systems	of	work	and	all	function	equally,	from	classic	capitalistic	ones	
to	moder	online	systems.	Having	the	whole	range	of	these	differences,	it	seems	the	position	and	role	
of	a	woman	in	the	society	improved,	strengthend,	even	in	some	things	an	equal	relationship	has	been	
achieved.	However,	if	this	phenomenon	is	approached	in	a	detail,	we	conclude	the	world	and	society	
still	are	unchanged	in	their	essence,	only	circumstances	are	different.	Traditional	norms	of	division	on	
men's	and	women's	areas,	only	because	new	technologies	emerged,	directly	affecting	way	of	life	and	
way	of	 doing	business,	 did	 not	 died	out,	 on	 contrary	 they	only	 now	have	 a	 new	parcel	 paper	with	
clearly	defined	colours	given	on	the	basis	of	gender.	Tomić	thinks	it	is	still	men's	world	in	all	aspects	of	
meaning	of	masculine	principle.	New	millenium,	fascinated	by	powers	of	technology	on	the	one	side	
and	global	strategies	of	new age philosophy	on	the	other,	topic	of	cultural	meaning	of	fertility	renews	
in	a	different,	 loose,	fluid	and	flexible	key,	still	keep	remaining	itself	within	the	frames	of	traditional	
distinction	 between	 masculinity	 and	 femininity	 (Tomić	 2007).	 In	 line	 with	 this	 thesis,	 the	 book	
Zabilježene žene i javni život Bosne i Hercegovine u 20. vijeku gives	 a	 practical	 example	 of	 vacuum	
cleaner	that	appeared	in	the	20	century	as	a	revolutionary	machine	developed	as	one	of	many	helping 
tools	meant	for	women	to	save	their	time	for	other	engagements.	However,	authors	of	this	book	said	
manipulation	was	more	then	obvious:	surrounded	by	many	home	appliances,	which	apparently	gave	
her	more	 time	 to	devote	 to	herself,	 a	modern	woman	 spent	not	only	 the	 same	amount	of	 time	as	
before	on	home	chores,	including	time	needed	to	learn	how	to	handle	all	appliances,	but	she	had	to	
keep	 pace	 with	 the	 technology	 progress	 and	 market	 development	 (repairs,	 replacements	 of	 old	
devices)	and	in	paralel	to	maintain	an	impeccable	looks,	have	a	career	and	take	care	of	family	(Spahić,	
A.,	Ždralović,	A.,	Aganović,	A.,	Đokanović,	B.,	Bavčić	E.,	Žuna,	E.,	Giomi,	F.,	Dračo,	I.,	Delić,	Z.,	Popov-
Momčinović,	Z.	2014).	

As	 it	 can	 be	 observed,	 every	 century	 has	 its	 own	 burden	 or	 its	 changes	 which	 are	 more	 or	 less	
designed	with	the	same	goal.	However,	development of technology	from	one	system	to	another	has	
been	 setting	 a	 trap	 for	 women	 and	 they	 have	 been	 stumbling.	 Description	 of	 their	 work	 has	 not	
changed.	 Development	 of	 technology,	 introduction	 of	 new	 appliances,	 devices,	 now	 world	
achievements	made	the	work	easier,	but	did	not	eliminate	it,	and	in	addition	it	imposed	harsher	social	
standards.	Women	have	continued	working	in	the	private	sphere,	taking	care	of	household:	cooking,	
ironing,	 cleaning,	 washing,	 but	 now	 helped	 by	 new	 appliances	 which	 partially	 eased	 that	 work.	
However,	development	of	new	technology	did	not	necessarly	contributed	to	the	men's	involvment	in	



79 

	

the	 household	 engagement.	 Social	 expectations	 remained	 the	 same,	 only	 the	 system	 of	 work	 has	
been	changing.		

Development	of	civilisation	in	every	sense	instigates	women's	interest	for	the	public	sphere,	in	which	
women	of	Bosnia	and	Herezgovina	have	been	included	for	many	years,	but	that	engagment	does	not	
impact	 liberation	 from	 the	 previous	 engagement.	 Race	 for	 achieving	 private	 and	 public	 is	
unbreakable.	 At	 surface	 invisible,	 but	 in	 essence	 deeply	 predetermined,	 defined	 and	 founded.	 Any	
single	 example	 coming	 out	 of	 the	 set	 frames	 is	 not	 well-accepted	 and	 lead	 to	 questioning	 or	 an	
additional	engagement,	effort,	dedication	and	proving.	Yuval-Davis	 says	dichotomy	private/public	 is	
just	 another	 among	 dichotomies	 in	 which	 social	 scientific	 literature,	 including	 feminist	 one,	 put	
women	in	opposition	to	men.	There	is	also	a	civilization	division.	Identification	of	women	with	nature	
was	 considered	 to	 be	 a	 cause	 of	 their	 exclusion	 from	 the	 civilized	 public	 political	 area	 (Yuval-Davis	
2004).	With	 this	 Yuval-Davis	 describes	 a	 very	 genesis	 of	 gender	 division	 on	 private	 and	 public,	 all	
afterwards	 represents	 a	 common	 social	 pattern	 of	 behaviour	 and	 interpretation.	 On	 the	 historical	
genesis	wrote	Sherry	Ortner	 stating	 that	women	 in	general	were	usually	 identified	with	nature	 and	
men	 with	 culture.	 She	 says	 women	 by	 giving	 birth	 create	 new	 things	 naturally,	 while	 men	 are	
free/forced	 to	 create	 culturally.	 Therefore,	 women	 are	 directed	 towards	 the	 sphere	 of	 home	 and	
bringing-up	children	who	are	pre-social	beings	(Yuval-Davis	2004).	

At	the	end,	it	is	clear	women	today	are	still	fighting	a	great	battle	realizing	and	proving	themselves	in	
the	public	 sphere,	 carrying	along	a	burden	of	earlier	 imposed	private	obligations.	 It	 is	an	unwritten	
rule	for	their	completeness	that	they	have	to	be	successful	first	in	the	private	sphere,	and	then	in	the	
public	one.	Oral	 interpretations	of	questioning	and	encroaching	into	the	private	sphere,	 if	 it	 is	not	–	
measured	 by	 social	 standards	 –	 fulfilled,	 represents	 a	 daily	 stigma	 and	 discrimination	 that	 women	
encounter.	 In	 the	 public	 sphere,	 their	 work,	 intelligence,	 success	 often	 undergo	 an	 additional	
questioning	 because	 they	 are	women,	 and	 in	 the	 academic	 community	 only	 a	 few	 are	 at	 the	 high	
positions,	due	to	many	obstacles	put	in	the	way	of	their	career	advancement	and	many	interuptions	
caused	 by	 many	 excuses	 and	 unwritten	 rules.	 The	 book	 Zabilježene žene i javni život Bosne i 
Hercegovine u 20. vijeku states the	social	conditions	for	fighting	a	battle	for	equality	are	far	from	ideal	
ones,	 disregarding	 that	 it	 happens	 in	 the	 conditions	 which	 should	 make	 emancipation	 inevitable.	
Unfortunately,	emancipation	today	happens	only	in	the	areas	necessary	for	development	of	the	state	
or	 for	meeting	 conditions	 posed	 by	 neoliberal	 order.	 Emancipation	 is	 interpreted	 in	words	 of	 Rosi	
Braidotti,	who	 considers	 a	 full	 emancipation	 to	be	only	 the	one	which	questions	 the	 current	 social	
settings,	not	the	one	which	simply	includes	women	in	the	already	made	patriarchal	values.	(Spahić,	A.,	
Ždralović,	 A.,	 Aganović,	 A.,	 Đokanović,	 B.,	 Bavčić	 E.,	 Žuna,	 E.,	 Giomi,	 F.,	 Dračo,	 I.,	 Delić,	 Z.,	 Popov-
Momčinović,	Z.	2014).	

The	above	mentioned	topics	were	not	only	covered	by	this	disscusion,	since	it	would	seem	as	a	purely	
theoretical	overview,	but	in	the	survey	female	employees	of	the	academic	community	were	asked	if	
they	 had	 problems	 in	 the	 course	 of	 a	 regular	 procedure	 of	 advancing	 to	 the	 scientific	 &	
teaching/scientific/research	 title/position	 they	 currently	 hold.	 This	 question	 gave	 opportunity	 of	
writing	 a	 descriptive	 answer	 and	 only	 two	 out	 of	 29	 responds	 in	 total	 confirmed	 encountering	
obstacles	as:		

- enabling to enroll a postgraduate study and obtain PhD;  
- not having an opportunity at all to obtain a title.	

	

Figure	3.	Answers	to	the	question:	Have	you	had	any	problems	in	the	course	of	a	regular	procedure	of	
advancing	to	the	scientific	&	teaching/scientific/research	title/position	you	currently	hold?	(„Da“	
means	yes,	„ne“	means	no)	
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Results	 from	 Figure	 3.,	 showing	 cca.	 7%	of	 negative	 experiences	 in	 academic	 community	 regarding	
advancement	into	higher	academic	titles,	seem	optimistic,	almost	contrary	to	the	theoretical	preview	
given	ahead	of	 the	 results.	But,	 the	next	question	was	delibarately	aimed	at	examining	segregation	
and	stigmatization,	where	the	procentage	is	significantly	higher	and	goes	to	23,3%.	

	
Figure	4.	Answer	to	the	question:	Have	you	every	experienced	gender-based	segregation,	or	any	
other	form	of	stigmatisation,	at	your	work	place	(„Da“	means	yes,	„ne“	means	no)	

In	 contrast	 to	 7%	 who	 did	 not	 have	 negative	 experiences	 in	 the	 course	 of	 regualr	 procedure	 of	
advancement,	 23%	 respondents	 stated	 they	 encounterd	 various	 forms	 of	 stigmatisation	 and	
segregation	at	work,	emphasizing	the	following:	

- Difficult communication, feeling of not belonging to dominantly men environment. 
- A lot more work and proving myself 
- Slower career advancement comparing to my male colleagues 
- Jealousy and envy of my female work colleagues 
- Insulting without any sound reason by a few colleagues happened a few times; glass celling, 

although all conditions were met. Preventing me to take a management position, removing 
from paid assainments, out of teaching process.    

- Incomes are not the same as those of my male colleagues who do the same job 

	
Figure	5.	Answers	regarding	the	legal	status	of	work	engagement	(i.e.	does	a	person	has	signed	with	
the	employer:	a	contract	on	work	engagement	for	indefinite	time,	a	contract	on	work	engagement	for	
definite	time,	a	contract	on	piece-work	engagment	or	other)	

Answers	regarding	the	legal	status	of	work	engagement	show	60%	of	respondents	have	contract	for	
indefinite	time,	30%	contracts	on	definite	time	and	10	contracts	on	piece-work	engagement.	

For	 a	 better	 insight	 into	 this	 issues,	 the	 next	 question	 asked	 how	 much	 time	 respondents	 spent	
waiting,	after	graduating	from	the	university,	to	start	working,	 i.e.	 to	sign	the	contract	on	 indefinite	
time.	 Immediately	after	graduating	got	a	 job	50%	of	respondents,	17%	waited	a	year	to	sign	 it,	and	
20%	have	never	signed	a	contract	on	work	for	 indefinite	time	and	their	work	engagement	has	been	
regulated	by	other	contracts.	

	
Figure	6.	Answers	regarding	time	spent	waiting,	after	graduating	from	the	university,	to	start	working,	
i.e.	to	sign	the	contract	on	indefinite	time	
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The	 respondents	 were	 asked	 if	 they	 can	 determine	 existence	 of	 any	 links	 between	 their	 career	
advancement	and	the	fact	they	are	women.	There	were	20%	positive	answers.	Gender	issue	affected	
their	 work	 engagement	 and	 33%	 of	 respondents	 considered	 their	 advancement	 to	 be	 hindered	 or	
stigmatized	 in	 other	 ways	 because	 they	 are	 women.	 This	 leads	 to	 a	 question:	 who	 impose	 these	
restrictions?	Strober	(2016)	says	the	majority	of	limitations	has	been	imposed	by	society,	not	nature,	
and	 a	 good	 society	 eliminates	 these	 limitations.	 She	 thinks	 it	 is	 a	myth	 that	 boys	 and	 girls	 behave	
differently.	However,	facts	confirm	there	is	a	difference	in	the	practice	,	since	obviously	the	practice	
shapes	us,	by	giving	opportunites	to	the	some	and	restricting	them	to	the	others	or	asking	for	their	
additional	efforts	and	engagement	for	the	purpose	of	proving	themselves.	It	is	a	real	struggle	to	prove	
a	 certain	 profession	 or	 job	 is	 not	 reserved	 exclusively	 for	 men;	 and	 that	 women	 equally	 good	
participate	 and	 contribute	 working	 together	 with	 male	 colleagues.	 On	 the	 basis	 of	 survey,	 no	
respondents	think	her	career	advancement	was	supported	by	the	fact	she	is	a	woman.							
	
Given	 that	 40%	 of	 respondents	 have	 no	 contract	 on	 full-time	 work	 or	 they	 are	 only	 full-time	
employees	for	a	limited	period	and	given	that	only	50%	got	a	job	immeditely	after	graduation,	the	last	
issue	 checked	 by	 this	 survey	 refered	 to	 managing,	 asking	 if	 women,	 who	 are	 working	 now,	 are	
supervised	by	men	or	women.	Answers	confirmed	more	than	60%	women	have	men	for	supervisors.		

	
Figure	7.	Answers	to	the	question	if,	currently	at	work,	a	man	is	a	person	who	directly	supervises	a	
respondent	
	

Attitudes towards the use of gender sensitive language	

The	Gender	Equality	Committee	of	the	House	of	Peoples	of	the	Parliament	of	the	Federation	of	Bosnia	
and	Herzegovina	(FBiH)	at	 its	session,	held	on	8	June	2006,	considered	a	proposal	of	the	law	on	the	
rights	of	elected	officials,	 executive	officers	and	advisors	 to	 the	 institutions	of	 the	FBiH,	and	 in	 line	
with	the	advice	of	the	Gender	Center	of	the	Government	of	Federation	of	BiH,	gave	an	amendment	
referring	 to	 adding	 a	 phrase	 „women	 and	men“	 at	 respective	 places	 in	 the	 text.	 Therefore,	 it	 was	
added:	„The	officials	elected	in	the	sense	of	this	law	are	members,	women	and	men,	of	the	House	of	
Peoples	of	 the	Parliament	of	FBiH	and	and	the	House	of	Representatives	of	 the	Parliament	of	FBiH.	
Advisors	in	the	sense	of	this	law	are	considered	to	be	advisors,	women	and	men,	chairpersons	of	the	
Houses	of	the	Parliament	of	FBiH	and	executive	officers“	(Meeting	Minutes	2006).	In	the	explanation,	
the	 Committee	 referred	 to	 the	 Law	 on	 gender	 equality	 of	 BiH	 (Official	 Gazzett,	 16/03)	 which	
regulates,	promotes	and	protects	the	gender	equality	and	guarantees	equal	possibilities	to	all	citizens	
in	 both	 public	 and	 private	 sphere	 of	 the	 society	 and	 prevents	 direct	 and	 indirect	 gender-based	
discrimination.	 According	 to	 the	 Article	 3	 Paragraph	 4	 of	 the	 Law	 on	 gender	 equality	 in	 BiH,	 the	
definition	of	the	indirect	gender-based	discrimination	is:	“Indirect	gender-based	discrimination	exists	
when	apperently	neutral	 legal	norm,	criterion	or	practice	equal	 for	all	brings	a	person	who	has	one	
gender	in	a	disadvantaged	position	comparing	to	the	persons	of	other	gender“	(Report	of	the	Gender	
Equality	Committee	of	the	House	of	Peoples	of	the	Parliament	of	FBiH).	This	confirms	not	only	a	legal	
obligation	exists	in	BiH	but,	also,	it	has	an	effect	on	the	legislative	authority	in	regard	to	its	procedures	
of	making	legal	documents,	what	directly	expands	the	use	of	gender	sensitive	language	and	speech.	
This	 use	 of	 language	 when	 the	 equal	 status	 and	 roles	 of	 women	 and	 men	 are	 treated	 equally	
represents	 an	 important	 aspect	 of	 the	 gender	 equality.	 It	 brings	 to	 achiveng	 also	 a	 factual	 gender	
equality	(Stošić	2016).	

 

Despite	 having	 the	 law	 and	 its	 practical	 application,	 the	 problem	 has	 not	 been	 completely	 solved,	
while	 the	 equality	 has	 not	 been	 reached,	 and	 the	 language	 remains	 to	 be	 one	 of	 mechanisms	 of	
implementation	 of	 stigmatisation	 and	 discrimination	 aimed	 to	 deny	 recognition	 and	 respect.	 Kate	
Millet	 defines	 patriarchy	 as	 a	 political	 institution	 (...)	 which	 continues	 to	 exist	 primarily	 thanks	 to	
ideological	means,	 and	 by	 socializing	 its	members	 of	 both	 genders	 in	 the	 institutions	 of	 society	 to	
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accept	gender	inequality	as	„natural“	and	„normal“.	The	main	factor	of	this	socialization	is,	primarly,	
the	language	itself	(Lešić	2006).	Therefore,	as	the	equality	protection	commissioner	in	Serbia	Nevena	
Petrušić,	 in	 the	 text	 titled	Women	are	 invisible	 in	 the	 language	of	 institutions	 (Danas	2017)	points,	
introduction	of	gender	sensitive	language	in	the	official	use	would	contributed	to	this	struggle	against	
discrimination	of	women	and	 to	 greater	 respect	 for	 principles	 of	 gender	 equality.	 Also,	 our	 speech	
should	be	 in	such	 form	to	make	women	visible	 in	professions,	 job	positions,	 titles,	and	through	the	
languge	their	equality	and	their	dignity	should	be	represented	(Danas	2017).		

	

The	 questionnary	 asked	 the	 respondants	 if	 their	male	 and	 female	 colleagues	 use	 the	words	 in	 the	
feminine	gender	for	a	woman's	title	and/or	position.	Regarding	this	question,	there	was	70%	positive	
answers	and	30%	negative.	This	finding	is	not	bad.	Still,	improvements	are	possible,	i.e.	invisibility	of	
women	in	the	language	is	not	acceptable	(Stošić	2016),	and	with	regard	to	the	Article	9	Paragraph	e)	
of	 the	 Law	on	gender	equality	of	BiH	which	defines:	 „Discrimination	 in	 the	 language	exists	when	 is	
exclusively	 used	 only	 one	 grammatical	 gender	 as	 a	 generic	 term.“	 Therefore,	 it	 is	 needed	 to	 keep	
insisting	on	the	use	of	words	in	feminine	gender	for	a	woman's	title	and/or	positions.	

	

Figure	8.	Answers	 regarding	 the	question	on	addressing	by	male	and	 female	colleagues:	 if	 they	use	
the	words	in	the	femininum	gender	for	a	person's	title	and/or	position?	

Although	there	are	examples	confirming	the	 lexical	 fund	of	the	Bosnian	 language	 lacks	some	forms,	
i.e.	there	are	no	forms	of	masculinum	or	femininum	gender	for	some	nouns;	for	example,	one	might	
argue	a	word	worm,	„crv“,	in	our	language	is	in	masculinum	and	has	no	femininum,	or	a	word	„glista“	
has	no	masculinum,	still	 it	 is	needed	to	 insist	on	development	of	the	 lexical	 fund	referring	to	public	
and	social	life	and	specially	to	work	positions.	That	is	the	field	where	inequality	occurs,	and	therefore,	
there	is	needed	to	act.		

Different	solutions	are	possible.	One	is	a	syntactical	construction:	„members,	women	and	men,	of	the	
...	/	«članovi, žene i muškarci,	...».	Also,	it	is	possible,	and	maybe	a	better	linguistical	solution,	to	use	
suffixes	–i/ice	as	in	„članovi/ce	Vlade...“	–	it	is	more	economic	solution	and	language	is	a	homeostatic	
system,	meaning	it	is	extremely	economic.	

Another	solution	was:	the	Government	of	FBiH	suggested	texts	to	use	alternately	words	in	femininum	
and	in	masculinom.	This	proposal	has	never	put	to	practice	and	the	texts	kept	being	always	written	in	
masculinom.			

Language	practice	is	surely	a	matter	of	agreement.	Many	forms	are	at	disposal,	for	example,	form	for	
femininum	for	the	noun	dean	–	„dekan“	can	be	„dekanica“	and	„dekanesa“	(generated	in	analogy	to	
„stjuardesa“,	i.e.	female	flight	attendant).	Regarding	the	word	for	a	pilot,	which	has	no	femininum	in	
our	 language,	 to	refere	to	a	woman	working	as	a	pilot,	 it	can	be	used	a	combination	of	two	words:	
žena-pilot	as	in	the	English	language:	man friend	–	woman	friend;	doctor	–	lady (woman)	doctor; or	
as	in	words	for	animals: tom-cat	–	she-cat; he-goat	–	she-goat;	he-bear	–	she-bear.  

Some	 solutions,	 according	 to	 Savić,	 are:	 suffix	 „–inja“	 as	 in	 „kosmonautkinja“; a	 phrase	 containing	
„žena“	 (woman)	 +	 	 profession/title:	 „Prva žena kosmonaut Valentina...“; without	 suffix	 for	 nouns	
having	both	genders:	„Ona je foto model...“	(Savić).	

Answers	regarding	a	respondent's	opinion	on	 importantance	of	using	the	gender	sensitive	 language	
for	 denoting	 scientific	 &	 teaching/scientific/research	 titles	 and	 positions	 were	 72,4%	 to	 27,6%	 in	
favour	of	the	use	of	words	in	the	femininum	gender	when	refering	to	a	women's	titles.			



83 

	

	
Figure	9.	Answers	 regarding	a	 respondent's	opinion	on	 importantance	of	using	 the	gender	sensitive	
language	 for	 denoting	 scientific	 &	 teaching/scientific/research	 titles	 and	 positions,	 i.e.	 the	 use	 of	
words	in	the	femininum	gender	(„Da“	means	yes,	„ne“	means	no)		

Answers	 regarding	 a	 respondents'	 opinion	 about	 a	 potential	 impact	 of	 the	 use	 of	 gender	 sensitive	
language	 on	 the	 awareness-rising	 about	 equality	 of	 men	 and	 women	 in	 the	 academic	 community	
were	63,3,%	to	36,7%	in	favour	of	positive	 impact	of	gender	sensitive	 language	on	awareness-rising	
about	gender	equality.		

	
Figure	 10.	 Answers	 regarding	 a	 respondent's	 opinion	 on	 impact	 of	 the	 use	 of	 gender	 sensitive	
language	 on	 the	 awareness-rising	 about	 equality	 of	 men	 and	 women	 in	 the	 academic	 community	
(„Da“	means	yes,	„ne“	means	no)		

Use	of	gender	 sensitive	 language	can	be	examined	against	 Sapir-Worf	 theory	of	 linguistic	 relativity,	
which	says	not	only	a	thought	shapes	a	word,	i.e.	speech,	but	also,	speech	shapes	thoughts,	meaning	
the	way	we	talk	 shapes	 the	way	we	think.	Therefore,	efforts	on	development	of	 lexical	 fund	of	our	
language	should	be	undertaken,	and	hopefully,	after	many	times	the	words	in	their	femininum	forms	
as	 „predsjednica“,	 „šefica“,	 „direktorica“,	 „arhitektica“,	 „inžinjerka“,	 „profesorica“	 are	 uttered,	 the	
society,	 mainly	 its	 male	 population,	 will	 	 start	 really	 thinking	 about	 women	 in	 the	 positions	 of	
professors,	architects,	presidents,	chefs,	directors,	etc.	

The	language	is	arbitrary	and	it	resides	upon	an	agreement,	so	it	allows	finding	new	forms.	It	asks	for	
a	creative	response	to	the	request	of	'making	women	visible	in	the	language	in	the	public	sphere'	and	
encourages	 all	 to	 make	 forms	 in	 language	 to	 comply	 with	 this	 request	 (Savić).	 Savić	 in	 her	 work	
concludes	the	ones	who	have	the	power	over	language	(language	experts	and	politicians)	can	direct	
language	 practice	 to	 enhance	 womens'	 visibility	 in	 public	 sphere	 and	 to	 decrease	 a	 degree	 of	
mysogynic	use	of	the	fund	which	language	already	has.	

	

Conclusion remarks 

Regarding	 two	 areas	 observed,	 i.e.	 use	 of	 gender	 sensitive	 language	 in	 academic	 community	 and	
status	of	equal	division	of	work,	in	conclusion	can	be	said	that	given	the	results	above	presented,	it	is	
still	 needed	 to	 insist	 on	 building	 lexical	 fund	which	 refers	 to	 public	 and	 social	 life,	 and	 specially	 to	
work	positions.	This	is	a	domain	were	inequality	is	still	present,	therefore	is	needed	to	act	there.	The	
concluding	recommendation	is	that	if	a	lexical	fund	lacks	words	in	femininum	gender,	many	solutions	
can	be	applied	 to	 introduce	needed	 forms,	but	 these	 lacks	 can	not	be	accepted	as	 reasons,	or	 just	
excuses,	 for	 maintaining	 the status quo	 and	 leaving	 women	 unvisible	 in	 the	 language,	 while	 it	
contributes	to	the	gender	inequality.			

Additional	conclusion	remarks	refer	to	three	different	areas	and	have	three	different	recipients:	
1.	higher	education	institutions	(HEI)	
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2.	individual	researchers	and		
3.	the	whole	academic	community	of	Bosnia	and	Herzegovina.		

HEIs	in	the	coming	period	should	consider	to	introduce	gender	statistics	into	a	current	statistical	data	
processing.	 The	 gender	 statistics	 should	 convey	 data	 on	 teaching	 and	 research	 staff	 divided	 into	
groups	 by	 gender	 and	 by	 their	 teaching/scientific	 titles	 according	 to	 the	 current	 rulebooks	 on	
awarding	titles	at	a	university	(i.e.	a	higher	education	institution	should	know	what	procentage	of	the	
total	number	of	teaching	staff	are	women,	according	to	the	official	division	of	scientific	titles,	engaged	
as:	assistants,	senior	assistants,	scientific	councilors,	scientific	associates,	research	associates,	expert	
associates,	senior	scientific	associate,	assistant	professors,	accociate	professors,	and	full	professors).	
Having	only	the	total	number	of	employees	and	dividing	it	into	two	groups:	men	and	women,	simply	
is	 not	 enough.	 Gender	 statistics	 should	 represent	 part	 of	 the	 institutional	 mechanisms	 needed	 to	
develop	 gender	 equality	 policies.	 This	 statistics	 is	 important	 for	 monitoring	 and	 evaluation	 of	 the	
success	and	effectiveness	of	the	development	of	gender-equal	policies	 	 (The	Agency	for	Statistics	of	
BiH,	Žene	i	muškarci	u	Bosni	i	Hercegovini	2015).	Also,	this	statistics	may	be	very	surprising	for	HEIs.	
This	reasearch	established	that	only	a	very	low	number	of	women,	comparing	to	the	total	number	of	
employees,	has	been	engaged	in	the	teaching	and	research	process	at	the	respective	university.		

Regarding	 potential	 researchers,	 this	 research	may	 be	 used	 as	 a	 pilot-study	 and	 can	 be	 scaled	 up	
quantitatively	and	qualitatively,	meaning it	can	encompass	all	eight	public	universities	 in	Bosnia	and	
Herzegovina	(and,	if	possible,	also	the	private	ones).	The	two	areas	treated	here	could	be	broaden,	so	
a	 future	 research	 would	 combine	 the	 fields	 of	 gender	 studies,	 economy	 and	 leadership	 with	 the	
focuses	on	exploring	women's	experience	regarding	institutional	career	advancement	and	promotion	
into	 higher	 academic	 ranks;	 on	 gender	 gap,	 exploring	 how	 and	 where	 this	 gap	 happens;	 and	 on	
women's	 attitudes	 towards	 their	 future	 promotion	 into	 higher	 scientific	 &	
teaching/scientific/research	titles	and	into	management	structures. 

Regarding	 the	 academic	 community	 of	 Bosnia	 and	 Herzegovina,	 it	 could	 take	 into	 consideration	
examples	 of	 best	 practice	 of	 the	 EU	 countries.	 Namely,	 the	 crucial	 issue	 was	 dected	 by	 Professor	
Martine	Rahier,	Vice-President	of	 the	European	University	Association,	who	 stresses	her	belief	 that	
the	most	important	aspect	is	the	recruitment	process.	“The	groups	of	people	that	do	this	recruitment	
should	 be	 aware	 that	 there	 is	 a	 large	 reservoir	 of	women	 qualified	 for	 professorship,	 qualified	 for	
leadership	 positions	 in	 academic	 life	 and	 I	 think	 one	 should	 not	 be	 afraid	 to	 specifically	 aim	 at	
women’s	 applications,	 to	 encourage	 women	 to	 apply	 for	 these	 jobs,	 I	 think	 the	 whole	 process	 of	
recruiting	at	the	professor’s	level	could	be	tuned	up	to	encourage	women	to	apply.	They	don’t	apply,	
or	 they	apply	a	 lot	 less	 than	men”	 (European	University	Association	2018).	Some	examples	of	good	
practices	 can	 be	 learnt	 and	 transfered	 into	 our	 academic	 comunity.	 For	 example,	 the	University	 of	
Leicester	 improves	 its	 recruitment	 practices,	 has	 career	 development	 initiatives	 and	works	with	 its	
students	 and	 it	 has:	 a	 ‘gender	 decoder’	 to	 identify	 and	 avoid	 gendered	 language	 in	 the	 adverts;	 a	
mandatory	 e-module	 on	 equality,	 diversity	 and	 inclusion	 with	 a	 key	 focus	 on	 gender	 equality;	 an	
Unconscious	 Bias	 training	 for	 senior	 leaders	 and	 an	 online	 module	 to	 all	 staff;	 a	 women-only	
leadership	 development	 programme	 Aurora;	 a	 transparent	 Workload	 Allocation	 Model	 to	 ensure	
consistent	application	of	workload	tariffs	against	specific	academic	activities;	an	academic	career	map	
that	 takes	 full	 account	 of	 contributions	 to	 leadership	 and	 citizenship	 in	 addition	 to	 research	 and	
teaching,	 to	 ensure	 reward	 for	 these	 contributions	 (often	 undertaken	 by	 women);	 a	 range	 of	
Promotion	Workshops,	including	a	session	for	women	only,	to	provide	targeted	support	for	potential	
promotion	 applicants;	 an	 established	 Women’s	 Forum	 and	 a	 Senior	 Women’s	 Network	 which	
provides	 opportunities	 for	 networking,	 informal	 support	 for	 career	 progression,	 role	modelling	 and	
sharing	 of	 good	 practise;	 an	 established	student	 HeForShe	 society,	 etc.	 (European	 University	
Association	2018).	
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Abstract 

More	than	ten	years	ago,	the	House	of	Representatives	of	the	Parliament	of	the	Federation	of	Bosnia	
and	Herzegovina,	on	the	proposal	of	one	member	of	the	Commission	for	determining	the	equivalence	
of	texts	(in	all	three	official	languages	in	BiH:	Bosnian,	Croatian	and	Serbian),	sent	an	initiative	to	the	
Council	of	Ministers	of	Bosnia	and	Herzegovina	regarding	the	nomination	of	the	Bosnian	language	as	
the	official	 language	of	BiH	 in	 the	European	Union.	The	 initiative	stated	that	"the	Bosnian	 language	
has	not	been	on	the	 list	of	 languages	of	the	 legislative	basis	of	the	EU,	which	contains	 languages	of	
the	countries	preparing	for	full	membership	in	the	European	Union.	Since	the	code	for	a	langauge	can	
only	be	given	to	one	country,	the	code	for	the	Croatian	language	already	has	the	Republic	of	Croatia,	
and	the	code	for	the	Serbian	language	has	the	Republic	of	Serbia“.		

From	 a	 moral	 point	 of	 view	 this	 is	 a	 very	 important	 issue,	 while	 it	 directly	 refers	 to	 the	 issue	 of	
national	identity	of	the	Bosniaks,	who	live	in	BiH	and	speak	Bosnian.		

Given	the	historical	background	of	the	name	of	Bosnian	language	and	considering	the	contemporary	
European	language	policy,	the	paper	will	examine	if	it	is	scientifically	founded	to	remain	persisting	on	
this	 name	 for	 naming	 the	 language	 of	 Bosniaks	 in	 the	 relevant	 EU	 basis.	 The	 paper	 will	 use	 the	
method	 of	 corpus	 analysis,	 consider	 other	 lingusits'	 point	 of	 view	 and	 check	 a	 potential	 legislative	
backing.			
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1. Introduction 

Issues	regarding	the	official	languages	in	Bosnia	and	Herzegovina	keep	being	a	part	of	daily	agenda	of	
both	 politicans	 and	 academics.	 In	 2006,	 a	 member	 of	 the	 Commission	 for	 determining	 the	
equivalence	 of	 texts	 (in	 all	 three	 official	 languages	 in	 BiH:	 Bosnian,	 Croatian	 and	 Serbian),	 sent	 an	
initiative	to	the	Council	of	Ministers	of	BiH	regarding	the	nomination	of	the	Bosnian	language	as	the	
official	language	of	BiH	in	the	European	Union,	since	the	neigbouring	countries	have	nominated	their	
official	 languages,	 i.e.	Croatian	and	Serbian	 (‘EU-28	and	 candidate	 countries’	 -	Countries,	 languages	
and	 currencies:	 names,	 codes	 and	 listing	 order,	 2016),	 and	 the	nomination	of	 Bosnian	might	 cause	
various	 disputes.	 Later	 on	 that	 happend.	 In	 February	 2018,	 BiH	 submitted	 its	 answers	 to	 the	 EU	
Commission,	including	those	about	languages.	According	to	media	reports,	regarding	the	language	of	
the	Bosniaks,	 two	different	names	 for	 the	 language	were	given	within	 these	answers:	 „the	Bosnian	
language“	-	this	name	is	to	be	used	for	the	issues	which	regard	the	level	of	the	state	and	„language	of	
Bosniak	people“	-	in	accordance	with	the	Constitution	of	Republika	Srpska	(RS)	and	to	be	used	for	the	
issues	in	jurisdiction	of	the	institution	of	RS	-	as	explained	by	Chairperson	of	the	Counicil	of	ministers	
of	 BiH	 (urbanfeniks.net,	 2018).	 Also,	 for	 the	 past	 six	 years	 parents,	 Bosniaks,	 in	 the	 RS	 have	 been	
trying	 through	 the	 legal	 system	 to	 secure	 for	 their	 children	 to	 learn	 the	 Bosnian	 language	 in	 the	
schools.	RS	offered	them	to	learn	it	only	under	the	name	of	„the	language	of	Bosniak	people“	(Bursać,	
2017),	what	 is	not	an	officially	 recognized	name	and	not	accepted	by	Bosniaks.	The	official	name	 is	
the	 Bosnian	 language.	 Simultaneously,	 regarding	 the	 issue	 of	 segregation,	 in	 the	 end	 of	 2017,	 the	
Supreme	Court	of	Federation	of	BiH	ruled	against	the	lawsuit	filed	by	one	Association	of	citizens,	who	
claimed	the	system	of	educating	children	on	the	basis	of	particular	programs	on	Bosnian	and	Croatian	
language	in	the	Federation	of	BiH	is	discriminatory.	In	the	coming	period,	a	new	lawsuit	will	be	filed	
against	all	schools	in	the	Central	Bosnia	Canton,	since	they	all	implement	the	teaching	process	on	the	
basis	of	different	programs,	and	the	schools	will	have	to	prove	they	do	not	 instigate	discrimination,	
says	 the	 President	 of	 the	 Association	 (Cero,	 2017).	 All	 this	 testifies	 how	 much	 this	 situation	 is	
complicated.	

Another	 great	 dispute	 happened	 in	 2017.	 It	 was	 caused	 by	 the	 Declaration	 on	 common	 language,	
which	basicaly	said	Croats,	Serbs,	Bosniaks	and	Montenegrins	speak	the	same	language,	what	can	be	
easily	concluded	since	they	understand	each	other.	Therefore,	the	general	public	has	been	mislead	by	
wrong	 interpretations	 of	 the	 linguistic	 situation	 (Vuković,	 2013),	 i.e.	 four	 peoples	 share	 one	
polycentric	 language	 or	 as	 written	 in	 the	 Declaration	 „it	 is	 the	 common	 standard	 language	 of	
polycentric	type“,	where	„all	four	currently	existing	standard	variants	are	equal“	(Declaration,	2017).	
The	Declaration	caused	a	whole	range	of	reactions.	For	some	signatories,	 it	was	„the	most	precious	
for	BiH,	especially	 for	children	 in	 the	educational	system	who	are	ethnic	minority	 in	a	certain	area“	
(N1,	 Kazaz	 2017);	 for	 others,	 the	 Declaration	 was	 „just	 to	 point	 out	 diversity“	 (N1,	 Simić	 Bodrožić	
2017)	and	there	were	those	who	signed	at	first	and	later	removed	the	signature	(N1,	Bremer	2017),	
along	with	ones	who	stated	that	„would	never	sign	the	Declaration“	(N1,	Hodžić	2017).	Following	the	
Declaration,	 in	 addition	 to	 the	 already	 present	 two	 names	 of	 „the	 Bosnian	 language“	 and	 „	 the	
language	of	Bosniaks“,	the	third	denotation	was	reminded	of:	„BiH	variant	of	Serbo-Croatian	-	Croat-
Serbian	 language“	 (Arkoš,	 2017).	 „Since	one	of	 the	 reasons	 for	 a	 change	of	 language	policy	was	 to	
help	 end	 the	 segregation	 of	 children	 in	 schools	 (Lasić,	 2017),	 i.e.	 in	 words	 of	 the	 Declaration,	 „to	
abolish	 all	 forms	 of	 language	 segregation	 and	 language	 discrimination	 in	 the	 education	 and	 public	
institutions“,	 is	 something	 that	makes	 this	document	 very	much	needed.	But,	 as	one	of	 signatories	
says,	it	was	only	a	first	step.	Many	questions	remain	open	and	one	of	them	is:	what	is	the	name	of	this	
language	(N1,	Arsenijević	2017)	and	here	comes	again	the	main	issue	-	the	nomination.		

In	addition	to	the	above	mentioned	various	names,	there	is	also	confusion	regarding	terms:	policy	and	
politics.	In	our	case,	the	situation	in	this	field	is	terminologically	complex,	since	there	is	no	distinction	
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between	policy	(language	policy)	and	politics,	so	even	regarding	the	term,	and	not	just	regarding	the	
reality,	language	policy	is	not	separated	from,	conditionally	said,	the	"political"	policy.	In	fact,	there	is	
only	one	step	between	not	having	separation	established	in	the	sphere	of	the	terminology	and	in	the	
sphere	of	the	reality	(Katnić-Bakaršić,	1999).				

	

2. Presentation of the history of Bosnian language in BiH and the neighboring countries	

A	name	of	a	language	given	by	a	name	of	a	people	expresses	itself	simply	and	obviously	that	there	is	a	
people	and	that	people	has	 its	 language	(Katičić	1987).	What	has	been	said	 in	the	Declaration	from	
2017,	also	was	stated	in	the	text	by	Nuhić	in	1999:	Language	and	nation	do	not	have	to	be	identical,	
but	the	language	is	one	of	the	most	important	means	of	preserving	and	enriching	the	experience	of	
each	nation.	Losing	one's	own	language	or	its	replacement	with	another	is	the	linguistic	assimilation,	
and	it	is	the	shortest	and	most	reliable	way	to	the	national	assimilation.	Peoples	of	BiH	basically	speak	
one	 language,	 but	 they	 name	 it	 differently.	 However,	 it	 is	 not	 just	 about	 different	 denominations.	
There	 are	 differences	 in	 the	 lexical	 funds	 and	 in	 some	 other	 features,	which	 repeated	 attempts	 of	
standardization	 sought	 to	 "reconcile",	 among	 other	 things,	 by	 "allowing"	 synonymous	 use.	 This,	
however,	 was	 valid	 only	 for	 two	 variants:	 the	 eastern	 and	 western,	 more	 precisely,	 Serbian	 and	
Croatian.	 The	 Bosnian	 variant	 has	 not	 been	 recognized	 and	 therefore	 not	 included	 in	 the	
standardization	documents.	By	recognizing	differences	between	two	variants,	the	problem,	however,	
was	 not	 solved.	 The	 general	 communication	 situation	 in	 BiH	preferred	 the	 so-called	 "east	 variant“.	
This,	 as	 it	 is	 known,	 produced	 tensions.	 The	 Croats	 of	 BiH	 felt	 surppressed,	 or	 unequivocal,	 in	 the	
symbolization	 of	 mass	media	messages.	 The	 suppression	 of	 Cyrillic	 letter	 caused	 the	 same	 feeling	
among	 Bosnian	 Serbs.	 In	 Bosniaks	 this	 feeling	 of	 inequality	 was	 neither	 sufficiently	 or	 explicitly	
expressed,	although	they	had	the	most	reason	for	it	(Nuhić	1999).	This	is	an	excellent	account	which	
presents	 succinctly	 a	 whole	 language	 issue	 in	 BiH	 from	 the	 recent	 past.	 Today,	 nomination	 of	
language	still	 continues	 to	stir	 “spirits”.	 It	 is	an	 issue	which	asks	 to	be	solved	 internally,	within	BiH,	
and	 externally,	 in	 regard	 to	 the	 nomination	 towards	 the	 EU	 institutions.	 As	 previously	 shown,	
currently	there	are	three	names	for	the	 language	of	the	Bosniaks.	 In	order	to	shed	a	better	 light	on	
the	problem,	an	overview	-	what	was	the	official	scientific	presentation	of	the	language	history	in	the	
textbooks	-	is	needed:	

-	 The	 Grammar	 of	 the	 Bosnian	 language	 states	 that	 Bosnian	 language	 is	 part	 of	 the	 South	 Slavic	
languages,	 as	 part	 of	 a	 wider	 South	 Slavic	 system	 of	 dialects,	 which	 consisted	 of	 several	 major	
dialectical	 groups.	 South	 Slavic	 languages	 belong	 to	 the	 family	 of	 Slavic	 languages,	 and	 Slavic	
languages	form	part	of	a	large	Indo-European	language	community	(Jahić,	Halilović,	and	Palić	2000).	
Bosnian	speaking	language	passed	through	three	developmental	periods.	The	first	period	lasted	until	
the	end	of	 the	12th	century;	 it	was	characterized	by	small	differences	among	dialects,	although	the	
Western	South	Slavic	community	at	that	time	was	moving	towards	differentiation	on	the	western	and	
eastern	part.	The	second	period	lasted	from	the	end	of	the	12th	to	the	middle	of	the	15th	century;	it	
was	 characterized	 by	 the	 formation	 of	 greater	 differences	 among	 dialects	 caused	 by	 the	 great	
phonological	 (voice)	 and	morphological	 (form)	 changes	 in	 the	West	 South	 Slavic	 dialects.	 The	 third	
period	 was	 from	 the	 mid-15th	 century;	 it	 is	 characterized	 by	 slower	 internal	 changes,	 but	 with	
dynamic	non-linguistic	development	(Jahić,	Halilović,	and	Palić	2000).	This	development	of	the	spoken	
language	 correlated	with	 the	 literary	 language	 development.	 These	 three	 periods	 had	 their	 visible	
reflection	on	the	periodization	of	the	history	of	the	Bosnian	literary	(written)	 language.	The	Bosnian	
literary	language	until	today	has	gone	through	five	phases	of	its	development:	

The	1st	phase:	from	the	11th	to	the	end	of	the	15th	century	(the	Age	of	medieval	Bosnia)	

The	2nd	phase:	from	the	15th	to	the	second	half	of	the	20th	(Turkish	period)	

The	3rd	phase:	at	the	turn	of	the	19th	century	in	the	20th	century	(Austro-Hungarian	period)	
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The	4th	phase:	in	the	20th	century	(Yugoslav	age)	

The	5th	phase:	the	last	decade	of	the	20th	century	(Bosnian	period)	(Jahić,	Halilović,	and	Palić	2000).	

-	The	Grammar	of	the	Croatian	language	states	that	the	Croatian	language	is	one	of	the	South	Slavic	
languages.	South	Slavic	languages	are	derived	from	two	branches	of	the	South	Slavic	Old	Langauge	–	
the	Eastern	and	the	Western.	 (...)	The	Central	South	Slavic	system	of	dialects	comprised	five	dialect	
units:	Kaykavian,	Chakavian,	Western	Shtokavian,	Eastern	Shtokavian	and	Torlakian.	From	them,	the	
later	development	led	to	the	Croatian	and	Serbian	language,	as	well	as	the	languages	of	other	peoples	
in	that	area,	Muslims	and	Montenegrins	(Barić,	i	dr.	1997).	

-	 The History	 of	 Serbian	 language	 at	 http://www.srpskijezik.rs/gramatika/istorija-srpskog-jezika	
mentions	among	South	Slavic	languages:	Slovenian,	Croatian,	Serbian,	Macedonian,	Bulgarian	and	Old	
Slavic.	

 

2.1 Reactions to the Declaration on common language 

While	the	Grammar	of	the	Croatian	language	mentions	the	languages	of	Muslims	and	Montenegrins,	
the	Grammar	of	Serbian	does	not	consider	them	at	all.	There	is	no	mentioning	of	the	Bosnian	languge	
as	one	of	the	South	Slavic	langugages	either	by	the	Croatian	nor	the	Serbian	grammars.	Also,	there	is	
no	data	on	historical	development	of	the	Bosnian	or	development	of	its	grammatical	norm	or	its	first	
preserved	 monuments,	 for	 example,	 the	 Charter	 of	 Kulin	 Ban	 (from	 1189),	 the	 oldest	 preserved	
document	of	a	Bosnian	ruler,	written	in	Old	Bosnian	language	where	was	used	the	Bosnian	letter,	so-
called,	 'bosančica'	 (Halilović	 1999).	 Therefore,	 it	 was	 not	 possible	 for	 the	 neigbours	 to	 come	 to	 a	
concluson	as	this	one	from	the	Grammar	of	the	Bosnian	language:	„This	development	is	characterized	
not	only	by	the	general	characteristics	inherent	to	the	Slavic	and	the	South	Slavic	languages,	but	also	
by	the	original	Bosnian	characteristics“	(Jahić,	Halilović,	and	Palić	2000).	

This	 lack	 of	 data	 in	 the	 scientific	 circles	 on	 the	 Bosnian	 language	 now	 follows	 reactions	 to	 the	
Declaration	 on	 common	 language.	 Reactions	 are	 complementary	 to	 this	 denial.	 In	 Serbia,	 Sarajevo	
Declaration	 is	 understood	 as	 a	 perfidious	 attack	 on	 the	 Serbian	 people	 and	 language	 (Z.,	 P.	 2017),	
claiming	 further	 that	 it	 is	 the	 Serbian	 common	 language	with	 different	 lexical	 variants.	 “Now	 they	
want	 to	 say	 that	 this	 is	 a	 common	 language	 that	 is	 polycentric	 and	 that	 it	 belongs	 historically	 and	
contemporary	 equally	 to	 everyone.	 This	 declaration,	 since	 it	 recognizes	 the	 names	 as	 it	 suits	 to	
whomever,	completely	denies	the	Serbian	language	and	the	Serbian	people	in	BiH	and	Montenegro.	It	
is	completely	against	the	Serbian	language	and	people	in	Montenegro	and	BiH.	 If	Muslims	and	their	
linguists	 wanted	 to	 show	 that	 this	 was	 a	 common	 language	 why	 they	 allowed	 the	 Muslims	 from	
Raška,	or	as	they	call	it	Sandžak,	to	seek	court	interpreters”	–	said	Dr	Kovačević	(Z.,P.	2017).	

In	 Croatia,	 the	 Declaration	 was	 interpreted	 as	 “the	 preamble	 of	 the	 third	 Yugoslavia”	 (novilist.hr,	
2017),	 or	 as	 in	words	 of	 Cardinal	 Bozanić	 „an	 attack	 on	 the	 Croatian	 language	 as	 a	 preparation	 of	
political	and	military	 invasions“	(HINA,	2017)	or	as	Dr	Lučić,	the	university	professor	of	Old	Croatian	
Literature,	under	the	media	title	Neutralization	of	the	Croatian,	said	that	a	part	of	the	Declaration	that	
stated	 we	 had	 a	 common	 relationship	 that	 everyone	 could	 call	 as	 wanted	 “provokes	 a	 tortuous	
feeling”	and	adds	“respecting	the	continuity	of	what	the	language,	especially	the	Croatian	language,	
has	contributed	within	the	frame	of	all	Slavic	languages	(…),	I	am	afraid	that	all	this	suppression	and	
neutralization	brings	only	to	spreading	some	ideas	of	Dr.	Snježana	Kordić,	what	is	not	a	sober	way	of	
speaking	 about	 language”	 (HINA	 2017).	 By	 Bosnian	 critics,	 the	 Declaration	 has	 been	 seen	 as	 an	
attempt	 of	 a	 serious	 deception.	 Common	 language	 is	 in	 fact	 so-called	 Serbo-Croatian	 language	
(Begović,	 2017):	 As	 for	 Bosniaks	 and	 Bosnian	 language,	 in	 all	 its	 charters	 and	 declarations	 about	
language,	Bosniaks	do	not	promote	any	nationalism,	they	only	seek	the	right	to	call	their	language	as	
they	want	 -	 Bosnian.	 There	 is	 no	 forceful	 imposition	 of	 the	 so-called	 language	 purism	by	 Bosniaks,	
there	 are	 no	 tendencies	 towards	 preventing	 someone	 to	 speak	 its	 mother	 tongue,	 Croatian	 or	
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Serbian.	But,	on	contrary,	such	tendencies	towards	Bosniaks	do	exist	 in	the	Republika	Srpska	and	in	
those	parts	of	the	Federation	of	BiH	where	the	Croats	are	the	majority.	In	addition,	publishing	of	the	
Bosniak	textbooks	in	Serbia	has	been	banned;	in	Croatia,	politics	does	not	allow	the	implementation	
of	 the	 Bosnian	 language	 in	 school	 system.	 Therefore,	 those	who	organized	 signing	 this	Declaration	
have	 completely	 missed	 the	 place	 of	 action	 –	 if	 they	 wanted	 to	 influence	 the	 suppression	 of	
segregation,	they	should	have	gone	to	Konjević	Polje	or	Vrbanjce	or	to	Zagreb	or	Belgrade.	 In	other	
words,	the	choice	of	the	tolerant	Sarajevo	is	the	easiest	one	(…)	the	real	truth	is	that	the	ideologists	of	
the	Declaration	know	well	that	the	story	of	a	common	language,	or	of	the	Serbo-Croatian	Language,	
can	only	try	to	impose	on	Bosniaks	(Begović	2017).	

In	addition,	there	 is	one	other	discrepancy	between	 linguists.	 It	 refers	to	the	 issue	of	 identity.	After	
signing	the	Declaration,	one	of	signatories	said	the	 language	 is	not	the	mean	of	 identity	 (N1,	2017),	
while	another	 linguist	 (at	the	beginning	of	his	book)	states:	“It	 is	known	that	 language	 is	one	of	the	
constituent	elements	of	peoples,	 nations.	 It	 is	 an	expression	of	 the	national	 spirit	 and	 identity,	 the	
basic	 tool	 of	 its	 culture.	 Language	 and	 people	 are	 linked	 by	 fate:	 what	 happens	 to	 the	 people,	 it	
happens	to	its	language.	And	vice	versa	(Telebak	2012).	

The	 following	 examples	 of	 Canada	 and	 Switzerland	 are	 stated	 here	 as	 relevant	 for	 this	 triangle:	
language-identity-nation.	 This	 is	 what	 happened	 in	 Canada.	 “The	 French	 represent	 one-third	 of	
Canada's	population	and	seek	full	equality	with	other	Canadian	citizens,	especially	with	regard	to	the	
use	of	their	French	language.	(English	speaking	population	calls	them	French	Canadians,	and	they	call	
themselves	 Canadian	 French,	 what	 is	 not	 the	 same).	 When	 General	 De	 Gol,	 as	 President	 of	 the	
Republic	of	France,	officially	visited	Canada,	it	was	scheduled	to	visit	the	province	of	Quebec,	where	
mostly	lived	the	French.	On	that	occasion,	he	mentioned	the	French	language	and	said	that	his	former	
countrymen	struggle	weakly	for	their	mother	tongue	and	its	affirmation	in	their	new	homeland.	They	
should	ask	from	the	Canadian	government	to	establish,	in	addition	to	primary	and	secondary	schools	
(and	Christian	 colleges	 as	 high	 schools	 under	 the	 aegis	 of	 the	Catholic	 Church),	 secular	 universities	
where	 the	 teaching	 language	 would	 be	 French	 language.	 For	 this	 reason,	 the	 Canadian	 President	
declared	him	a	persona non grata	-	an	unwelcome	person,	and	he	immediately	had	to	leave	Canada	
(...)	 The	 Canadian	 authorities	 explained	 such	 an	 unusual	 move	 by	 saying	 that	 the	 foreign	 citizen	
involved	himself	 in	 the	 internal	 affairs	of	 the	 country.	 So,	 the	 state,	 or	 the	 state	politics,	 took	 very	
strict	actions“	(Halilović	1999).		

Switzerland	is	the	second	example.	„It	is	a	different	case.	It	is	a	state	of	a	long	independency,	which	it	
maintained	in	both	World	Wars	until	today.	Although	relatively	small,	with	about	six	million	people,	it	
is	 a	 democratic	 country,	 composed	 of	 four	 autochthonous	 peoples,	 each	 of	 which	 speaks	 its	 own	
language,	and	all	four	languages	are	officially	considered	national	ones.	German	speaks	72%,	French	
21%,	Italian	6%,	and	Rhaeto-Romanic	1%	of	the	population.	The	first	three	are	official	languages,	and	
used	in	the	federal	documents,	such	as	travel	documents	and	other	legal	documents,	according	to	the	
order	 of	 the	 percentages	 of	 individual	 peoples.	 Therefore,	 in	 this	 country	 has	 never	 been	 any	
problems	 with	 linguistic	 issues.	 Only	 at	 the	 end	 of	 the	 20th	 century	 was	 the	 controversy	 about	
recognizing	the	Rhaeto-Romanic	language	as	the	national	in	the	official	sense.	In	this	"struggle"	their	
most	significant	lyric	poet	Pejder	Lansel	(1863-1943)	distinguished	himself	for	victoriously	defending	
his	mother	tongue	and	for	honoring	it.“	(Halilović	1999).	The	example	of	Rheato-Romanic,	also,	shows	
how	 important	 is	 the	 language	 to	 the	 people	 to	 whom	 it	 belongs.	 As	 the	 third	 example,	 may	 be	
mentioned	a	report	from	December	2017	on	growing	revitalization	of	Luxembourgish	and	the	intent	
of	the	Government	„to	send	a	petition	to	Brussels	for	Luxembourgish	to	be	recognized	as	one	of	the	
EU's	 23	 official	 languages	 –	 although	 the	 results	 will	 be	 symbolic,	 rather	 than	 scores	 of	 jobs	
translators“	(Rankin,	2017).	This	shows	that	even	if	the	external	recognition	of	people's	own	language	
is	only	symbolic,	people	will	still	be	interested	in	having	it.	
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2.2 On the diachronic axis 

Given	so	many	diametrically	opposite	opinions	on	the	Declaration	on	the	common	language,	here	has	
to	be	reminded	that	similar	situation	happened	to	the	name	of	the	Bosnian	language	in	the	Austro-
Hungarian	 period.	 Excellent	 studies	 about	 this	 period	 can	 be	 found	 in	 the	 doctoral	 dissertation	
„Disscusions	on	language	in	Bosnia-Herzegovina	from	1850	to	1914“	by	Dr	Edina	Solak	and	the	book	
„Why	the	Bosnian	language	was	forbidden“	by	Mišo	Ešić.	

In	 regard	 to	 the	Austro-Hungarian	authorities	and	 the	whole	period	 in	 the	history	of	 language,	Ešić	
explains:	 “At	 the	 beginning,	 they	 tried	 the	 old	 tactics,	 which	 also	 proved	 good	 in	 other	 language	
battles:	equality.	Every	Austro-Hungarian	official	can	easily	see	the	difference	between	German	and	
Czech.	When	an	official	makes	a	document	in	Vienna,	it	can	be	delivered	also	in	Czech	language	and	
the	 Czechs	 will	 be	 satisfied.	 Distinguishing	 Bosnian,	 Croatian	 and	 Serbian	 languages	 asks	 for	
specialized	linguists.	For	an	average	Austro-Hungarian	official	this	task	is	impossible.	However,	various	
tensions	 kept	 occuring:	 someone	 who	 spoke	 "Croatian"	 was	 given	 a	 form	 in	 "Serbian",	 or	 the	
document	to	someone	who	spoke	"Bosnian"	was	written	in	"Croatian"	or	similar.	Documents	showed	
in	a	historically	witty	way	the	helplessness	and	will	of	Austro-Hungarians	to	please	everyone.	Order	
from	 7.2.	 1899	 described	 the	 core	 of	 this	 language	 enigma	 from	 their	 perspective.	 It	 stateed	 that	
different	names	should	be	used	in	a	manner	the	named	persons	would	not	be	offended	by	the	name.	
A	note	was	added	to	this	sentence	explaining	that	it	had	to	be	done	despite	the	fact	that	it	was	the	
same	language.	

Various	variants	were	examined	to	be	used,	but	there	was	always	objections	by	some	individuals	who	
opposed	any	new	variant,	and	the	administration	came	to	a	practical	solution:	to	name	that	language	
"Bosnische	 Landessprache".	 The	 reason	 was	 simple,	 people	 who	 spoke	 that	 language	 lived	 in	 a	
country	called	Bosnia.	Therefore,	"Bosnian	language"	became	the	official	 language	of	administration	
and	education.	 That	 did	 not	 last	 long.	 To	Croats	 and	 Serbs	 -	who,	 as	 said	 previously,	 had	 far	more	
developed	national	movements	-	to	them	the	linguistic	question	was	crucial.	Realizing	the	importance	
of	this	"novelty",	they	focused	their	political	work	on	solving	this	issue	to	their	advantage.	

And	there	imerged	a	key	problem	for	the	Bosnian	language.		

For	 the	 only	 "Bosnians"	 of	 that	 time,	 the	 question	 of	 buying	 out	 serfs	 and	 land	 was	 far	 more	
important	 than	 the	 question	 of	 defining	 the	 language	 policy,	 which	 they	 easily	 left	 to	 Croats	 and	
Serbs.	With	the	utmost	carelessness,	they	united	themselves	with	the	Croats	regarding	the	language	
issue,	 and	 regarding	 defining	 the	 language,	 they	 accepted	 the	 term	 „Bosnian“	 to	 be	 denied	 and	
omitted	 as	 the	 name	 for	 their	mother	 tongue	 that	 had	been	used	previously.	 This	 is	 how	 the	 only	
"Bosnians"	of	that	time	(Muslims)	abandoned	their	own,	Bosnian	 language.	Croats,	 in	turn,	voted	in	
favor	of	the	landlords	regarding	the	decision	on	land.	From	a	Bosniak	perspective,	this	move	maybe	
was	 necessary,	 since	 there	 was	 the	 threath	 of	 uniting	 Croats	 and	 Serbs	 on	 land	 issues.	 Croats,	
however,	needed	the	voice	of	Bosniaks	to	prevent	the	Serbian	proposal	on	the	language	to	be	called	
"Serbian".	 It	 appeared	 the	 Austro-Hungarians	were	 somewhat	 happy	 to	 resolve	 this	 issue	 (at	 least	
apparently)	without	 interfering	themselves	-	a	new	proposal	of	the	name	of	 language	was	accepted	
and	officially	proclaimed	"Serbo-Croatian".	So,	it	happened	that	the	Muslims	(in	fact,	their	deputies	of	
that	time,	due	to	the	neglect,	revoked	their	language	or	more	precisely	-	sold	it,	not	realizing	that	they	
might	gained	at	present	in	the	economic	field	but,	regarding	a	longterm	perspective,	they	lost	on	the	
cultural	 field	 that	was	 far	more	 important	 for	 spiritual	 and	national	 development	of	 a	 nation	 (Ešić,	
2017).	The	issue	of	the	name	caused	interest	also	before	the	Austro-Hungarian	time,	that	proves	the	
engagement	 of	 Bartol	 Kašić	 and	 the	 Vatican.	 Perić	 Gavrančić	writes:	 „The	 question	 of	 language,	 in	
addition	to	the	issue	of	its	writing	form,	was	one	of	the	key	issues	for	Bosnian	Franciscan	literacy	and	
literature,	and	solving	this	question	was	a	matter	of	interest	in	the	areas	outside	of	Bosnia.	An	effort	
of	 the	 Vatican	 to	 create	 a	 unified	 literary	 language	 to	 cover	 the	 broader	 space	 is	 not	 insignificant;	
within	 this	 effort,	 very	 illustrative	 were	 the	 actions	 of	 the	 jezuit	 Bartol	 Kašić	 who,	 at	 the	 explicit	
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request	 of	 the	 Vatican,	 tried	 to	 compile	 the	 first	 normative	 grammar	 at	 the	 beginning	 of	 the	 17th	
century.	He	was	from	the	island	of	Pag	and	his	dialect	was	Chakavian.	Later	he	lived	in	Dubrovnik	and	
as	 a	 missionary	 came	 to	 Bosnia.	 In	 his	 "Roman	 Ritual"	 he	 recommended	 the	 so-called	 "Bosnian	
language"	for	the	literary	language	(Perić	Gavrančić	2016).		

Regarding	the	period	older	than	17th	century,	i.e.	Balkan	substratum,	Prof	Dr	Jahić	writes:	We	do	not	
have	to	look	for	any	other	example	then	the	names	of	rivers	and	places	of	Bosnia,	as	Drina,	or	Una,	or	
Neretva,	or	the	name	of	Romanija,	Vlašić,	in	order	to	get	into	the	Balkan	old	world	of	words.	In	fact,	
none	of	these	words	was	made	"behind	the	Carpathians",	from	where	the	Slavs	came,	but	they	were	
already	 in	 the	 Balkans	 and	 taken	 by	 the	 ancient	 population,	 most	 probably	 from	 Illyrians.	 These	
words,	mentioned	as	an	example,	are	characterized	by	a	great	old	age,	that	may	be	to	a	non-linguistic	
eye	hardly	 imaginable.	 These	 are	pre-Slavic	words,	 that	belong	 to	 the	 so-called	Balkan	 substratum,	
which	is	important	for	understanding	the	continuity	of	the	lexicon	of	the	South	Slavic	languages	in	the	
Balkans.	„Stone	Sleeper“	of	Mak	Dizdar	is	a	unique	piece	of	Bosniak	literature,	which	-	we	can	say	-	is	
also	a	unique	piece	of	"the	Bogomils	literature".	(...)	Its	lexicon	is	typical	of	the	Old	Bosnia,	and	goes	
even	 deeper	 into	 the	 past,	 that	 is	 the	Old	 South	 Slavs	 lexicon,	 and	 even	 further	 back	 through	 the	
layers	of	history,	 it	 is	 the	old	common	Slavic	 (brought	behind	 the	Carpathians)	pagan	 lexicon.	Since	
Dizdar's	 "Stone	 Sleeper"	 was	 written	 practically	 with	 no	 single	 ("classical")	 Turkish	 word,	 this	 fact	
alone	 confirms	 that	 Bosnian	 language	 would	 exist	 even	 without	 oriental	 lexicon	 (Jahić	 1999).	
Regarding	the	Turkish	period,	there	are	documents	confirming	the	Bosnian	„essentially	and	nominally	
developed	itself	in	the	parts	of	our	territory,	including	Sandžak,	parts	of	Montenegro	and	some	parts	
of	Kosovo.	In	that	language,	which	always	had	its	own	specifics,	the	charters	and	other	documents	of	
the	Bosnian	 rulers	and	masters	were	written.	At	 the	 time	of	Ottoman	rule,	 therefore,	 in	 the	 feudal	
system,	Bosnian	language	existed	both	as	a	name	and	as	a	language	and	was	one	of	the	languages	of	
the	Court.	Even	some	sultans	were	able	to	speak	or	write	in	Bosnian.	Not	to	mention	the	already	well-
known	and	 frequently	 used	data	 that	 in	 our	 country	 all	 four	 faiths	 used	 in	 speech	 and	writing	 this	
language,	considering	it	to	be	their	own	(Halilović	1999).	Regarding	the	Austro-Hungarian	authorities	
this	author	adds	 the	 information	on	Bosnian	as	a	 teaching	subject:	“In	schools,	 the	name	remained	
until	the	end	of	school	year	of	1909/1910.	By	then,	the	Bosnian	language	was	both	a	teaching	subject	
and	a	teaching	 language.	 In	early	1910/1911,	a	new	language	name	appears.	This	can	be	seen	from	
reliable	authentic	data	in	the	Memorial	Charter	of	the	High	School	in	Tuzla,	published	in	1974	on	the	
occasion	of	the	75th	anniversary	of	this	school.	This	change	did	not	come	by	itself.	There	were	openly	
and	controversially	 implicated	the	nationalist	 impulses	from	Belgrade	and	Zagreb.	 It	was	an	obvious	
political	discrimination	of	Bosniaks	and	Bosnian	language	(Halilović	1999).	

After	 the	 Austro-	 Hungarians,	 at	 the	 time	 of	 the	 Kingdom	 of	 Serbs,	 Croats	 and	 Slovenes	 (...)	 the	
language	 was	 called	 the	 Serbian-Croatian-Slovenian,	 which	 meant	 that	 all	 Yugoslavs	 made	 up	 one	
nation,	one	state	and	had	one	king-leader.	It	was	a	dictatorship,	without	any	democracy,	so	there	was	
no	mentioning	of	 the	Bosnian	 language,	nor	anyone	dared	 to	ask	 that	question.	At	 the	 time	of	 the	
National	Liberation	War	1941-1945	Bosniaks	fought	equally	with	other	nations	of	Yugoslavia	for	the	
liberation	 of	 the	 country	 from	 fascism.	 (...)	 After	 the	 liberation	 of	 the	 country,	 Bosniaks	 were	 not	
recognized	in	the	capacity	of	their	nationality,	but	they	had	to	choose	to	identify	as	Serbs	or	Croats,	
what	did	the	most	of	them.	Also,	in	that	time,	there	was	no	mentioning	of	the	Bosnian	language	at	all.	
However,	 regardless	 of	 the	 political	 circumstances	 and	 the	 shifts	 of	 certain	 regimes	 in	 BiH,	 the	
Bosnian	language	continued	to	survive,	especially	among	older	people,	and	also	among	some	writers,	
especially	Muslims,	who	used	it	in	their	literary	works,	either	partially	or	in	full.	Only	when	BiH,	as	an	
independent	and	sovereign	state	and	a	member	of	the	United	Nations,	was	recognized	in	the	world,	
the	Bosnian	language	was	reinaugurated,	both	substantively	and	nominally	(Halilović	1999).	

In	 the	 Introduction	 to	 the	 Dictionary	 of	 Bosnian	 Ortography,	 its	 author	 Prof.	 Dr	 Senahid	 Halilović,	
among	other	 things,	 explains:	 "In	 folk	 speeches,	 in	 the	 literary	 and	 the	 total	 activity	 of	 Bosniaks,	 a	
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continuous	 connection	 with	 the	 Slavic	 legacy	 from	 the	 earliest	 period	 has	 been	 preserved.	 The	
Bosnian	 language	 in	 its	 totality,	 therefore,	 has	 naturally	 evolved;	 the	 reasons	 why	 only	 today	 we	
approach	the	standardization	of	Bosnian	language	should	not	be	sought	in	the	language	itself	-	they	
are	of	a	social	nature".	We	would	add	to	this	citation	–	and	the	political	nature.	In	some	periods	of	our	
history	we	had	no	true	orientation,	not	only	in	the	national	sense	of	our	ethnos	but	also	in	the	sense	
of	the	survival	of	our	language	and	of	our	entire	culture	(Halilović	1999).		

Given	all	above,	it	is	not	hard	to	understand	the	following	statement	of	one	Bosnian	linguist,	who	said	
in	 the	 N1’s	 Special	 Program	 dedicated	 to	 the	 Declaration	 on	 common	 language	 that	 the	 Bosnian	
language	has	been	present	here	for	many	centuries	and	now	someone	comes	and	says	 let's	make	a	
deal	 that	 does	 not	 apply	 to	 you.	 The	 Serbo-Croatian	 was	 imposed	 on	 the	 Bosniaks.	 That	 was	
discrimination	 against	 the	 people.	 Also,	 the	 Serbo-Croatian	 language	 existed	 very	 short,	
approximately	70	years.	After	the	Agreement	from	Novi	Sad,	a	previous	arrangement	collapsed,	and	
even	before,	in	1965,	in	the	Literary	Language	was	written	the	text	“Nervousness”,	where	we	already	
dealt	with	the	questions:	if	we	speak	one	language	or	more	languages"	(Hodžić,	N1	2017).	The	same	
message	can	be	found	in	Slovo o bosanskom jeziku	(The	Word	on	Bosnian	Language)	by	Alija	Isaković,	
a	great	Bosnian	writer:	„If,	in	the	course	of	time,	the	national	languages	largely	differentiate	and	leave	
the	standard	agreed	on,	the	Bosnian	language	–	the	folk	and	the	literary	one	–	will	remain	what	it	was	
to	the	Bosnian	Muslims:	their	morality,	their	spirit	and	their	haven	(Isaković	1993).	

	

3. The EU, the contemporary language policy and the Bosnian language	

According	to	the	EU	website	„EU-28	and	candidate	countries“,	there	are	language	codes	for	Croatia	as	
the	member	state	and	 for	 languages	of	Montenegro,	Macedonia,	Albania,	Serbia	and	Turkey	as	 the	
candidate	countries.	There	is	no	language	nominated	for	BiH.	Given	the	nominations	of	Croatian	and	
Serbian	 language	 by	 neigbouring	 countries,	 what	 name	 can	 be	 expected	 to	 be	 nominated	 for	 BiH:	
none,	Serbo-Croatian,	Bosnian?		

Given	the	Universal	Declaration	on	Liguistic	Rights	from	1996,	in	addition	to	all	above	mentioned	on	
the	history	of	the	name	of	Bosnian	language,	the	relevant	articles	might	be:	

Article	 8:	 All	 language	 communities	 are	 entitled	 to	 have	 at	 their	 disposal	 whatever	 means	 are	
necessary	to	ensure	the	transmission	and	continuity	of	their	language.	

Article	 9:	 All	 language	 communities	 have	 the	 right	 to	 codify,	 standardize,	 preserve,	 develop	 and	
promote	their	linguistic	system,	without	induced	or	forced	interference.	

Article	10:	1.	All	language	communities	have	equal	rights.	2.	This	Declaration	considers	discrimination	
against	 language	 communities	 to	 be	 inadmissible,	whether	 it	 be	 based	 on	 their	 degree	 of	 political	
sovereignty,	 their	 situation	 defined	 in	 social,	 economic	 or	 other	 terms,	 the	 extent	 to	 which	 their	
languages	 have	 been	 codified,	 updated	 or	modernized,	 or	 on	 any	 other	 criterion.	 3.	 All	 necessary	
steps	must	be	taken	in	order	to	implement	this	principle	of	equality	and	to	render	it	effective.		

Article	 11:	 All	 language	 communities	 are	 entitled	 to	 have	 at	 their	 disposal	 whatever	 means	 of	
translation	 into	 and	 from	 other	 languages	 are	 needed	 to	 guarantee	 the	 exercise	 of	 the	 rights	
contained	in	this	Declaration	(Universal	Declaration	1996).	

Given	this	Declaration	and	the	currently	accepted	official	languages	in	the	EU,	it	might	be	interesting	
to	consider	the	following	case	as	a	partially	analogical	to	the	case	of	BiH.	In	2005	was	decided	for	the	
so-called	Spanish	co-official	 languages	–	Catalan,	Basque	and	Galician	–	 to	be	used	 in	 the	European	
institutions	 (Rufino,	 2005).	 Since	 Valencian	 language	 has	 not	 been	mentioned	 as	 one	 of	 co-official	
languages,	the	Valencian	people	put	an	effort	to	explain	the	case	of	their	language	and	to	demand	to	
be	 allowed	 them	 to	 exercise	 the	 rights	 in	 accordance	 with	 the	 Universal	 Declaration	 of	 Linguistic	
Rights.	 Their	whole	 explanation	 is	 available	 at	 http://www.valencian.org/comu/dretslling.pdf	 It	 is	 a	
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useful	 read,	given	 some	 reasons	 the	Valencians	 state	 in	 their	battle	 for	 the	 future	of	 the	Valencian	
language.	They	claim	that	“the	historical	pressure	of	Spanish	(or	Castilian)	replaced	the	Valencian	in	a	
lot	of	social	spheres,	especially	as	for	written	expressions.	So,	nowadays,	the	almost	equivalent	legal	
status	 of	 both	 languages,	 Valencian	 and	 Castilian,	 is	 misleading	 and	 pretends	 a	 non-existing	
bilingualism	 (Calpe	 Climent	 and	 Verdejo,	 2002).	 The	 text	 further	 presents	 arguments	 for	 further	
promotion	 of	 the	 Valencian,	 confirming	 again	 the	 importance	 of	 the	 name	 of	 the	 language	 to	 its	
native	speakers	and	importance	of	mutual	connection	(of	speakers	and	language)	for	identity.	

Regarding	 theoretical,	 i.e.	 legal,	 founding	 for	 language	 planning	 and	 language	 policy,	 which	 are	
interesting	topics	not	only	in	BiH	but	worldwide,	Prof.	Dr	Katnić-Bakaršić	points	out	that	it	would	be	
anachronistic	to	create	a	 language	policy	of	any	 language,	any	region	or	any	country	without	taking	
into	 consideration	a	number	of	 international	 charters,	 including	primarily	 the	European	Charter	 for	
Regional	 or	Minority	 Languages	 (Strassbourg,	 2.10.1992)	 or	 the	 Universal	 Declaration	 of	 Language	
Rights	 (Barcelona	1996).	 In	addition,	 therea	are	 the	UNESCO	Group	of	Experts'	Report,	entitled	The	
Language	Policy	for	the	World	of	the	21st	Century	(1993)	and	a	series	of	reports	from	seminars	at	the	
Center	for	Living	Languages	in	Graz.	The	aim	promoted	by	the	Council	of	Europe,	UNESCO,	and	above	
all,	 linguistic	 experts	 in	 language	 policy,	 is	 a	 plurilingual	 Europe,	 the	 preservation	 of	 regional	 and	
minority	 languages	 and	 the	 implementation	 of	 the	 linguistic	 rights	 of	 individuals	 and	 linguistic	
communities	(Katnić-Bakaršić	1999).	

Since	Bosniaks	strongly	advocate	the	name	of	their	language	to	be	Bosnian	(to	quote	Dr	Hodžić:	"My	
language	is	Bosnian,	and	that	language	was	the	victim	of	nationalisms.	Here	has	been	constantly	and	
dominantly	spoken	of	two	issues	-	about	language	and	nationalism,	and	it	has	been	said	that	language	
is	a	culprit	for	nationalism,	but,	we	were	not	killed	for	language"	(N1	2017);	since	Serbo-Croatian	was	
the	official	name	of	 language	 in	BiH	when	the	war	 in	1992	broke,	so	this	name	of	 language	did	not	
serve	as	panacea	for	nation/identity/language	issues;	since	throughout	the	world	there	are	countries	
(Spain,	Canada,	Switzerland,	Luxembourg,	etc.)	where	various	peoples/nations	keep	insisting	on	their	
languages	and	searching	 for	optimal	solutions	 for	 language	 issues	 (and	manage	to	 find	them);	since	
the	 Universal	 Declaration	 on	 Linguistic	 Rights	 strives	 to	 maximize	 the	 rights	 of	 every	 language	
community	 (and	 explains	 that	 under	 the	 linguistic	 community	 is	meant	 "any	 human	 society	 that	 is	
historically	 located	 in	 a	 particular	 territorial	 space,	 regardless	 of	 whether	 or	 not	 the	 space	 is	
recognized	 or	 not,	 which	 identified	 itself	 as	 a	 nation	 and	 has	 developed	 a	 common	 language	 as	 a	
natural	means	of	communication	and	cultural	cohesion	among	its	members"	(Declaration	1996);	since	
the	Bosnian	had	its	historical	development;	since	once	already	some	other	names	were	imposed;	etc.	
–	Bosniaks	should	not	be	forced	never	again	to	accept	any	other	name	for	their	language	except	the	
one	they	accept	by	themselves.							

	

Concluding Remarks 

In	 the	 text	 were	 given	 opinions	 of	 the	 linguists	 from	 the	 region,	 who	 agree	 or	 disagree	 with	 the	
Declaration	on	common	language	from	2017.	These	opinions	were	matched	with	the	language	cases	
from	other	 countries	 and	with	 the	 relevant	 European	documents.	 All	 for	 the	 reason	of	 providing	 a	
fairly	short	but	succint	presentation	on	the	parameters	of	the	issue	on	future	nominating		an	official	
language	of	BiH	to	the	EU.	As	the	candidate	country,	Serbia	has	already	nominated	Serbian,	Croatia	as	
the	member	state	has	the	Crotian	as	 its	offical	 languge.	Given	this	constellation,	and	with	regard	to	
the	 current	 development	 stirred	 by	 the	 Declaration	 on	 common	 language	 -	 although	 there	 is	 an	
accord	regarding	our	mutual	understanding	and,	in	line	with	it	 is	accepting	the	thesis	on	polycentric	
language	–	still,	nominating	the	language	of	BiH	as	Serbo-Croatian	or	in	any	other	way	but	Bosnian	is	
simply	wrong.		
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At	the	very	end,	last	paragraph	let	be	used	as	an	homage	to	the	great	linguist	and	writer	Alija	Isaković,	
who	wrote:	„Our	language	is	our	morals,	and	we	do	not	need	a	particular	effort	to	explain	the	term:	
Bosnian	 language.	Bosnian	 language	was	neither	created	within	Serbian	nor	Croatian	 language,	 it	 is	
not	 their	 derivative,	 but	 one	 of	 the	 objective	 peers.	 The	 Bosnian	 language	 had	 its	 own	 course	 of	
development	until	 the	beginning	of	 the	20th	 century,	when	 the	political	 circumstances	 changed	 its	
status“	(Isaković	1993).		

The	21st	century	is	the	high	time	this	status	to	be	properly	acknowledged.	
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Abstract 

The	present	 study	provides	 information	about	 the	existence	of	data	on	nasalized	vowels	 in	Spanish	
spoken	 in	 Boyaca,	 Colombia,	 in	 three	 phonological	 specific	 contexts:	 among	 two	 nasal	 consonants,	
preceding	 a	 nasal	 consonant	 and	 following	 a	 nasal	 consonant.	 It	 is	 possible	 because	 there	 is	 an	
acoustic–phonetic	 analysis	 in	 speech	 from	 interviews	of	13	participants	older	 than	40	years	of	 age,	
particularly,	 through	 comparisons	 on	 cepstral	 spectra	 and	 wideband	 spectrograms	 elaborated	 by	
Praat	 program	 (Boersma	 &	Weenink,	 2016),	 using	 parameters	 such	 as	 presence/absence	 of	 nasal	
zero(es),	 presence/abscence	of	 a	nasal	murmur	or	 first	 oral	 formant	 (F1)	with	 frequency	 rising	 and	
broader	bandwidth	(Hawkins	&	Stevens,	1985;	Harrington,	2010,	pp.	113-118).	Respect	to	phonotactic	
distribution	of	nasalized	vowels,	based	on	Donegan	and	Stampe	 (2008;	2009),	 it	 could	 identify	 that	
these	vowels	are	the	result	of	three	phonological	and	lenitive	processes	of	nasalization:	intrasyllabic	
progressive	nasalization,	intrasyllabic	regressive	nasalization	and	intersyllabic	regressive	nasalization.	
There	is	a	common	phonetic	motivation	to	those	processes:	the	slowness	in	the	movement	of	levator 
veli palatini	muscle,	which	 is	 difficult	 to	 control	 and	 its	 sluggish	 rise	 and	 fall	movements	 of	 velum,	
which	go	on	for	more	than	100	ms	(Björk,	1961;	Dalston	and	Seaver,	1990;	Bell-Berti,	1980;	1993;	Liss,	
1990).	

 

Keywords 

Nasalized	vowels,	acoustic	parameters,	phonological	processses,	levator veli palatini		
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1. Spanish spoken in Boyaca, Colombia 

Boyaca	 is	a	department	 located	at	 the	Andean	region	of	Colombia.	 Its	capital	city	 is	Tunja,	which	 is	
located	more	than	100	Km	to	Bogota	(Figure	1).	According	to	DANE	(2005),	Boyaca	has	a	population	
of	approximately	1,140,000	inhabitants.	Near	to	0.5%	of	population	is	considered	Indigenous,	1.4%	is	
considered	 Afro-Colombian,	 and	 98.1%,	 without	 concrete	 ethnical	 belonging.	 In	 this	 department,	
people	 speaks	 in	 three	 languages:	 Spanish,	 U’wa/Tunebo	 (Chibchan	 Family)	 and	 Embera	 (Choco	
Family).	

	

	
Figure 1.	Geographical	location	of	Boyaca	in	Colombia.	Source:	SGC	(2002).	

	

The	 Spanish	 spoken	 in	 Boyaca	 has	 been	 described	 as	 a	 variety	 which	 exposes	 the	 creation	 of	
denominal	verbs	such	as	tintiar	‘to	drink	coffee	without	milk	(tinto)’,	lujiar	‘to	get	luxury	things’,	etc.	
(Mora,	1971,	p.16).	This	variety	also	exhibits	number	disagreements	such	as	Los cultivos principales es 
(son) el maíz, la…	 ‘the	 main	 crops	 is	 (are)	 the	 corn,	 the…’	 (Mora,	 1998,	 p.229),	 and	 the	 plural	
conjugation	of	the	existential	verb	haber:	hubieron (hay)	siete…	‘there	are	seven…’,	me puse a pensar 
que habían (hay)	varios ‘I	would	think	that	there	are	some…’	(Ibídem).		

	

Respect	to	phonology,	Spanish	spoken	in	Boyaca	is	registered	as	one	of	the	varieties	which	closes	/e/	
phoneme	on	unstressed	syllables	 (Díaz,	2016):	nochi	 ‘night’,	tardis	 ‘afternoons’	 (Flórez,	1963;	Mora,	
1971,	 pp.	 1-2).	Moreover,	 it	 shows	 aspirated	 plosives,	 affricates	 and	 fricatives:	 resulthao	 ‘result’,	el 
phalithu	 ‘the	 stick’	 (Rodríguez	 de	 Montes,	 1972,	 pp.	 584-585),	 pertshonería	 ‘legal	 capacity’	 (Díaz,	
2017a,	p.132),	tonshi	‘then’	(Díaz,	2017b,	p.	161).	

	

2. Types of phonological processes according to function 

In	Natural	Phonology	theory	 (Donegan	&	Stampe,	1979;	2009;	Donegan	&	Nathan,	2015),	 there	are	
three	 types	 of	 phonological	 processes	 according	 to	 function:	 prosodic	 processes,	 which	 project	
segmental/timbric	 material	 on	 melodical	 and	 rhythmical	 structures,	 fortitive	 processes,	 which	
optimize	 phonetic	 properties	 of	 individual	 sounds,	 and	 lenitive	 processes,	 which	 make	 easier	 to	
pronounce	sound	sequences.	

	

Syllabifications	 (e.g.	 the	 Spanish	 term	 /bideo/	 ‘video’	 could	 be	 realized	 as	 [bi.ˈð̞e.o],	 with	 three	
syllables,	 or	 [ˈbi.ð̞i̯o ],	 with	 teo),	 stress	 and	 tone	 assignments	 (e.g.	 the	 demonym	 /santandeɾeano/	
‘people	 from	 Santander,	 Colombia’	 could	 be	 pronounced	 as	 [san.tan.de.ɾe.ˈa.no],	 which	 stress	 is	
assigned	to	V	syllable,	or	[san.tan.de.ˈɾia̯.no],	which	stress	is	assigned	to	CVV	syllable)	are	cases		of	the	
first	type	of	processes.	
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Dissimilations	 (e.g. /fasta/	 →	 [faxta]	 ‘cat’	 in	 an	 invented	 language),	 context-free	 ingressive	
develarization	(e.g.	 invented	A	language	has	/p	t	k	b	d	g	s	z	m	n/,	there	are	no	clicks	as	phonemes),	
insertions	 (e.g.	 invented	B	 language	got	 [stef]	 ‘bear’	 as	 a	 loanword	 from	 invented	A	 language.	 This	
lexical	 item	 changes	 to	 [estef]	 ‘bear’	 as	 a	 product	 of	 prothesis	 in	 the	 receptor	 language),	 among	
others,	are	cases	of	the	second	type	of	processes.	

	

Assimilations	 (e.g. /zaxta/	→	 [zasta]	 ‘cat’	 in	 an	 invented	 language),	 weakenings	 (e.g.	 invented	 A	
language	has	/beta/→[beɹa]	‘stick’),	elisions	(e.g.	invented	B	language	got	[cavda]	‘lion’	as	a	loanword	
from	 invented	A	 language.	This	 lexical	 item	changes	 to	 [cava]	 ‘lion’	as	a	product	of	prothesis	 in	 the	
receptor	language),	among	others,	are	cases	of	the	third	type	of	processes.	

	

3. Nasalization 

This	is	a	contextual	phonological	process	(or	morphophonological	rule)	which	expands	the	property	of	
[nasal]	 feature	 so	 that	 constitutes	 a	 sound	 sequence	with	 nasals	 and/or	 nasalized	 sounds	 (Asante,	
2012;	Syed,	2012;	Nathan,	2009).	 	For	 instance,	 in	Brazilian	Portuguese	 (Guimarães	&	Nevins,	2012,	
pp.	 130-131),	 there	 are	 sequences	 of	 nasalized	 vowel	 and	 nasals.	 The	 vowel	 obtained	 this	 [nasal]	
property	due	to	the	regressive	heterosyllabic	nasalization	exposed	in	(1).	

	

(1)	 a)		 /banɐna/	 →		 [ba.nɐ.̃na]	 ‘banana’	

	 b)	 /aɾɐɲa/	 →	 [a.ɾɐ̃ .ɲa]	 ‘spider’	

	 c)	 /powtɾonɐ/	 →	 [pow.tɾõ.nɐ]	 ‘high-backed	chair’	

	

Warao	(Osborn,	1966,	pp.	111-112)	exposes	a	case	of	progressive	heterosyllabic	nasalization,	which	
result	is	metrical	feet,	even	phonological	word	completely	nasalized,	as	illustrates	in	(2).	

(2)	 a)		 /naote/	 →		 [nã.õ.te]	 ‘he/she/it	will	come’	

	 b)	 /mojo/	 →	 [mõ .ȷ ̃õ] 	 ‘cormoran	(bird	sp.)’	

	 c)	 /inawaha/	 →	 [i.nã.w̃ã.h)ã ] 	 ‘summer’	

	

Kubeo	 (Berrío,	 1982;	 Ferguson	 et al.,	 2000;	 Chacon,	 2012.	 Cited	 in	 Díaz,	 2013)	 presents	 a	 case	 of	
morphophonological	 nasalization.	 On	 (3a),	 it	 reports	 a	 nasalization	 from	 root	 to	 nasalizable	
morphemes	{-i}	‘stative’	and	{-je}	‘nominalizer’.	However,	on	(3b)	there	is	no	nasalization	from	root	to	
grammatical	morpheme	because	there	are	morphemes	which	block	the	spreading	of	this	property,	as	
{-wa}	‘plural’	

(3)	 a)		 /~ube-i-je/	 →		 [ũmẽĩɲẽ]	 ‘breathing’	

	 	 breathe-ST-NOM	 	 	 	

	 b)	 /~poe-wa/	 →	 [põẽwa]	 ‘persons,	people’	

	 	 Person-PL	  	 	

	

4. Methodology 

This	document	 is	based	on	the	data	obtained	from	Díaz	 (2017a).	 It	 is	 the	product	of	different	semi-
structured	interviews	applied	to	13	participants	with	age	is	more	than	40	years	old,	living	20	or	more	
of	 these	 in	 one	 town	 of	 Boyaca.	 All	 of	 them	 are	 monolingual	 in	 Spanish.	 The	 questions	 are	 the	
following:	

	

-What’s	the	history	of	the	place	where	you	live?	

-How	are	the	traditional	festivities	of	the	town?	
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-What	are	the	traditional	dishes	of	the	town?	

-Could	you	tell	me	about	a	special	experience	that	you	live	in	town?	

	

The	 answers	 obtained	 with	 each	 participant	 are	 segmented	 through	 Praat	 (Boersma	 &	 Weenink,	
2016),	 transcribed	 using	 IPA	 notation	 (1999)	 and	 registered	 on	 different	 tables.	 The	 criteria	 for	
stablishing	a	vowel	as	nasalized	or	not	are:	presence/absence	of	nasal	zero(es),	presence/abscence	of	
a	nasal	murmur	or	first	oral	formant	(F1)	with	frequency	rising	and	broader	bandwidth	(Hawkins	and	
Stevens,	1985;	Harrington,	2010,	pp.	113-118).	

	

5. Results 

There	are	268	cases	of	nasalized	vowels	reported	in	320	sound	files	(Díaz,	2017a).	For	illustrating	the	
presence	of	nasalized	vowels	in	acoustic	terms,	the	figure	2	exposes	two	samples	of	the	term	/ruana/	
‘ruana,	Colombian	poncho’	said	by	a	female	participant.	While	red	square	reveals	high	amplitude	and	
some	regular	pulses	in	the	(a)	waveform,	(b)	marks	lower	amplitude	and	less	regular	oscillations.	The	
spectrogram	in	(a)	bear	the	third	formant	(F3),	which	is	pointed	out	in	blue	square,	whereas	there	is	
an	antiformant,	represented	as	a	white	zone	in	(b).	

	

	
Figure 2.	 	 Waveforms	 and	 spectrograms	 of	 two	 samples	 of	 the	 term	 /ruana/	 ‘ruana,	 Colombian	
poncho’	said	by	a	female	participant.	

	

The	figure	3	presents	a	detailed	comparison	of	two	spectra	between	the	nasalized	[ã]	(red	line)	and	
the	oral	 [a]	 (black	 line).	The	point	1	 indicates	 the	 first	oral	 formant	 (F1).	Meanwhile	 the	F1	of	 [a]	 is	
near	 to	550Hz,	 the	F1	of	 [ã]	 is	70Hz	 larger.	 The	point	2	marks	 the	presence	of	nasal	pole	 less	 than	
1000Hz,	 present	 in	 the	 nasalized	 vowel	 but	 absent	 in	 other	 side.	 Finally,	 point	 3	 tags	 second	 oral	
formant	(F2)	in	[a],	but	is	an	antiformant	in	[ã].	
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Figure 3.		Comparison	of	two	spectra	of	[a]	and	[ã]	obtained	by	samples	of	/ruana/	produced	a	female	
participant.	

	

The	 figure	 4	 exposes	 the	 percentages	 of	 the	 phonetic	 realization	 of	 nasalized	 vowels	 according	 to	
different	contexts:	after	a	nasal	 in	 the	same	syllable	 (a),	among	two	nasals	 in	 the	same	syllable	 (b),	
between	 a	 nasal	 in	 one	 syllable	 and	 another	 nasal	 in	 the	 next	 (c),	 preceding	 a	 nasal	 in	 the	 same	
syllable	(d)	and	preceding	a	nasal	in	the	next	syllable	(e).				

	

	
Figure 4.		Percentages	of	nasalized	vowels	according	to	context	

	

In	the	corpus,	nasalized	vowels	appear	most	frequently	 in	the	context	 (a):	after	a	nasal	 in	the	same	
syllable.	Examples	of	these	data	are	exposed	in	(4):		

	

(4)	 a)		 /sekemo/	 →		 [se.ke.ˈmõ]	 ‘he/she/it	burns	him/her/itself’	

	 b)	 /enesapaɾte/	 →	 [ˈnẽ.za.ˈpaɾt]	 ‘in	this	place’	

	 c)	 /seɲoɾ/	 →	 [ɦe.ˈɲõɾ]	 ‘Mr.,	Sir’	

 

The	second	most	frequently	context	of	realization	of	nasalized	vowels	is	(d):	preceding	a	nasal	in	the	
same	syllable.	Examples	of	these	data	are	visible	in	(5):		
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(5)	 a)		 /kompɾomiso/	 →		 [kõm.poɾo.ˈmis]	 ‘commitment’	

	 b)	 /loasenkada/	 →	 [l̍u̯ a. ɦẽŋ.ˈka.a]	 ‘he/she	does	it	every…’	

	 c)	 /antes/	 →	 [ˈãn.tes]	 ‘before’	

	

The	 third	most	 frequently	 context	 of	 realization	 of	 nasalized	 vowels	 is	 (c):	 between	 a	 nasal	 in	 one	
syllable	and	another	nasal	in	the	next.	Examples	of	these	data	are	showing	in	(6):		

	

(6)	 a)		 /maneɾasdepɾepaɾaɾ/	 →		 [mã.ˈnẽ.ɾaz. ð̞ e. p ɾe.pa.ˈɾaɾ]	 ‘ways	of	preparing…’	

	 b)	 /momento/	 →	 [mõ.ˈmẽn.to]	 ‘moment’	

	 c)	 /minifundio/	 →	 [mĩ.nĩ.̍fun.di ̯o] 	 ‘smallholding’	

	

The	fourth	most	frequently	context	of	realization	of	nasalized	vowels	is	(b):	among	two	nasals	in	the	
same	syllable.	Examples	of	these	data	are	bare	in	(7):		

	

(7)	 a)		 /nombɾe/	 →		 [ˈnõm.bɾe]	 ‘name’	

	 b)	 /kɾisisimpɾesionante/	 →	 [ˈkiɾi.zi.sim.pəɾe.se.ˈnãn.te]	 ‘impressive	crisis’	

	 c)	 /nosalimentamos/	 →	 [nõ.sa.li.mẽn.t̍a.mo̤s] 	 ‘we	feed’	

	

The	 least	 frequently	 context	 of	 realization	 of	 nasalized	 vowels	 is	 (e):	 preceding	 a	 nasal	 in	 the	 next	
syllable.	Examples	of	these	data	are	revealed	in	(8):		

	

(8)	 a)		 /animales/	 →		 [ã.nĩ.ˈmã.le]	 ‘animals’	

	 b)	 /uno/	 →	 [ˈũ.no]	 ‘one’	

	

It	 could	 identify	 that	 these	 vowels	 are	 the	product	of	 three	phonological	 processes	of	nasalization:	
intrasyllabic	progressive	nasalization	 (IPN),	 related	to	 (a),	 intrasyllabic	regressive	nasalization	 (ISRN),	
related	 to	 (d),	 and	 intersyllabic	 regressive	 nasalization	 (ITRN),	 related	 to	 (e).	 (b)	 is	 the	 result	 of	
simultaneous	action	of	 IPN	and	 ITRN,	and	 (c)	 is	a	product	of	 the	combination	of	 IPN	and	 ISRN.	The	
figure	5	exhibits	the	percentages	of	nasalized	vowels	according	to	the	type	of	phonological	processes	
that	created	them.	
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Figure 5.	 	 Percentages	 of	 nasalized	 vowels	 according	 to	 the	 type	 of	 phonological	 processes	 that	
created	them	

	

The	processes	are	phonological	and	lenitive	due	to	diverse	factors.	First,	there	is	a	common	phonetic	
motivation:	the	slowness	in	the	movement	of	levator veli palatini	muscle,	which	is	not	easy	to	control	
and	 its	sluggish	rise	and	 fall	movements	of	velum,	which	go	on	 for	more	than	100	ms	 (Björk,	1961;	
Dalston	and	Seaver,	1990;	Bell-Berti,	1980;	1993;	Liss,	1990).	Figure	6	exposes	a	mid-sagittal	section	of	
muscles	which	take	part	on	soft	palate	and	uvula	movements,	standing	out	the	levator veli palatini.				

 

	
Figure 6.	Mid-sagittal	section	of	muscles	which	take	part	on	soft	palate	and	uvula	movements.	Source:	
Seikel	et al.	(2010,	p.	353)	

 

Second,	nasalizations	 in	Spanish	spoken	in	Boyaca	occur	 in	two	different	prosodic	domains:	syllable,	
as	 seen	 in	most	cases	of	 IPN,	or	metrical	 feet,	as	 illustrated	 in	 registers	of	 ITRN.	This	 situation	 isn’t	
exclusive	of	this	variety.	 	Donegan	&	Stampe	(2009,	pp.	2-3)	states	that	nasalization	in	English	could	
be	 extended	 from	 syllable	 to	 phonological	 word.	 Even	 Spanish	 spoken	 in	 Andalusia,	 Spain,	
nasalization	vary	in	application	(syllable,	metrical	feet	or	phonological	word),	as	it’s	registered	in	RAE	
(2011,	p.103).	
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Third,	the	application	of	processes	is	optional.	For	instance,	/ruana/	‘ruana,	Colombian	poncho’	could	
be	realized	with	nasalized	vowel	or	not	by	one	speaker,	as	illustrated	in	figures	3	and	4.	

	

Finally,	there	is	no	grammatical	or	lexical	condition	for	suppressing	the	nasalization.	IPN	could	operate	
on	verbs,	nouns	and	adverbs,	as	illustrated	in	table	1.	

	

Lexical  c lass Phonemic 
representation 

Phonetic  
representation 

Gloss 

Verb /tiene/ [t̍i̯ e. nẽ] ‘He/she/it has…’ 

Noun /otʃentaaɲos/ [o.ˈtʃe ̃n.ta.ɲo ̃s] ‘Eighty years old’ 

Adverb /no/ [nõ] ‘No’ 

Table 1.	Illustrations	of	IPN	cases.	

	

ISRN	could	be	active	on	adverbs,	adjectives,	articles	and	nouns,	as	exemplified	in	table	2.	

Lexical  c lass Phonemic 
representation 

Phonetic  representation Gloss 

Adverb	 /anteɾioɾmenteaki/	 [ãn.te.ɾi̯oɾ.m̍ẽn .t i̯ a.k̍i] 	 ‘Previously	here…’	

Adverb	 /donde/	 [ˈõn.de] 	 ‘Where’	

Adjective	 /otʃentaaɲos/	 [o.ˈtʃẽn.ta.ɲõs]	 ‘Eighty years old’	

Adjective	 /sanpedɾo/	 [sãm.ˈpe.dɾo]	 ‘St.	Peter’	

Article	 /unseɲoɾ/	 [ũn.se.ˈɲõɾ]	 ‘A	man’	

Noun	 /xente/	 [ˈɦẽn.te]	 ‘People’	

Table 2.	Illustrations	of	ISRN	cases.	

	

ITRN	could	be	active	on	nouns	and	verbs,	as	exemplified	in	table	3.	

	

Lexical  c lass Phonemic 
representation 

Phonetic  representation Gloss 

Noun	 /animales/	 [ã.nĩ.ˈmã.le]	 ‘Animals’	

Verb	 /enbiemelo/	 [em.ˈbi.e ̃.me.lo]	 ‘Send	it	to	me’	

Table 3.	Illustrations	of	ISRN	cases.	

	

6. Conclusions 

In	 Spanish	 spoken	 in	 Boyaca,	 Colombia,	 it	 finds	 nasalized	 vowels	 which	 are	 the	 result	 of	 three	
phonological	 and	 lenitive	 processes:	 intrasyllabic	 progressive	 nasalization	 (IPN),	 intrasyllabic	
regressive	nasalization	(ISRN)	and	intersyllabic	regressive	nasalization	(ITRN).	The	first	one	is	the	most	
frequently	found	according	to	data	obtained	from	Díaz	(2017a).	The	nasalized	vowels	aren’t	obtained	
from	 any	 morphophonological	 rule	 due	 to	 three	 reasons:	 the	 phonetic	 motivation	 of	 sound	
alternations	(relationship	with	control	problems	of	levator veli palatini),	the	variability	of	nasalization	
operation	on	different	prosodic	domains	and	the	independence	of	lexical	or	grammatical	contexts.	It’s	
necessary	 to	 advise	 that	 statistical	 data	 is	 exploratory,	 so	 that	 it	 requires	 experimental	 studies	 for	
going	into	detail	about	this	theme	on	this	variety.		
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Abstract 

The	present	paper	 analyzes	 linguistic	 attitudes	of	Hispanic	 speakers	 towards	 the	 Spanish	 spoken	 in	
Colombia.	 The	 data	 analyzed	 here	 comes	 from	 different	 studies	 (Rojas,	 2014;	 Flores,	 2014;	 among	
others),	 which	 are	 the	 result	 of	 the	 research	 project	 Linguistic	 identity	 and	 Attitudes	 in	 Spanish-
speaking	Latin	America	–	LIAS,	funded	by	The	Research	Council	of	Norway.	That	project	analyzes	8000	
surveys	(400	per	country)	applied	in	the	capital	city	of	20	Hispanic	countries:	Argentina,	Bolivia,	Chile,	
Colombia,	Costa	Rica,	Cuba,	Ecuador,	El	Salvador,	España,	Guatemala,	Honduras,	México,	Nicaragua,	
Panamá,	 Paraguay,	 Perú,	 Puerto	 Rico,	 Dominican	 Republic,	 Uruguay	 and	 Venezuela.	 The	 present	
paper	 includes	 a	 quantitative	 analysis	 focused	 on	 the	 emerging	 categories	 of	 correctness,	 unity,	
otherness,	 media,	 and	 associations	 between	 features	 and	 speakers.	 Also	 it	 includes	 a	 qualitative	
analysis	 focused	on	 the	 emerging	 categories	 of	 pronunciation,	 understanding,	 affection,	 politeness,	
education	and	culture,	identity	and	standard	variety.	

	

Keywords 

Linguistic	attitudes,	linguistic	otherness,	linguistic	unity,	linguistic	correctness,	media.		
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1. Introduction 

1.1 The best Spanish of the World in the so called "South American Athens": Colombia 

Sandoval	(2011	pp.	181-187)	reviews	arguments	that	support	the	idea	that	Colombian	people	speak	
the	 best	 Spanish	 of	 the	 world.	 Some	 of	 those	 arguments	 are	 the	 following:	 1)	 The	 Colombian	
Academy	of	 the	Spanish	Language	 (Academia	Colombiana	de	 la	Lengua)	was	 the	 first	established	 in	
America;	2)	the	cundiboyacense	variety	of	the	Colombian	Spanish	is	considered	neutral;	3)	Colombian	
people’s	 speech	 is	 understandable;	 4)	 Colombia	 has	 a	 long-standing	 tradition	 of	 linguistic	 and	
lexicographical	studies	in	Spanish	language.		

	

The	idea	around	the	world’s	best	Spanish	is	spoken	in	Colombia	evidences	a	positive	attitude	towards	
the	 speech	 of	 Bogota.	 This	 attitude	 emerged	 in	 the	 19th	 century	with	 the	 idea	 that	 Bogotá	was	 a	
cultured	city	with	citizens	appreciated	for	their	behaviors	and	values,	and	even	its	phenotype	(Melo,	
1992	 p.	 X).	 From	 an	 external	 view,	 people	 from	 Bogota	 were	 seen	 as	 educated	 and	 with	
communicative	 skills	 that	 evidenced	 and	 emphasized	 their	 intelligence	 and	 generosity	 (Cané,	 1968	
p.178).		

	

Such	linguistic,	cognitive	and	cultural	characteristics	were	creating	the	imaginary	that	would	label	the	
city	of	Bogotá	as	the	"South	American	Athens".	In	the	late	19th	and	early	20th	centuries,	Colombian	
politicians	 such	 as	 Miguel	 Antonio	 Caro,	 Rafael	 Núñez	 and	 Rafael	 Uribe	 Uribe,	 José	 Manuel	
Marroquín,	 among	 others,	 and	 scientists	 like	 Rufino	 José	 Cuervo,	 Ezequiel	 Uricoechea,	 José	María	
Vergara	and	Vergara,	etc.,	tried	to	consolidate	a	national	identity	based	on	the	use	of	a	"right	speech"	
by	citizens	(Deas,	1993	p.30).	

The	"right	speech"	was	implemented	as	a	grammatical,	lexicographic	and	phonetic	model,	being	part	
of	a	search	for	national	 identity,	based	on	the	maintenance	of	the	social	order	through	cultural	and	
literary	 traditions.	 The	 model	 of	 "right	 speech"	 was	 disseminated	 on	 education,	 guided	 by	
representatives	of	the	ruling	and	educated	social	classes.	

	

The	positive	attitudes	of	Spanish	speakers	from	Bogotá,	and	even	the	perception	of	their	own	speech	
as	a	linguistic	model,	come	from	the	19th	century	and	coincide	with	other	Spanish-American	realities	
in	which	this	perception	still	prevails	until	 today,	with	a	system	of	values,	beliefs	and	attitudes	that	
have	been	maintained	due	to	a	hegemonic	position	based	on	the	prestige,	political,	socio-economic	
and	 academic	 position	 of	 language	 theorists,	 as	 well	 as	 their	 impact	 on	 education,	 the	 press,	
government	and	language	institutions.	

	

The	idea	that	the	best	Spanish	in	the	world	is	spoken	in	Colombia	is	a	linguistic	attitude.	The	studies	of	
linguistic	attitudes	in	Colombia,	or	about	Colombia,	(according	to	Bernal	et al.,	2014),	are	divided	into	
two	groups:	firstly,	assessments	of	Colombian	speakers	regarding	variants	of	their	own	country;	and	
secondly,	linguistic	attitudes	in	contexts	of	bilingualism.	However,	there	is	no	research	that	focuses	on	
the	attitudes	of	Spanish-speaking	countries	 toward	Colombian	speech.	Some	research	projects	do	a	
comparative	 work	 of	 linguistic	 attitudes	 on	 several	 countries	 that	 include	 Colombia;	 for	 instance,	
Bentivoglio	 and	 Sedano	 (1999)	 deal	 with	 the	 attitudes	 of	 Caracas	 and	 Madrilenians	 toward	 their	
speech	and	the	dialects	of	Argentina,	the	Canaries,	Colombia,	Cuba	and	Mexico.	Moreover,	Alvar	and	
Quilis	(1984)	study	the	reactions	of	Cuban	speakers	to	different	varieties	of	Spanish,	and	Solé	(1992)	
takes	into	account	attitudes	towards	Iberian	and	American	Spanish.	
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Despite	 the	work	 that	has	been	done,	 there	 is	no	 research	 that	 identifies	attitudes	 toward	Spanish	
spoken	 in	Colombia,	which	 includes	 informants	 from	all	Spanish-speaking	countries,	 for	 this	 reason,	
this	present	paper	seeks	to	fill	this	gap.	

	

1.2. Attitudes 

Attitude	 is	 a	 concept	 emerged	 in	 the	 1940s	 from	 social	 psychology.	 In	 the	 1960s,	 it	 was	
conceptualized	in	the	field	of	sociolinguistics	and	involved	a	willingness	to	react	in	favor	of,	or	against,	
certain	 objects	 or	 persons	 (Sarnoff,	 1970	 p.279).	 Attitudes	 are	 structured	 into	 three	 dimensions	
(Rockeach,	 1968;	 Allport,	 1954):	 A	 cognitive	 component	 grounded	 on	 perceptions,	 beliefs	 and	
stereotypes;	an	affective	component	based	on	emotions	and	feelings;	and	a	conative	component	that	
represents	 the	 tendency	 to	 act	 in	 a	 certain	 way.	 Attitudes,	 as	 psychological	 constructs,	 cannot	 be	
directly	observed,	therefore	they	must	be	deduced	by	the	researcher	(Oppenheim,	1982	p.32).	They	
do	 not	 always	 lead	 to	 actions,	 so	 they	 cannot	 always	 predict	 events,	 which	 imply	 the	 difficulty	 of	
measuring	and	 setting	data	 classification	 criteria	 (Hernández	Campoy,	2004).	Attitudes	are	 learned,	
they	are	relatively	stable,	and	are	implicit.	They	refer	to	specific	linguistic	phenomena	or	to	linguistic	
systems	(Potter	&	Wetherell,	1987	p.45).	

Studies	 on	 linguistic	 attitudes	 allow	 to	 stablish	 central	 relations	 between	 language	 and	 society	
(Garrett,	 2001	 p.630),	 since	 attitudes	 are	 representations,	 ideas,	 concepts,	 opinions,	 feelings,	
sensations,	 perceptions	 that	 lead	 to	 judgments	 of	 some	 speakers	 about	 how	 other	 people	 speak	
(Garrett,	2001	p.630),	either	they	use	the	same	linguistic	variety,	a	different	one,	or	another	language.	
They	may	influence	the	way	a	 language	variety	user	 identifies	or	distances	himself	from	a	particular	
group.	 From	 this	 perspective,	 the	 study	 of	 linguistic	 attitudes	 can	 help	 to	 determine	 reasons	 why	
users	of	a	linguistic	variety	accept,	develop,	stimulate	or	reject	different	language	uses	or	speakers	in	
specific	situations.	

	

2. Methodology 

This	article	is	based	on	the	data	obtained	from	the	research	project	Linguistic	Identity	and	Attitudes	in	
Spanish-Speaking	Latin	America	(LIAS),	funded	by	the	Research	Council	of	Norway,	by	researchers	in	
the	 capitals	 of	 twenty	 Spanish-speaking	 countries:	 Argentina,	 Bolivia,	 Chile,	 Colombia,	 Costa	 Rica,	
Cuba,	Ecuador,	El	Salvador,	Spain,	Guatemala,	Honduras,	Mexico,	Nicaragua,	Panama,	Paraguay,	Peru,	
Puerto	Rico,	Dominican	Republic,	Uruguay	and	Venezuela.	

The	 information	was	 collected	 in	 direct	 conversation	with	 the	 informants.	 Initially,	 the	 information	
was	written	in	questionnaires,	composed	of	41	questions,	and	later,	it	was	organized	as	a	database	on	
the	Surveyxact	platform.	Answers	of	400	people	were	surveyed	for	each	capital.	

The	data	used	here	are	 taken	directly	 from	the	articles	 such	as	Rojas	 (2014);	Flores,	 (2014),	among	
others,	where	the	LIAS	results	are	published	for	each	one	of	the	capitals	surveyed.	

The	 criteria	 for	 determining	 the	 attitudes	 of	 Spanish-speaking	 countries	 toward	 Spanish	 spoken	 in	
Colombia	were	 classified	 according	 to	 the	 criteria	 of	 correctness,	 unity,	 otherness	 and	 associations	
related	to	questions	14,	17,	22	and	23	of	the	LIAS	questionnaire:	

	

-CORRECTNESS:	14.	In	your	opinion,	what	country	do	you	consider	the	place	where	Spanish	is	spoken	
more	correctly?	

-UNIT:	22.	If	we	all	had	to	speak	the	same	Spanish,	which	country	would	you	like	it	to	be?	

-OTHERNESS:	23.	If	I	had	to	change	the	accent	of	Spanish,	which	country	would	you	prefer?	

-MEDIA:	17.	What	national	variety	of	Spanish	would	you	like	to	see	on	TV	news?	
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With	this,	we	compare	the	responses	of	each	article;	nevertheless,	not	all	the	articles	published	the	
responses	of	their	informants	toward	the	countries	that	were	questioned.	In	this	sense,	quantitative	
results	are	presented	based	on	the	total	number	of	countries	that	appear	in	each	response.	

	

3. Analysis 

3.1. Correctness 

The	 linguistic	 correctness	 replies	 to	 a	 series	 of	 norms	 conventionalized	 by	 a	 community	 that	 are	
transmitted	in	order	to	make	a	social	regulation	of	communicative	exchanges.	Correctness	guidelines	
in	Spanish	come	from	norms	of	institutions	whose	mission	is	to	regulate	the	use	of	the	language	-e.g.,	
RAE	 (Real	 Academia	 Española)	 or	 Fundéu	 BBVA	 (Fundación	 del	 español	 urgente)-,	 from	 systems	 of	
Language	Planning	and	Policy	(LPP),	and	from	symbolical	community	systems	that	exhibit	values	such	
as	status,	prestige	or	solidarity,	among	others.	

	

The	correctness	norms	are	not	univocal,	but	rather	replies	to	differentiated	communicative	situations	
and	 circumstances	 determined	 by	 the	 features	 of	 speakers,	 such	 as	 age,	 social	 class,	 gender,	
geographical	origin,	and	membership	of	a	community	or	culture.	

	

In	addition,	Language	Planning	and	Policy	seek	a	standard	correctness,	trying	to	keep	one	system	to	
ensure	linguistic	unity,	and	delimit	the	uses	of	people	who	(want	to)	belong	to	a	community.	

	

The	norm	of	standard	correctness	is	based	on	criteria	such	as	origin,	historicity,	legitimacy,	authority,	
education,	prestige,	tradition,	belonging	to	a	culture,	 identity,	progress,	geographical	circumstances.	
It	is	justified	from	the	linguistic	criteria	linked	to	grammar,	phonology,	lexicon	and	spelling,	registered	
in	the	handbooks	of	RAE	and	the	Asociación	de	Academias	de	la	Lengua	Española	(ASALE).	

	

When	LPP	 is	 effective,	 the	 language	users	 internalize	 the	norm	and	 the	 criteria	of	 correctness,	 and	
they	lose	the	awareness	that	it	is	exogenous.	This	is	because,	for	generations,	it	has	been	transmitted	
and	begins	to	be	part	of	the	cultural	principles	that	have	circulated	through	the	school,	the	media	and	
the	family,	and	permeate	all	 social	systems.	Therefore,	speakers’	attitudes	are	shaped	and	oriented	
by	LPP,	which	stay	for	several	generations	of	speakers.	

	

The	standard	norm	offers	to	the	community	access	to	the	various	systems	of	society,	both	in	terms	of	
belonging	and	the	symbolic	configuration	of	identity,	and	it	also	enables	speaker	to	satisfy	their	rights	
and	needs	(Garrett,	2010	pp.13,	15),	therefore,	by	using	standard	norm	and	following	the	correctness	
criteria,	speakers	are	more	likely	to	obtain	jobs,	education	and	social	mobility.	By	contrast,	the	speech	
of	those	who	do	not	follow	the	standard	norm	is	judged	as	incorrect	and	consequently	stigmatized.	

	

On	average,	surveyed	informants	from	19	countries	showed	the	following	distribution	when	choosing	
the	country	where	the	most	corrected	Spanish	 is	spoken:	Spain	41%,	19%	chose	their	own	country,	
and	Colombia	was	selected	in	the	third	place	with	a	10%	across	informants.	
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Figure	1.		Correctness	attitudes	towards	Colombia,	Spain	and	their	own	country.		

	

It	 is	 remarkable	 to	note	 the	contrast	between	 the	perception	of	 speakers’	own	Spanish	variety	and	
the	Colombian	 variety.	 For	 instance,	 the	 countries	 that	 considered	Colombian	 variety	more	 correct	
than	 their	 own	one	 are:	 Paraguay,	 11.80%	 compared	 to	 13.50%;	 Puerto	Rico,	 11.30%	 compared	 to	
11.50%;	 Chile,	 9.50%	 versus	 6%;	 and	 Cuba,	 3,20	 versus	 8%.	 Meanwhile,	 13.50%	 of	 respondents	
considered	the	opposite,	that	their	dialect	is	more	correct	than	the	others.		

	

The	 countries	which	 consider	 that	 their	 variety	 is	more	 correct	 than	 the	other	 countries	 are:	 Spain	
(55.80%),	Venezuela	(42.80%),	and	Colombia	(39.80%).	

	

The	 countries	 that	 consider	 Spanish	 spoken	 in	 Spain	 is	 less	 correct	 than	 theirs	 one	 are:	 Colombia	
39,80%,	against	30,30%;	and	Venezuela	42,80%,	against	12,80%.	

	

Venezuela	was	the	only	country	besides	Colombia	that	considers	that	the	Spanish	of	Colombia	is	more	
correct	(26%)	than	the	one	from	Spain	(12.80%).	

	

The	countries	that	consider	that	the	speech	of	Spain	is	more	correct	than	theirs	are:	Bolivia,	42.80%	
compared	 to	 19%;	 Ecuador,	 39.20%	 versus	 14.90%;	 Peru,	 32.30%	 versus	 30.80%;	 Costa	 Rica,	 53%	
versus	16%;	Panama,	41.50%	versus	15.50%;	Mexico,	33.30%	compared	to	22.30%;	Honduras,	53.80%	
versus	8.80%;	Uruguay,	45%	versus	21.30%;	Guatemala,	47.50%	versus	14.20%;	El	Salvador,	66.30%	
compared	to	6.50%;	and	Nicaragua,	55.80%	compared	to	7.50%.	

	

The	 informants	gave	the	reason	why	they	selected	the	answer.	Based	on	such	responses,	emerging	
categories	 of	 description	 and	 analysis	 were	 identified:	 positive	 attitudes	 towards	 phonology,	
communication/understanding,	 aesthetic/affective,	 lexico-semantic,	 politeness/education/culture,	
forms	of	address,	identity,	standard;	and	also,	negative	attitudes.	

	

3.1.1. Positive Attitudes 

3.1.1.1. Phonology 

The	 informants	 of	 Spanish-speaking	 capitals	 consider	 that	 Colombian	 Spanish	 has	 a	 neutral	 accent,	
does	not	elide	phonemes	(such	as	/s/	or	/ɾ/),	and	they	liked	this	speech	because	is	quiet,	modulated,	
measured,	clear	and	fluid:	

Chile	



114 

	

Pronounce	all	the	letters	 Rojas,	2012	p.50;	2014	
p.148	They	pronounce	correctly	the	/s/	

They	modulate	

	

	

Cuba	

I	like	their	accent,	it	is	so	correct	 Sobrino	 et al.,	 2014	
p.353	They	pronounce	all	the	/s/	

They	talk	slowly	

	

Ecuador	

They	 have	 a	 nice	 accent,	 their	 expression	 and	 their	 pronunciation	 are	
"correct"	

Flores,	2014	p.444	

They	pronounce	the	/ɾ/	and	the	/ʎ/	better	

They	pronounce	all	the	letters	slowly	and	are	elegant	

	

Guatemala	

They	like	the	accent	 Acevedo	 &	 Quesada	
Pacheco,	2014	p.675	They	pronounce	the	words	well	

They	speak	very	fluently	

	

Mexico	

I	have	heard	how	they	speak,	and	they	did	not	speak	"singing"	 Morett,	2014	p.906	

I	feel	that	they	speak	very	measured	

	

Honduras	

They	have	a	pleasant	sound	 Hernández,	2014	p.761	

They	have	good	pronunciation	

They	are	educated	

I	like	the	accent	

They	talk	slow	

I	like	the	pitch	

	

Uruguay	

They	have	an	alleged	neutrality	in	the	pronunciation	 García,	2014	p.1382	

	

Dominican Republic	
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They	speak	with…clarity	with	a	neutral	accent	 Severino,	2014	p.1320	

	

Panama	

It	has	been	recognized	in	countless	occasions	as	the	variant	of	Spanish	that	
produces	delight	in	the	ear	

Tinoco,	2014	p.1034	

	

3.1.1.2. Communication / Understanding 

The	 informants	consider	 that	 the	speech	of	 the	Colombians	 is	understandable,	clear	and	precise,	 in	
addition	it	has	expressivity:	

Chile	

Understandable	 Rojas,	2012	p.50;	2014	
p.148	What	they	speak	is	understandable	

	

Cuba	

What	they	speak	is	understood	well	(clearly)		 Sobrino	 et al.,	 2014	
p.353	

	

Mexico	

I	feel	that	they	speak	very	measured,	very	precise	 Morett,	2014	p.906	

	

Dominican Republic	

The	Colombians	have	a	good	expression,	speak	with	precision	and	clarity.	 Severino,	2014	p.1320	

	

3.1.1.3. Aesthetic / Affective 

Informants	rate	Colombians'	speech	as	pretty	and	affectionate;	it	 is	also	considered	sweet,	cheerful,	
funny,	warm,	and,	in	some	cases,	sensual:	

Chile	

It	is	pretty	 Rojas,	2014	p.148	

It	is	happy	and	fun	 Rojas,	2014	p.159	

It	is	sensual	

It	is	sweet	

It	is	warm	

It	is	engaging	

It	is	relaxing	

It	is	loving	 Rojas	 &	 Avilés,	 2013	
p.111;	 Rojas,	 2014	
p.159	

Colombia	heads	 the	hierarchical	 list	of	preferences	based	on	 the	affective	
dimension	 and	 is	 the	 only	 country	 whose	 speech	 is	 considered	 very	

Rojas,	2014	p.166	
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pleasant	

	

Cuba	

Speak	funny,	speak	the	language	very	nicely	 Sobrino	 et al.,	 2014	
p.353	

	

Honduras	

It	sounds	pretty	 Hernández,	2014	p.761	

	

	

Spain	

Sounds	pretty	to	me	 Luijpen,	 2012	 p.44;	
Yraola,	2014	p.604	

	

Argentina	

The	respondents	said	that	these	varieties	are	"sweeter"	 Llull	 &Pinardi,	 2014	
p.54	

	

Costa Rica	

Affection	 Calvo	 &	 Castillo,	 2014	
p.271	

	

Panama	

The	perception	of	Colombian	speech	as	affectionate	 Tinoco,	2014	p.1054	

	

3.1.1.4. Lexical Semantics 

Informants	 highlight	 the	 richness	 of	 the	 vocabulary	 used	 by	 Colombians,	 they	 value	 the	 standard	
language.	In	Panama,	the	use	of	the	affective	diminutive	attributed	especially	to	Colombian	women	is	
appreciated:	

Chile	 	 	

They	have	a	lot	of	vocabulary	 Rojas,	2014	p.148	

They	have	few	idioms	

They	do	not	have	many	idioms,	pet	phrases,	or	scribbles	

	

Cuba	

They	say	the	words	as	they	are	 Sobrino	 et al.,	 2014	
p.353	They	conjugate	well	the	verbal	forms	

	

Dominican Republic	
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They	do	not	cripple	the	language	 Severino,	2014	p.1320	

	

Ecuador	 	 	

In	 the	 case	 of	 Colombia,	 the	 informants	 recognize	 the	 good	 educational	
lexicon	

Flores,	2014	p.453	

	

Panama	 	 	

Usually,	they	use	terms	in	diminutive	which	produces	an	affectionate	hue,	
specially,	from	women	

Tinoco,	2014	p.1051	

	

3.1.1.5. Politeness / Education / Culture 

The	speech	of	the	Colombians	is	perceived	to	the	informants	as	polite,	courteous,	respectful,	elegant,	
and	it	is	highlighted	that	they	do	not	use	"naughty	words":	

Chile	

Respect	 and	 politeness	 that	 the	 people	 perceives	 in	 Colombian	 speech,	
which	some	exemplify	through	the	use	of	"usted"	

Rojas,	2014	p.148	

They	do	not	use	naughty	words	

	

Cuba	

For	the	education	of	their	people	 Sobrino	 et al.,	 2014	
p.353	They	address	each	other	as	"usted",	and	that	gives	respect.	

They	are	more	serious,	use	"Don",	"Señor".		

They	are	not	naughty	

A	 certain	 sense	 of	 hierarchy,	 distinction	 and	 prestige	 towards	 the	
Colombian	modality	

Sobrino	 et al.,	 2014	
p.398	

	

Guatemala	

They	do	not	use	naughty	words	 Acevedo	 &	 Quesada	
Pacheco,	 2014	 pp.675-
676	

The	cultural	level	

	

Honduras	

They	are	educated	 Hernández,	2014	p.761	

They	are	elegant	

	

Costa Rica	

The	most	highly	valued	country	in	most	of	the	characteristics	was	Colombia,	
given	its	high	values	in	trust	in	the	treatment,	respect	

Calvo	 &	 Castillo,	 2014	
p.270-271	
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Ecuador	

In	the	case	of	Colombia,	the	informants	recognize	the	good	lexicon	due	to	
their	education	

Flores,	2014	p.453	

	

Mexico	

I	think	they	refer	in	a	very	loving,	sometimes	respectful	way	 Morett,	2014	p.923	

I	want	to	be	addressed	with	"usted"	

	

Venezuela	

Thus,	 the	 linguistic	 attitudes	of	 Caracas	 are	positive	 toward	Colombia,	 for	
affective	 beliefs,	 based	 on	 attributes	 of	 affection,	 humor	 and	 trust,	 and	
cognitive	beliefs,	based	on	technology,	elegance	and	respect	

Coello,	2014	p.1508	

	

Panama	

It	 is	 nice	 to	 listen	 to	people	who	 treat	 your	 interlocutor	 affectionately	 and	
kindly	

Tinoco,	2014	p.1051	

	

Nicaragua	

In	some	parts	of	Colombia,	people	also	use	"vos"	 Zamora,	2014	p.987	

	

3.1.1.6. Identity 

Informants	 enhance	 Colombian	 Spanish's	 similarity	 with	 their	 own	 in	 the	 accent,	 the	 lexicon,	 and	
perceive	 cultural,	 geographical	 and	 historical	 proximity,	 in	 some	 cases	 by	 migration	 of	 Colombian	
countries,	 factors	 that	 lead	 to	 an	 identification	 and	 a	 sense	 of	 belonging	 to	 the	 Colombian	 same	
dialectal	group:	

Chile	

One	of	the	participants	prefers	it	because	it	is	similar	to	Chilean	Spanish	 Rojas,	2014	p.159	

	

Cuba	

They	speak	identical	to	Cuba	 Sobrino	 et al.,	 2014	
p.353	They	speak	just	like	the	Santiago	people	

	

Ecuador	

They	speak	like	us	 Flores,	2014	p.444	

	

Panama	

Geographical	proximity,	similar	culture,	soap	operas	and,	in	addition,	for	the	
large	number	of	citizens	of	those	countries	residing	in	Panama	

Tinoco,	2014	p.1039	
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The	 historical	 circumstances	 undoubtedly	 bind	 us	 to	 this	 country,	 and	
although	we	have	different	accents,	the	words	are	often	the	same	

Tinoco,	2014	p.1041	

We	 have	 a	 daily	 coexistence	 with	 a	 large	 number	 of	 foreigners	 from	 that	
country	

Tinoco,	2014	p.1054	

	

Venezuela	

The	 positive	 attitude	 toward	 Colombia	 takes	 place	 in	 the	 affective	
recognition	of	the	internal	group	

Coello,	2014	p.1480	

	

Dominican Republic	

The	 proximity	 between	 the	 Dominican	 Republic	 and	 Colombia	 can	 be	 a	
relevant	factor,	since	many	words	are	shared	

Severino,	 2014	
pp.1333-1334	

Venezuela,	 Colombia	 y	 Cuba,	…These	nations	 share	with	 each	other	many	
religious,	 cultural,	 social	 and	 dialectical	 traditions,	 which	 favors	 the	
acceptability	towards	them	

 

3.1.1.7. Standard Spanish 

The	informants	consider	that	Colombian	Spanish	respects	the	standard	norm,	because	their	uses	are	
considered	"pure",	their	Spanish	is	"universal",	and	has	a	prestigious	and	recognized	literature.	These	
ideas	are	fostered	in	the	school	system	of	several	countries:	

Cuba	

This	is	the	one	that	dictates	the	language,	they	respect	enough	its	norm,	the	
rules	of	the	language	

Sobrino	 et al.,	 2014	
p.353	

	

Guatemala	

His	Spanish	is	the	purest	 Acevedo	 &	 Quesada	
Pacheco,	2014	p.675	

	

Mexico	

I	know	that	the	speech	there	is	a	little	better.	I	have	been	told	that	at	school	 Morett,	2014	p.885	

There	are	studies	that	prove	it.	It	can	be	admired	in	its	literature	

I	like	that	they	express	themselves	well	 Morett,	2014	p.906	

	

Venezuela	

The	 positive	 attitude	 towards	 Colombia	 takes	 place	 in	 the	 recognition	 of	
prestige,	due	to	its	social	convention	over	the	linguistic	norm	

Coello,	2014	p.1480	

	

Uruguay	

Being	the	possessors	of	a	"universal"	Spanish		 García,	2014	p.1382	
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3.1.1.8.  Mass Media 

The	mass	media,	 especially	with	 products	 such	 as	 soap	 operas,	 have	 been	 a	 central	 factor	 for	 the	
participants	in	the	survey	to	know	and	value	positively	the	variant	of	Colombian	Spanish:	

	

Guatemala	 	

It	 is	 known	 for	 its	 international	 prestige,	 which	 is	 manifested	 through	
publications	

Acevedo	 &	 Quesada	
Pacheco,	2014	p.675	

	

Nicaragua	

Some	of	these	informants	consider	that	Spanish	is	spoken	"more	correct"	[in	
mass	media]	because	of	the	taste	and	preference	for	television	programming	
in	these	countries,	which	 is	presented	on	national	and	 international	 (cable)	
channels.	

Zamora,	2014	p.972	

Colombia	 in	 relation	 to	 Nicaragua	 is	 not	 a	 distant	 country;	 Betty	 la	 fea;	
however,	the	element	that	most	contribute	to	shape	the	positive	attitude	is	
probably	 the	 influence	 of	 Colombian	 soap	 operas	 (Betty	 la	 fea;	 Café,	 con	
aroma	 de	 mujer;	 Pedro	 el	 escamoso;	 etc.)	 and	 TV	 series	 (El	 cartel	 de	 los	
sapos;	Sin	tetas	no	hay	paraíso;	etc.)	that	have	been	broadcast	on	the	local	
channels	 and	 that	 have	 had	 great	 acceptance	 among	 the	 Nicaraguan	
viewers.	

Zamora,	2014	p.993	

	

El Salvador	

There	is	such	a	lack	of	awareness	about	the	speech	of	South	America,	except	
in	countries	with	enough	production	of	television	programs.	These	countries	
have	obtained	very	good	citizen	perceptions,	as	for	example,	in	the	cases	of	
Argentina	and	Colombia.	

Rivera,	2014	p.548	

	

Honduras	

In	fact,	the	Spanish	spoken	in	Argentina,	Venezuela,	Chile	and	Colombia	has	
made	great	 influence	on	Honduras	 since	 June	28,	2009,	when	 the	country	
went	 into	a	political	 crisis.	 From	that	moment	on,	mass	media	 from	those	
countries	have	spread	all	over	our	land	

Hernández,	 2014	
p.781	

	

Dominican Republic	

Also	 in	 the	 Dominican	 Republic	 many	 TV	 programs	 from	 Colombia	 are	
transmitted.	 This	 could	 influence	 the	 preference	 of	 the	 people	 and	 their	
familiarity	with	 the	 language,	 since	 they	 interact	more	with	 the	 variety	 of	
the	Spanish	from	these	two	countries	

Severino,	 2014	
p.1333-1334	

	

Panama	

Due	to	the	imports	of	Colombian	and	Venezuelan	TV	productions,	especially	
soap	 operas,	 the	 listening	 to	 the	 way	 of	 speaking	 from	 the	 people	

Tinoco,	2014	p.1048	
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transmitting	these	programs	makes	them	quite	agreeable	to	ear.	

	

Argentina	

Another	 factor	 influencing	 the	 election	 is	 the	 relationship	with	 soap	opera	
characters	from	those	countries	that	have	broadcast	massively	in	Argentina	

Llull	 &	 Pinardi,	 2014	
p.54	

	

Cuba	

In	a	tour	for	our	research,	[Colombian	variety]	has	been	highly	accepted	and	
located	among	the	four	or	five	countries	that	habaneros	prefer	as	a	variant	
in	their	media,	as	well	as	the	second	"more	correct"	

Sobrino	 et al.,	 2014	
p.398	

	

3.1.2. Negative Attitudes 

Some	negative	attitudes	 toward	Colombian	Spanish	are	given	by	 the	use	of	 personal	pronouns	 like	
"usted"	 insofar	as	 it	 is	 stigmatized	by	 some	 informants.	 It	 is	 also	 criticized	 the	 idea	or	myth	 that	 in	
Colombia	people	speak	the	best	Spanish.	On	the	other	hand,	some	 informants	associate	Colombian	
people	with	the	violence,	drug	trafficking,	armed	and	social	conflicts	that	are	presented	in	their	soap	
operas:	

Mexico	

They	talk	weird,	I	have	seen	movies	and	they	use	"usted"	a	lot,	even	among	
young	people	

Morett,	2014	p.926	

They	address	as	usted,	even	in	couples	

Because	 they	 talk	 address	 each	 other	 as	usted,	 they	 feel	 that	 they	 do	 not	
know	each	other	

I	 do	 not	 know	 Colombia,	 but	 it	 has	 the	 reputation	 that	 they	 speak	 well,	
better	Spanish.	Actually,	it	is	a	rumor	

I	 do	 not	 know,	 but	 they	 say	 that	 in	 these	 two	 countries	 [Colombia	 and	
Venezuela]	they	speak	the	cleanest	Spanish,	but	I	do	not	know	

	

Panama	

In	the	case	of	Colombia,	we	have	a	daily	coexistence	with	a	large	number	of	
foreigners	 from	 that	 country	 and,	 in	 addition,	 the	 aggressive	 image	 that	 is	
seen	 through	 the	 soap	 operas	 where	 they	 show	 their	 reality	 (drug	
trafficking,	guerrillas,	etc.)	

Tinoco,	2014	p.1054	

A	 large	 number	 of	 Colombian	 soap	 operas,	 whose	 storyline	 is	 based	 on	
presenting	socio-economic	problems,	such	as	drug	and	human	trafficking	

Tinoco,	2014	pp.1034-
1035	

	

3.2. Unity and otherness 

At	 the	 end	 of	 the	 19th	 century	 and	 the	 beginning	 of	 the	 20th,	 before	 the	 separation	 of	 the	 last	
American	colonies	of	Spain,	 there	 is	a	cultural	 response;	 for	the	Spanish	 linguistics,	Menéndez	Pidal	
had	guided	a	process	that	would	extend	until	the	1960s,	a	period	where	the	linguistic	norm	would	be	
determined	from	a	cultured	norm	tutored	by	scientific,	academic	and	institutional	authorities	led	by	
the	 RAE,	 under	 the	 premise	 that	 the	 cultured	 language	 is	 the	 only	 one	 that	 allows	 communicative	
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mobility,	 and	 the	 language	 permanence	 through	 time	 and	 space,	 along	 with	 its	 values	 and	 the	
prestigious	traditions	of	the	Hispanic	community.	Later,	the	ideology	of	standard	Spanish,	in	the	last	
three	decades	of	the	20th	century,	would	be	based	on	the	idea	of	the	Spanish	as	a	language	of	culture	
with	its	tradition	and	its	glorious	and	historical	moments	of	great	prestige.	A	national	language	that	is	
oriented	towards	a	global	community,	broadly	universal	and	transnational.	

	

The	mobility	of	the	economy	and	the	rise	of	the	mass	media	have	made	possible	to	 identify,	mainly	
from	Spain,	 that	the	Spanish	 language	 is	a	privileged	vehicle	which	transports	culture,	 ideas,	people	
and	objects,	and	is	therefore	a	profitable	commercial	resource	projected	to	the	progress	of	the	great	
Spanish-speaking	 community,	 and	 the	 progress	 of	 the	 entire	 humanity,	 eliminating	 with	 this	 the	
concepts	of	physical	and	cultural	boundaries	(Del	Valle,	2007	pp.46,	52)	[...]	Speakers	are	united	by	a	
loyalty	 to	 a	 common	 standard	 of	 language,	 broad,	 democratic,	 anonymous	 and	 universal	 (Gal	 &	
Woolard,	2001	p.6).	

	

The	 search	 for	 unity	 in	 Spanish	 is	 framed	within	 the	 ideology	of	 Panhispanism	 that	 propagates	 the	
idea	of	cultural	and	linguistic	unity,	even	in	the	diversity	of	the	Spanish-speaking	world,	which	is	part	
of	the	ideology	for	the	standard	language.	There	is	a	possible	contradiction	between	unity,	democracy	
and	 universality,	 and	 the	 diversity	 of	 the	 Spanish.	 However,	 the	 RAE	 does	 not	 leave	 out	 the	
polycentric	reality	of	Spanish,	where	the	different	norms	are	recognized	and	legitimized	depending	on	
countries	 or	 regions,	 and	 solves	 the	 issue	 on	 the	 condition	 that	 the	 educated	 speakers,	 (i.e.,	 the	
subjects	of	standardization)	use	the	standard	norm	in	each	geographical	area	as	a	focus	for	linguistic	
norm	(Méndez,	2012	p.281).	

	

The	recognition	and	positive	appreciation	of	diversity	has	been	increasing	in	Latin	America,	according	
to	Moreno	(2011	p.9),	"The Multicultural State-Nation project promoted by contemporary societies is 
based on the recognition of diversity, differentiated rights and equality as a structural condition of 
community life".	 In	 this	 way,	 the	 discussion	 on	multiculturalism	 and	 the	 recognition	 of	 diversity	 is	
central	to	the	international	political	agenda	with	the	recognition	of	cultural	rights	as	human	rights,	in	
the	case	of	Latin	America,	they	have	been	included	in	the	constitutions	of	their	countries	(cf.	Harvey,	
1996).	UNESCO	adopted	in	2001	the	Universal	Declaration	on	Cultural	Diversity,	a	document	intended	
to	 complement	 the	Universal	Declaration	of	Human	Rights	with	 the	 emphasis	 on	 cultural	 diversity,	
tolerance,	respect,	understanding	and	international	cooperation.	

	

The	opening	to	diversity,	the	recognition	of	multiple,	adaptable	and	changing	identities,	depending	on	
circumstances	 and	 contexts,	 is	 part	 of	 the	 postmodern	 constitution	 of	 subjects,	 "whose identity is 
continuously shaped and changed in relation to the different ways of representing the cultural systems 
that surround them" (Morgenthaler,	2008	p.132).	

	

Diversity,	 with	 its	 multicultural,	 polycentric	 expression	 and	 its	 situational	 linguistic	 variation,	 is	 a	
reality	that	coexists	with	the	search	for	linguistic	unity	and	the	permanence	of	a	linguistic	standard	for	
Spanish	in	the	different	countries	where	it	is	spoken.	Taking	into	account	what	has	been	said,	we	will	
review	 the	 responses	 of	 Spanish	 informants	 from	 their	 points	 of	 view	 regarding	 the	 unity	 and	
linguistic	diversity,	and	the	position	of	Colombia	in	these	responses	(Tables	1	and	2).	
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On	 average,	 the	 informants	 from	 17	 surveyed	 countries	 chose	 Spain	 20.25%,	 Argentina	 8.33%,	
Colombia	 4.92%,	 and	 Mexico	 3.25%,	 among	 the	 first	 four	 places,	 as	 the	 country	 for	 the	 unity	 of	
Spanish.	

	

The	countries	where	 informants	more	highly	chose	Spain	were	Cuba	40,80%,	El	Salvador	35%,	Chile	
30.30%,	Honduras	27.20%,	and	Guatemala	26.60%.	Also,	the	countries	where	informants	more	highly	
chose	Argentina	were	 Spain	 20.50%,	Colombia	 20%,	Guatemala	 17.70%,	 El	 Salvador	 14%,	 and	Peru	
13.50%.	On	the	other	hand,	the	countries	that	chose	Colombia	were	Venezuela	21.30%,	Bolivia	9.30%,	
Paraguay	8.3%,	Guatemala	7.50%,	Puerto	Rico	7.30%,	and	Cuba	6.8%;	and	the	only	country	that	chose	
Colombia	as	first	option	was	Venezuela.	

	

4. Conclusions 

The	 answer	 of	 informants	 from	 19	 capital	 cities	 of	 Spanish	 speaking	 countries	 about	 the	 country	
where	 they	 consider	 that	 the	 most	 correct	 Spanish	 is	 spoken	 inclined	 for	 Spain	 41%,	 their	 own	
country	 19%	 and	 Colombia	 10%.	 The	 reasons	 given	 for	 the	 choice	 of	 Colombia	 respond	 to	
phonological	 criteria,	 such	 as:	 non-elision	 of	 sounds	 and	 a	 paused	 speech	 rate.	 In	 addition,	 it	 is	
considered	 that	 the	 variety	 is	 clear,	 understandable,	 precise,	 beautiful,	 affectionate,	 sweet,	 and	
happy,	 also	 Colombian	 speaking	 way	 was	 associated	 with	 education,	 courtesy	 and	 culture.	 Some	
informants	identify	themselves	with	the	speech,	culture	and	the	common	history	of	the	Colombians.	
One	of	the	knowledge-expansion	focuses	for	Colombian	Spanish	is	the	soap	operas	broadcast	on	TV	
channels	in	different	countries	where	Spanish	is	spoken.	Some	negative	attitudes	towards	Colombian	
speaking	 arise	 from	 the	 soap	 operas	 where	 political	 and	 social	 conflicts	 are	 shown,	 emphasizing	
violence	and	drug	trafficking.	

	

The	four	most	chosen	countries	by	LIAS's	 informants	regarding	the	criteria	of	correctness,	unity	and	
otherness	are:	Spain	33%,	Colombia	17%,	Argentina	6%	and	Mexico	3%.	The	highest	average	 in	 the	
three	 criteria	was	 obtained	 by	 Spain.	 Argentina	was	 in	 the	 second	 place	with	 unity	 and	 otherness;	
nevertheless,	Argentinian	variety	 is	not	considered	as	correct.	Contrastively,	Colombian	Spanish	was	
selected	as	the	second	most	correct,	but	is	still	below	Spain	and	Argentina	in	the	perception	of	unity	
and	otherness.	
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Figure 2.		Correctness,	unity	and	otherness	attitudes	towards	Spain,	Colombia,	Argentina	and	Mexico.	

	

We	 can	 see	 that	 the	 speech	 of	 the	 countries	more	 selected	 by	 the	 informants	 coincides	 with	 the	
standard	 radiating	 centers	 of	 the	 Spanish-American	 dialects	 proposed	 by	 authors	 such	 as	 Cahuzac	
(1990)	or	Quesada	(2014).	Therefore,	the	speech	of	Mexico	 is	preferred	for	the	zone	of	Mexico	and	
Central	America;	the	speech	of	Colombia	was	selected	for	the	zone	of	the	Andean	Region;	the	speech	
of	Argentina	stands	out	for	the	zone	of	the	Southern	Cone.	And	in	addition	to	this,	Spain	stands	out	in	
all	the	positive	attitudes	of	the	informants.	

	

Then,	it	was	observed	a	normative	polycentrism	of	Spanish,	since	the	informants	of	Spanish-speaking	
countries	accept	 the	diversity	of	 linguistic	norms,	other	 than	 their	 linguistic	 self-awareness	and	 the	
election	of	their	own	linguistic	variety	as	correct	with	a	19%.	

	

From	 the	 above,	 Spanish	 speakers	 considered	 that	 the	 best	 Spanish	 is	 from	 Spain,	 because	 it	 is	
considered	as	more	correct,	and	it	would	be	chosen	in	the	given	case	that	there	was	dialectal	unity,	or	
if	 it	 was	 necessary	 to	 change	 the	 linguistic	 variety.	 Colombia	 stands	 out	 due	 to	 the	 idea	 of	 that	
Colombian	people	speak	a	correct	Spanish,	and	this	variety	is	within	the	four	dialects	that	presented	
more	 positive	 attitudes.	 The	 reasons	 given	 by	 the	 informants	 regarding	 their	 choice	 for	 Spanish	
spoken	in	Spain,	Argentina	and	Mexico	would	still	remain	to	be	reviewed	in	further	analyses.	 

	

5. Bibliography 

Acevedo,	 A.	 and	 Quesada	 Pacheco,	 M.,	 2014.	 Actitudes	 lingüísticas	 en	 Guatemala:	 Creencias	 y	
actitudes	 lingüísticas	 respecto	 al	 español	 de	 los	 chapines	 capitalinos.	 In	 Chiquito,	 A.	 and	 Quesada	
Pacheco,	M.	(eds.).	pp.	637-714.	

Aguilar,	 M.,	 2014.	 Actitudes	 lingüísticas	 en	 Bolivia:	 Entre	 la	 fidelidad	 y	 la	 conciencia	 lingüística.	 In	
Chiquito,	A.	and	Quesada	Pacheco,	M.	(eds.).	pp.	63-121.	

Alvar,	M.	 and	Quilis,	 A.,	 1984.	 Reacciones	 de	 unos	 hablantes	 cubanos	 ante	 diversas	 variedades	 del	
español.	Lingüística española actual, 6(2).	pp.	229-265.	

Allport,	 G.,	 1954.	 The	 historical	 background	 of	 modern	 social	 psychology. In	 Lindzey,	 G.	 (ed.).	
Handbook of Social Psychology.	Cambridge,	MA:	Addison-Wesley.	pp.	3-56.	

Arias,	A.	2014.	Actitudes	lingüísticas	en	Perú.	Predominancia	del	castellano	de	la	costa	central	y	norte.	
In	Chiquito,	A.	and	Quesada	Pacheco,	M.	(eds.).	pp.	1185-1248.	

Bentivoglio,	 P.	 and	 Sedano,	 M.,	 1992.	 El	 español	 hablado	 en	 Venezuela.	 In	 Hernández,	 C.	 (ed.).	
Historia y presente del español	de	América.	Valladolid:	Junta	de	Castilla	y	León/	Pabecal.	pp.	775-801.	

Bernal,	 J.,	Munévar,	A.	and	Barajas,	C.,	2014.	Actitudes	 lingüísticas	en	Colombia.	 In	Chiquito,	A.	and	
Quesada	Pacheco,	M.	(eds.).	pp.	189-245.	



125 

	

Cahuzac,	P.,	1980.	La	división	del	español	de	América	en	zonas	dialectales.	Situación	etnolingüística	o	
semántico-dialectal.	Lingüística española actual, 2.	pp.	385-461.	

Calvo,	 A.	 and	 Castillo,	 J.,	 2014.	 Las	 actitudes	 lingüísticas	 en	 el	 español	 de	 San	 José,	 Costa	 Rica.	 In	
Chiquito,	A.	and	Quesada	Pacheco,	M.	(eds.).	pp.	246-289.	

Cané,	M.,	1968.	En viaje	(1881-1882).	Buenos	Aires:	Editorial	Universitaria	de	Buenos	Aires.	

Coello,	 H.,	 2014.	 Actitudes	 lingüísticas	 en	 Venezuela:	 Exploración	 de	 creencias	 hacia	 la	 variante	
nacional,	la	lengua	española	y	el	español	dialectal.	In	Chiquito,	A.	and	Quesada	Pacheco,	M.	(eds.).	pp.	
1407-1532.	

Chiquito,	 A.	 and	 Saldívar,	M.,	 2014.	 Actitudes	 lingüísticas	 en	 Paraguay.	 Identidad	 lingüística	 de	 los	
hablantes	de	lengua	materna	castellana	en	Asunción.	In	Chiquito,	A.	and	Quesada	Pacheco,	M.	(eds.).	
pp.	1065-1184.	

Chiquito,	 A.	 and	 Quesada	 Pacheco,	 M.	 (eds.),	 2014.	 Actitudes lingüísticas de los hispanohablantes 
hacia el idioma español y sus variantes	[Bells	5	(1)].	Bergen:	Universitetet	i	Bergen.	

Deas,	 M.,	 1993.	 Del poder y la gramática y otros ensayos sobre historia, política y literatura 
colombianas.	Bogotá:	Tercer	Mundo	Editores.	

Del	Valle,	J.	(ed.),	2007.	La lengua, ¿patria común? Ideas e ideologías del español.	Madrid/Frankfurt:	
Iberoamericana/Vervuert.	

Dyer,	 J.,	 2007.	 Language	 and	 identity.	 In	 Llamas,	 C.,	 Mullany,	 L.,	 and	 Stockwell,	 P.	 (eds.).	 The 
Routledge companion to sociolinguistics.	London:	Routledge.	pp.	101-108.	

Flores,	E.,	2014.	Actitudes	lingüísticas	en	Ecuador:	una	tradición	normativa	que	subsiste.	In	Chiquito,	
A.	and	Quesada	Pacheco,	M.	(eds.).	pp.	409-488.	

Gal,	S.	and	Woolard,	K.,	2001.	Constructing	 languages	and	publics:	Authority	and	 representation.	 In	
Languages and publics: The making of authority.	Manchester:	St.	Jerome	Publishing.	pp.	1-12.	

Garret,	P.,	2010.	Attitudes to Language.	Cambridge:	Cambridge	University	Press.	

García	 de	 los	 Santos,	 E.,	 2014.	 Actitudes	 lingüísticas	 en	 Uruguay.	 Tensiones	 entre	 la	 variedad	 y	 la	
identidad.	In	Chiquito,	A.	and	Quesada	Pacheco,	M.	(eds.).	pp.	1346-1406.	

Geeraerts,	D.,	2003.	Cultural	models	of	linguistic	standardization.	In	Dirven,	R.,	Frank,	R.	and	Pütz,	M.	
(eds.).	Cognitive models in language and thought. Ideology, metaphors and meanings.	Berlin:	Mouton	
de	Gruyter.	pp.	25-68.	

Giles,	H.,	1977.	Language, ethnicity and intergroup relations.	New	York:	Academic	Press.	

Harvey,	 E.,	 1996.	 Derechos	 de	 las	 minorías	 en	 Latinoamérica.	 Available	 at:	
<http://repositoriorecursos-download.educ.ar/repositorio/Download/file?file_id=444200d5-7a0b-
11e1-8374-ed15e3c494af>	[Accessed	30	April	2016]	

Helfich,	U.,	2008.	El	valor	de	 la	diversidad	en	 la	conciencia	 lingüística.	 In	Moreno	Sandoval,	A.	 (ed.).	
Actas del VIII Congreso de Lingüística	General.	Madrid:	Universidad	Autónoma	de	Madrid.	 pp.	 946-
964.	

Hernández	Campoy,	J.	M.,	2004.	El	fenómeno	de	las	actitudes	y	su	medición	en	sociolingüística.	Tonos 
digital: revista electrónica de estudios filológicos, 8.	pp.	29-56.	

Hernández,	H.,	2014.	Actitudes	lingüísticas	en	Honduras.	Un	estudio	sociolingüístico	sobre	el	español	
de	 Honduras	 frente	 al	 de	 otros	 países	 de	 habla	 hispana.	 In	 Chiquito,	 A.	 and	Quesada	 Pacheco,	M.	
(eds.).	pp.	715-792.	

Honey,	 J.,	1998.	Sociophonology.	 In	Coulmas,	F.	 (ed).	The Handbook of sociolinguistics.	New	 Jersey:	
Blackwell	Publishing.	pp.	92-106.	



126 

	

Labov,	W.,	1972.	Sociolinguistic patterns.	Philadelphia:	University	of	Pennsylvania	Press.	

Labov,	W.,	1990.	The	intersection	of	sex	and	social	class	in	the	course	of	linguistic	change.	Language 
Variation and Change, 2.	pp.	205-254.	

Lebsanft,	F.,	Mihatsch,	W.	and	Polzin-Haumann,	C.	(eds.),	2012.	El español, ¿desde las variedades a la 
lengua pluricéntrica?	Madrid/Frankfurt:	Iberoamericana/	Vervuert.	

Llull,	 G.	 and	 Pinardi,	 C.,	 2014.	 Actitudes	 lingüísticas	 en	Argentina.	 El	 español	 en	 Buenos	Aires:	Una	
aproximación	 a	 las	 representaciones	 de	 sus	 hablantes.	 In	 Chiquito,	 A.	 and	 Quesada	 Pacheco,	 M.	
(eds.).	pp.	1-62.	

López	García,	A.,	 2007.	 Ideologías	de	 la	 lengua	española:	 realidad	y	 ficción.	 In	Del	Valle,	 J.	 (ed.).	La 
lengua, ¿patria común? Ideas e ideologías del español.	Madrid/Frankfurt:	 Iberoamericana/Vervuert.	
pp.	143-162.	

Luijpen,	M.,	2012.	Actitudes lingüísticas hacia el habla de los inmigrantes latinoamericanos en Madrid.	
M.A.	Madrid:	Universiteit	Utrecht.	

Melo,	 J.,	 1992.	 Etnia,	 región	 y	 nación.	 El	 fluctuante	 discurso	 de	 la	 identidad.	 Predecir	 el	 pasado:	
ensayos	 de	 historia	 de	 Colombia.	 Bogotá:	 Fundación	 Lola	 y	 Simón	 Guberek.	 Available	 at:	
<http://www.jorgeorlandomelo.com/etnia_nacion.htm>	[Accessed	4	September	2015].		

Méndez,	E.,	2012.	Los	retos	de	la	codificación	normativa	del	español:	cómo	conciliar	los	conceptos	del	
español	pluricéntrico	y	español	panhispánico.	 In	 Lebsanft,	 F.,	Mihatsch,	W.	and	Polzin-Haumann,	C.	
(eds.).	 El español, ¿desde las variedades a la lengua pluricéntrica?.	 Madrid/Frankfurt.	
Iberoamericana/Vervuert.	pp.	231-312.	

Milroy,	 J.,	 2001.	 Language	 ideologies	 and	 the	 consequences	 of	 standardization.	 Journal of 
Sociolinguistics, 5(4).	pp.	530-555.	

Milroy,	L.,	1980.	Language and social networks.	Oxford:	Blackwell.	

Mojica	de	León,	C.	2014.	Una	mirada	hacia	las	actitudes	lingüísticas	en	Puerto	Rico.	In	Chiquito,	A.	and	
Quesada	Pacheco,	M.	(eds.).	pp.	1249-1315.	

Montes	Giraldo,	J.,	1995.	La	identidad	de	las	regiones	colombianas	reflejadas	en	la	lengua.	Estudios de 
literatura y cultura colombianas y de lingüística afro-hispánica. Coloquio Internacional de Estudios 
Colombianistas.	Frankfurt	am	Main.	pp.	89-102		

Moreno,	H.,	2011.	Derechos	diferenciados	y	Estado	multicultural	en	Colombia. Criterio libre jurídico, 
8(1).	pp.	9-25.	

Morett,	S.,	2014.	Actitudes	lingüísticas	en	México.	Entre	el	chovinismo	y	el	malinchismo.	In	Chiquito,	
A.	and	Quesada	Pacheco,	M.	(eds.).	pp.	793-933.	

Morgenthaler,	 L.,	 2008.	 Identidad y pluricentrismo lingüístico. Hablantes canarios frente a la 
estandarización.	Madrid/Frankfurt:	Iberoamericana/	Vervuert.	

Oppenheim,	B.,	1982.	An	exercise	in	attitude	measurement.	In	Breakwell,	G.	M.,	Foot,	H.	and	Gilmour,	
R.	(eds.).	Social psychology: A practical manual.	London:	Macmillan	Press.	pp.	38-57.	

Pöll,	 B.,	 2012.	 Situaciones	 pluricéntricas	 en	 comparación:	 el	 español	 frente	 a	 otras	 lenguas	
pluricéntricas.	 In	 Lebsanft,	 F.,	 Mihatsch,	 W.	 and	 Polzin-Haumann,	 C.	 (eds.).	 El español, ¿desde las 
variedades a la lengua pluricéntrica?.	Madrid/Frankfurt:	Iberoamericana/	Vervuert.	pp.	29-46.	

Potter,	J.	and	Wetherell,	M.,	1987.	Discourse and social psychology: Beyond attitudes and behaviour.	
London:	Sage.	

Quesada	Pacheco,	M.,	2014.	División	dialectal	del	español	de	América	según	sus	hablantes.	Análisis	
dialectológico	perceptual.	Boletín de filología, 49(2).	pp.257-309.	

Quesada	Pacheco,	M.,	2008.	El español de América.	Cartago:	Editorial	Tecnológica	de	Costa	Rica.	



127 

	

Rivera,	E.,	2014.	Actitudes	 lingüísticas	de	 los	hablantes	de	San	Salvador,	El	 Salvador.	 In	Chiquito,	A.	
and	Quesada	Pacheco,	M.	(eds.).	pp.	489-550.	

Rojas,	D.,	2012.	Corrección	idiomática	atribuida	al	español	de	los	países	hispanohablantes	por	sujetos	
de	Santiago	de	Chile.	Revista de Lingüística Teórica y Aplicada, 50 (2). pp.	39-62.	

Rojas,	D.,	2014.	Actitudes	lingüísticas	en	Santiago	de	Chile.	In	Chiquito,	A.	and	Quesada	Pacheco,	M.	
(eds.).	pp.	122-188.	

Rojas,	 D.	 and	 Avilés,	 T.,	 2012.	 Actitudes	 hacia	 dialectos	 del	 español	 usados	 por	 inmigrantes	 en	
Santiago	de	Chile.	Boletín de filología, 48(2).	pp.	97-117.	

Rokeach,	M.,	1968.	Beliefs, Attitudes and Values.	San	Francisco:	Jossey-Bass.	

Sandoval,	A.,	2011.	El	mejor	español	es	el	de	Colombia.	In	Montes	de	Oca	Sicilia,	M.	(comp.).	Mitos de 
la lengua. Reflexiones sobre el lenguaje y nosotros, sus hablantes.	 México:	 Lectorum/Otras	
Inquisiciones.	pp.	181-187.	

Sarnoff,	 I.,	 1970.	 Social	 attitudes	 and	 the	 resolution	 of	 motivational	 conflict.	 In	 Jahoda,	 M.	 and	
Warren,	N.	(eds.).	Attitudes.	Harmondsword:	Penguin.	pp.	279-284.	

Severino,	G.,	2014.	Actitudes	lingüísticas	en	República	Dominicana.	Conciencia	e	identidad	lingüísticas	
en	la	ciudad	de	Santo	Domingo.	In	Chiquito,	A.	and	Quesada	Pacheco,	M.	(eds.).	pp.	1316-1345.	

Sobrino,	R.,	Montero,	 L.	 and	Menéndez,	A.,	2014.	Actitudes	 lingüísticas	en	Cuba:	Cambios	positivos	
hacia	la	variante	nacional	de	lengua.	In	Chiquito,	A.	and	Quesada	Pacheco,	M.	(eds.).	pp.	290-408.	

Solé,	C.,	1992.	Actitudes	lingüísticas	del	bonaerense	culto.	In	Luna,	E.	(coord.).	Scripta Philologica: in 
honorem Juan M. Lope Blanch	(Vol. 2).	Ciudad	de	México:	UNAM.	pp.	773-822.	

Tinoco,	 T.,	 2014.	 Actitudes	 lingüísticas	 de	 Panamá.	 Incursión	 a	 la	 percepción	 sociolingüística	 y	 la	
valoración	de	 la	 lengua	por	 los	hispanohablantes	panameños.	 In	Chiquito,	A.	and	Quesada	Pacheco,	
M.	(eds.).	pp.	1011-1064.	

Yraola,	A.,	2014.	Actitudes	lingüísticas	en	España.	In	Chiquito,	A.	and	Quesada	Pacheco,	M.	(eds.).	pp.	
551-636.	

Zamora,	Z.,	2014.	Actitudes	lingüísticas	de	los	hablantes	de	Managua,	Nicaragua.	In	Chiquito,	A.	and	
Quesada	Pacheco,	M.	(eds.).	pp.	934-1010.		

 

	

	
	
  



128 

	

ATLAS LINGÜÍSTICO-ETNOGRÁFICO DE 
COLOMBIA GEOLINGUISTIC CORPUS 

		

JULIO ALEXANDER BERNAL CHÁVEZ, JOHNATAN ESTIVEN BONILLA, RUTH RUBIO, ANDREA LIZETH 
LLANOS CHÁVEZ, DANIEL EDUARDO BEJARANO BEJARANO 

		

Julio Alexander Bernal Chávez, Research Director, Instituto Caro y Cuervo; Johnatan Estiven Bonilla, 
researcher, Instituto Caro y Cuervo; Ruth Rubio, researcher, Instituto Caro y Cuervo; Andrea Lizeth 
Llanos Chávez, research assistant, Instituto Caro y Cuervo; Daniel Eduardo Bejarano Bejarano, 
research assistant, Instituto Caro y Cuervo. 

		

Abstract 

This	 paper	 describes	 the	 Atlas	 Lingüístico-Etnográfico	 de	 Colombia	 (ALEC)	 geolinguistic	 corpus.	 The	
ALEC	 corpus	 is	 composed	 of	 1523	 linguistic,	 ethnographic	 and	 mixed	 maps,	 more	 than	 16,000	
photographs	and	765	audio	sessions.	Twenty-three	researchers	collected	information	in	262	locations	
of	 Colombia	 between	 1956	 and	 1978,	 interviewing	 2234	 informants.	 Since	 2015	 Instituto	 Caro	 y	
Cuervo's	Corpus	and	Computational	Linguistics	research	line	has	been	working	on	the	digitization	of	
these	 files	 by	 means	 of	 structural	 and	 descriptive	 metadata,	 aiming	 to	 present	 a	 linguistic	
conservation	material	 to	 the	academic	community	 that	 can	be	 reviewed	with	different	quantitative	
and	 qualitative	 methods	 and	 at	 different	 language	 levels.	 Three	 Information	 Systems	 are	 being	
developed	 for	 the	 presentation	 of	 the	 ALEC	 corpus:	 an	 ALEC	 website	 (ALEC	 Web);	 a	 Geographic	
Information	System	of	the	ALEC	(ALEC	GIS);	and	the	Oral	Corpus	of	ALEC	(Website	CLICC)	
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1. Introduction 
	

Atlas	 Lingüístico-Etnográfico	 de	 Colombia	 (ALEC)	 Corpus	 is	 a	 project	 led	 by	 the	 Instituto	 Caro	 y	
Cuervo's	(ICC)	research	line	on	Corpus	and	Computational	Linguistics	in	Bogotá,	Colombia.	The	aim	of	
this	project	is	to	create	a	geolinguistic	and	oral	corpus	on	the	web	with	the	materials	collected	by	the	
ALEC	 researchers	between	1956	and	1978	at	262	 locations	across	 the	 country.	Building	 this	 corpus	
enables	 systematization,	 disclosing	 and	 exploiting	 the	 materials	 through	 the	 new	 instruments	 and	
platforms	developed.	

	

Linguistic	 atlases	 are	 long-term	 research	products	 that	 allow	 for	 the	 collection	of	 large	 amounts	of	
data	 in	 different	 locations	 across	 a	 territory.	 Dialectology	 and	 geolinguistics	 are	 the	 basis	 of	 their	
investigation	 processes.	 Dialectology	 is	 about	 language	 variation	 related	 to	 geographic	 (Montes,	
1993).	While	Coseriu	(1956)	defines	geolinguistics	as	a	comparative	and	dialectological	method	that	
allows	 the	 creation	of	maps	 from	 the	 linguistic	 information	of	 a	 specific	 territory.	 Traditionally,	 the	
researcher	 considered	work	 over	 once	 the	maps	 publishing	was	 done.	 That	 is	why	 several	 authors	
have	mentioned	 the	maginalization	 of	 the	materials	 produced	 on	 language	 geography	 (Fernández,	
2010).	 In	 this	 sense,	 one	 of	 the	main	 goals	 of	 this	 project	 is	 to	 facilitate	 the	 use	 and	 disclosure	 of	
geolinguistic	data	for	new	research	and	as	a	pedagogical	tool	for	teaching	Colombian	Spanish.	

	

Moreover,	the	use	of	technological	tools	and	the	possibility	of	storing	large	amounts	of	data	make	it	
easier	to	publish	information	that	was	previously	limited	to	printed	atlases.	As	García	Mouton	(2015)	
mentions	about	the	Atlas	Lingüístico	de	la	Península	Ibérica	(ALPI)	web	page	designs:	"the	tool	allows	
you	to	preserve	and	offer	everything	that	in	a	traditional	atlas	would	be	buried	in	a	note	and	not	even	
pass	to	the	margins	of	a	map."	

	

Data	 represented	 in	 atlases	 are	 usually	 homogeneous	 since	 researchers	 trained	 in	 the	 survey	
application	 obtained	 data	 through	 an	 identical	 questionnaire	 with	 informants	 with	 concrete	 and	
coincident	 profiles	 in	 sociolinguistic	 characteristics	 and	 locations	 that	 cover	 a	 specific	 territory	
(Fernández,	2010;	García	Mouton,	2015).	These	conditions	consolidate	atlas	materials	as	a	corpus,	as	
they	are	"a	collection	of	actually	occurring	 texts	 (either	 spoken	or	written),	 stored	and	accessed	by	
means	of	computers,	and	useful	for	investigating	language	use"	(Thornbury,	2006).	ALEC	materials	are	
a	collection	of	maps,	audios,	photographs,	and	images	gathered	through	surveys	applied	in	a	location	
network	in	Colombian	territory.	These	materials	work	as	a	model	of	Colombian	Spanish	from	1958	to	
1978.	 The	maps,	 photographs,	 and	 images	 from	 the	ALEC	were	 in	paper	 format	 and	 the	 audios	on	
open	reel	tapes.	Therefore,	it	has	been	necessary	to	carry	out	several	processes	for	the	transition	of	
these	 formats	 from	 analog	 to	 digital	 format.	 These	 procedures	 are	 crucial	 in	 the	 consolidation	 of	
materials	in	a	corpus,	since	nowadays	one	of	corpus	main	characteristic	is	the	possibility	of	managing	
the	data	electronically	on	the	web.	

	

Information	collected	in	 linguistic	atlases	has	as	a	central	axis	the	relation	of	samples	and	data	with	
their	spatial	location.	Thus,	the	territory	has	a	relation	to	the	corpus	data.	In	addition,	as	mentioned	
above,	linguistic	atlases	are	mainly	focused	on	the	diatopic	dimension,	as	they	are	constructed	based	
on	 geolinguistics	 methodology.	 As	 a	 result,	 we	 argue	 that	 geolinguistic	 corpora	 can	 be	 made	 of	
systematized	and	computerized	materials	of	linguistic	atlases.	Therefore,	we	named	our	corpus	"ALEC	
geolinguistic	corpus."	
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In	this	article,	we	will	start	by	describing	the	most	important	aspects	of	the	ALEC	research.	Secondly,	
we	will	present	the	geolinguistic	corpus	composed	of	 three	main	systems:	 the	spatial	database,	 the	
Geographic	Information	System	(GIS)	and	the	Web	Atlas.	Then	we	will	present	the	Oral	Corpus	of	the	
ALEC	 and	 its	 relation	with	 the	 geolinguistic	 corpus.	 Finally,	we	will	 discuss	 future	 perspectives	 and	
suggest	some	conclusions	about	our	work.	

	

2.  Atlas Lingüístico Etnográfico de Colombia (ALEC) 

 

ALEC	research's	objective	was	to	know	firsthand	the	main	characteristics	of	Colombian	Spanish.	Then	
it	sought	to	establish	differences	and	affinities	with	other	varieties	of	Spanish,	such	as	the	peninsular	
variant	and	its	relation	with	pre-Columbian	languages	(Buesa	Oliver	&	Flórez,	1954).	The	investigation	
began	with	a	pilot	test	in	1956	and	for	twenty-two	years	interviewers	visited	264	towns	belonging	to	
twenty-eight	 of	 the	 thirty-two	 departments	 of	 the	 country.	 A	 total	 of	 2234	 informants	 and	 23	
interviewers	participated.	Six	volumes	summarized	results,	and	each	is	50	x	35	cm.	They	gather	1696	
sheets,	 of	 which	 1523	 are	 linguistic,	 ethnographic	 or	mixed	maps.	 According	 to	 Flórez	 (1983),	 the	
linguistic	 maps	 register	 the	 names	 that	 informants	 gave	 to	 the	 questions	 in	 the	 surveys.	 The	
ethnographic	maps	show	the	areas	or	the	geographic	spread	of	"things"	or	objects	of	popular	material	
life.	As	a	complement,	ICC	published	an	alphabetical	index,	a	manual	with	additional	information	on	
the	locations,	informants	and	interviewers,	and	a	supplement	to	Volume	III	that	includes	spontaneous	
speech	 samples	 and	 two	 vinyl	 discs	 with	 games	 recordings	 and	 funeral	 songs	 from	 Caribbean	 and	
Pacific	Colombian	coasts.	

	

In	order	to	gather	information,	interviewers	made	direct	surveys	to	the	informants	based	on	a	2000-
item	linguistic	questionnaire	on	 lexical,	phonetic	and	morphosyntactic	 levels.	The	questionnaire	and	
the	volumes	are	divided	into	sixteen	semantic	fields	related	to	life	in	the	countryside	and	the	daily	life	
of	the	informants:	human	body,	clothing,	housing,	food,	family	and	life	cycle,	institutions	and	religious	
life,	 festivities	 and	 distractions,	 time	 and	 space,	 countryside--farming	 and	 vegetables,	 agriculture-
related	industries,	livestock	farming,	domestic	animals,	wild	animals,	occupations	and	jobs,	transport	
boats	and	fishing.	Furthermore,	there	were	questions	concerning	phonetic	and	grammatical	aspects,	
specifically,	 onomatopoeia,	 the	 variation	 of	 vowels	 and	 consonants	 in	 various	 word	 contexts	 and	
grammatical	 phenomena	 (Bonilla	 et	 al.,	 2017).	 Due	 to	 the	 ethnographic	 interest	 of	 the	 research,	
interviewers	 collected	 speech	 records,	 photographs,	 and	 objects	 in	 a	 non-systematic	way.	 Some	of	
these	were	published	in	the	supplement	as	games	and	funeral	songs	or	as	additional	material	of	the	
maps.	However,	ICC	filed	the	photographs	and	recording	sessions	for	future	researching.	

 

According	to	Flórez	(1983),	selected	informants	were	natives	from	the	location	or	had	lived	there	for	
most	 of	 their	 lives.	 A	 criterion	 was	 that	 informants	 were	 illiterate	 or	 had	 little	 school	 instruction.	
Regarding	age,	 there	was	a	preference	 for	adults	between	40	and	60	years	old.	After	 systematizing	
information	 contained	 in	 the	ALEC’s	Manual	 (Flórez,	 1983),	we	 found	 that	32.9%	of	 the	 informants	
were	women	and	67.1%	were	men.	Informants	were	between	the	ages	of	16	and	100,	distributed	as	
follows:	

	

Ages	 Informants	
percentage	

Ages	 Informants	
percentage	
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16	to	20	years	old	 0.45	 61	to	70	years	old	 14.80	

21	to	30	years	old	 5.42	 71	to	80	years	old	 6.95	

31	to	40	years	old	 18.64	 81	to	90	years	old	 0.99	

41	to	50	years	old	 28.02	 91	to	100	years	old	 0.50	

51	to	60	years	old	 24.10	 More	than	100	years	old	 0.09	

Table	1.	Age	ranges	of	ALEC	informants	

In	terms	of	academic	training,	21.5%	were	illiterate	and	over	70%	had	not	completed	primary	school.	
Most	worked	as	farmers	(32.7%),	domestic	work	and	house	makers	(27.9%),	livestock	farming	(3.9%),	
merchants	(3.8%),	carpenters	(2.6%)	and	fishers	(2.3%).	

Regarding	 the	 locations,	 although	 the	main	 criterion	was	geometric--that	 is,	 they	were	at	 relatively	
equal	 distances	 from	 each	 other	 and	 the	 largest	 possible	 proportion	 of	 the	 territory	 was	 covered	
(Flórez,	1983)--Colombian	geography	forced	the	interviewers	to	select	the	locations	as	the	fieldwork	
was	carried	out.	Sometimes,	taking	into	account	chronological	criteria,	 in	relation	to	the	time	of	the	
town's	 foundation;	 demographic,	 by	 the	 population	 numbers;	 or	 topological,	 climatic	 and	
socioeconomic	criteria,	looking	for	representation	of	geographic	and	cultural	biodiversity.	

3. Geolinguistic Corpus 

 

We	divide	into	three	phases	the	design	and	development	of	an	online	tool	that	allows	the	transit	of	
ALEC's	printed	data	for	subsequent	consultation	and	analysis.	The	first	phase	(2016)	consisted	in	the	
spatial	 database	modeling,	 based	on	 the	 linguistic	 atlas’	 particularities	 and	 the	 future	needs	of	 the	
project.	 Besides,	 we	 carried	 out	 the	 definition	 of	 the	 system	 requirements,	 possible	 users,	 and	
software	specifications.	It	is	important	to	point	out	that	we	decided	to	use	free	software.	We	digitized	
information	 contained	 in	 ALEC’s	Manual,	 Volume	 III,	 and	 the	 supplement	 in	 order	 to	 have	 enough	
data	 for	 testing	 and	 implementing	 the	 systems.	 In	 addition,	 the	 Biblioteca Nacional de Colombia	
scanned	printed	materials	in	high	resolution	in	order	to	extract	symbols,	images,	illustrations,	scores,	
and	texts.	

	

3.1. ALEC Spatial Database 

 

ALEC	 spatial	 database	 contains	 information	 on	 locations	 in	 terms	 of	 name,	 department,	 latitude,	
longitude,	 and	 year	 of	 foundation,	 height	 above	 sea	 level,	 population,	 economic	 activities,	 access	
roads,	survey	date,	comments,	and	website.	About	informants,	database	relates	the	name,	surname,	
age,	 sex,	 occupation,	 educational	 level,	 origin	 or	 place	 of	 birth,	 travels	 and	 parents	 and	 spouse's	
origin.	 Last,	 for	 interviewers,	 the	 database	 stores	 names,	 surnames,	 years	 working	 on	 the	 project,	
locations	where	the	interviewers	conducted	surveys	and	the	total	number	of	surveys.	

	

Initially,	 we	 designed	 spreadsheets	 for	 the	 linguistic	maps	 and	 used	 them	 for	 the	 spatial	 database	
modeling.	Nowadays	it	is	possible	to	upload	map	information	directly	to	the	spatial	database	through	
GIS	administration	 tools	 in	a	 similar	order.	On	 the	 first	 sheet,	we	 typed	 the	 information	concerning	
the	map	title,	scientific	name,	map	number,	sheet	number,	and	references	to	other	linguistic	atlases,	
the	semantic	field	and	the	name	of	 its	scanned	image	for	subsequent	 location	 in	the	server.	On	the	
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second	sheet,	we	assigned	an	identifier	number	to	each	variant	and	related	it	to	a	code	given	to	the	
symbol	that	represents	it	on	the	map.	It	is	important	to	distinguish	that	in	the	ALEC	some	variants	are	
mapped	and	some	are	not.	The	mapped	variants	display	a	symbol	on	the	map	to	indicate	the	place	of	
occurrence,	 while	 the	 unmapped	 variants	 (which	 are	 less	 frequent)	 have	 a	 unique	 code	 from	 the	
location	 that	 is	 placed	 to	 the	 left	 of	 the	 map	 (Figure	 1).	 The	 first	 letters	 of	 the	 name	 of	 the	
department	 and	 a	 number	 compose	 that	 location	 code.	 The	 third	 and	 fourth	 sheets	 linked	 the	
identifier	number	of	 the	mapped	or	unmapped	variant	 to	 the	 identifier	of	 the	 location.	 Finally,	 the	
fifth	page	 included	additional	 information	of	 the	map	 (audio,	 text,	 photography,	 illustration,	 score)	
assigning	 an	 identifier	 that	 was	 then	 geographically	 referenced	 in	 the	 sixth	 sheet	 linking	 it	 to	 the	
location.	
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Figure	1.	ALEC	scanned	map	-	Volume	III,	Sheet	280,	Map	265,	Cometa 
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We	reproduced	and	 implemented	the	spatial	database	model	 in	a	PostgreSQL	database	server	with	
digitized	information	of	the	Manual,	Volume	III,	and	supplement.	This	database	work	as	a	pilot	for	the	
two	systems	developed	during	the	second	stage:	First,	ALEC	GIS1	with	the	query	and	administration	
tools	 that	 allows	 advanced	 queries,	 edition	 and	 addition	 of	 information,	 information	 crossings	 and	
statistical	and	geospatial	analysis.	Second,	the	ALEC	Web2	that	allows	simple	queries	of	ALEC's	maps,	
information	 contained	 in	 the	manual	 regarding	 informants,	 locations	 and	 interviewers	 and,	 finally,	
access	to	a	limited	number	of	photographs	and	recordings	of	the	research.	

	

3.2. Geographic Information System (GIS) and Web Atlas 

 

The	second	phase	(2017)	consisted	of	the	design	and	programming	tasks	of	ALEC	GIS	and	ALEC	Web	
administration	 and	 user	 interfaces	 through	 the	 implementation	 of	 the	 map	 server	 based	 on	
GeoServer.	Geoserver	works	as	a	bridge	between	the	geographic	information	of	the	spatial	database	
and	the	user	interface.	The	map	server	uses	PostGIS	as	its	spatial	database	connected	to	PostgreSQL	
and	 allows	 the	 creation	 of	 geographic	 services	 in	 order	 to	 use	 them	 through	 the	web	 application,	
linking	the	final	user	with	the	information	of	the	GIS	and	the	Web	Atlas.	In	addition,	it	is	important	to	
highlight	that	the	geographic	services	fulfill	the	Open	Geographic	Consortium	standards.	

	

The	implemented	library	for	the	interactive	maps	in	both	ALEC	GIS	and	ALEC	Web	is	Leaflet	because,	
although	 it	 is	 light,	 it	has	all	 the	elements	that	we	need	to	represent	online	maps.	Leaflet	designing	
considers	 simplicity,	 performance,	 and	 usability,	 and	 it	 works	 efficiently	 with	 most	 desktop	 and	
mobile	 platforms.	 Also,	 Leaflet	 is	 a	 tool	 with	many	 add-ons	 and	 a	 user-friendly	 API,	 and	 it	 is	 well	
documented	and	has	a	simple	and	readable	source	code.	

	

Broadly	speaking,	ALEC	GIS	has	different	layers	of	access	and	we	designed	for	what	we	consider	to	be	
advanced	queries.	ALEC	GIS	user	interface	(Figure	2)	has	six	functions.	First,	one	named	"Seleccionar"	
(select)	 allows	 one	 to	 call	 up	 a	 linguistic,	 ethnographic	 or	mixed	map	 following	 any	 of	 the	 routes:	
Volume,	Semantic	Field,	Map,	or	typing	a	word	related	to	a	title	or	any	of	the	variants.	Once	the	user	
visualizes	a	map	or	variant,	he	or	she	gets	access	to	all	related	information	such	as	audio,	images	or	
text,	and	he	or	she	can	draw	a	point	on	the	specific	location	where	the	related	information	belongs.	In	
the	 same	menu,	 it	 is	 possible	 to	 consult	 the	 information	 related	 to	 interviewers,	 informants,	 and	
locations.	 The	 second	 functionality	 is	 named	 "Administrar	 capas"	 (layers	management),	where	 it	 is	
possible	to	call	up	multiple	maps,	variants,	informants,	interviewers	and/or	locations	and	add	them	to	
the	map	 according	 to	 the	 researcher’s	 needs.	 The	 third	 function,	 called	 "Exportar"	 (export),	 allows	
accessing	and	downloading	data	in	different	formats	(shapefile,	kml,	CSV),	which	can	be	implemented	
and	 analyzed	 on	 a	 desktop	 GIS	 or	 other	 spatial	 data	 management	 software.	 Fourth,	 we	 have	 the	
"queries"	(Consultas)	where	it	is	possible	to	make	crossings	in	database	information.	It	exceeds	mere	
representation	 on	 the	 map	 and	 makes	 it	 possible	 to	 use	 the	 metadata	 related	 to	 informants,	
locations,	interviewers,	and	maps	in	order	to	delimit	searches,	as	people	might	need	to	do.	Regarding	

																																																																				

	

	
1	http://alec.caroycuervo.gov.co/siglogin	
2	http://alec.caroycuervo.gov.co/atlasweb	



135 

	

the	 fifth	 function,	 "Análisis"	 (analysis	 tools),	 we	 have	 been	 implementing	 intersection,	 buffer	 and	
disjoint	tools	until	now.	Lastly,	we	have	the	administrator	function,	which	only	appears	when	the	user	
has	the	necessary	permissions.	It	enables	the	ALEC’s	spatial	database	management,	 i.e.	to	add,	edit,	
and	delete	maps	or	any	other	component.	

	

	

Figure	2.	ALEC	GIS	user	interface	-	Map	query	Niño (II)	
	

On	the	other	hand,	ALEC	Web	(Figure	3)	 is	a	simpler	 tool	completely	open	to	the	public.	Among	 its	
capacities,	 ALEC	 Web	 allows	 map	 consultation--choosing	 Volume,	 Semantic	 Field,	 and	 Map,	 and	
simple	 searches	 by	map	 and	word.	 Likewise,	 it	 is	 possible	 to	 access	map-related	 images,	 audio	 or	
texts.	 Information	 concerning	 interviewers,	 locations,	 and	 informants	 is	 consulted	 separately,	 each	
with	a	link	from	the	side	menu	panel.	Finally,	it	is	possible	to	access	a	limited	number	of	unpublished	
ALEC	items,	specifically	more	than	1000	photographs	from	the	photographic	registry	and	a	sample	of	
the	oral	corpus	with	a	simple	search	by	location	from	the	sound	registry.	
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Figure	3.	ALEC	Web	interface,	Map	query	Baraja Española 

	

The	last	phase	of	the	project	(2018-2019)	consists	of	the	evaluation	and	documentation	of	software	
developments	and	security	tests	for	online	publication.	In	addition,	we	are	doing	usability	tests	with	
external	users	to	optimize	the	systems.	Along	the	same	lines,	we	are	digitizing	and	uploading	to	the	
spatial	database	the	rest	of	the	ALEC	volumes	(I,	II,	IV,	V,	VI).	

	

4. Oral Corpus 

 

The	ALEC	oral	 corpus	 is	 composed	of	765	audio	 sessions.	Each	 session	 lasts	between	 two	and	 sixty	
minutes.	 As	 Buesa	 and	 Flórez	mentioned	 (1954),	 researchers	 used	 tape	 recorders	 to	 record,	 along	
with	 romances,	 lullabies,	 carols,	 and	 some	 other	 traditional	 songs,	 sounds	 to	 summon	 or	 to	 scare	
animals,	lexically	concrete	aspects	(such	as	the	coffee	harvesting	process),	conversations,	short	stories	



137 

	

and	local	tales	(p.	166).	In	this	way,	the	corpus	contains	audios	with	phonetic	surveys,	songs,	stories,	
folkloric	samples	and	interviews	related	to	the	ALEC's	semantic	fields.	The	informants	are	not	always	
the	same	ones	who	responded	to	 the	 linguistic	questionnaire.	There	are	1176	 informants,	normally	
men	and	women	from	36	to	55	years	of	age	with	a	few	years	of	primary	school	or	without	schooling.	

The	construction	of	the	ALEC’s	oral	corpus	began	in	2013	along	with	the	“Español Hablado en Bogotá”	
(EHB)	and	“Habla Culta de Bogotá”	oral	 corpora	 (HCB).	For	 its	creation,	we	have	developed	several	
processes:	

	
The	 first	 step	 (2013)	 was	 the	 conversion	 of	 the	 audio	 from	 open	 reel	 tapes	 to	 digital	 files.	 The	
“Fundación Patrimonio Fílmico Colombiano”	 digitized	 ALEC	 audios	 in	 .wav	 format	 with	 the	 same	
organization	 that	 they	 had	 before	 their	 digitization.	 That	 is	 to	 say,	 they	 are	 stored	 in	 boxes	 and	
marked	 according	 to	 the	 box	 number	 and	 the	 location	 where	 interviewers	 took	 the	 recording.	
Likewise,	we	made	back-up	copies	to	guarantee	the	conservation	and	facilitate	work	with	the	audio.	

	

The	second	step	(2014)	was	to	define	the	general	metadata	about	the	samples	and	the	 informants.	
We	subdivided	metadata	into	four	central	areas:	sample	data	(file	name	or	i.d.,	location,	audio	quality	
and	 comments	 on	 quality);	 informant	 data	 (names,	 age,	 date	 and	 place	 of	 birth,	 educational	 level,	
etc.);	session	data	(topics,	description,	date	of	the	sample,	 informants,	among	others)	and	fragment	
data	for	the	cut	of	the	audio	(start	time,	location,	end	time,	first	part,	etc.).	

	

The	third	step	(2015)	was	to	listen	to	the	audio,	complete	the	metadata	table	already	defined,	and	to	
verify	that	the	information	and	the	marking	coincided	with	the	audio	content.	That	is	to	say,	a	session	
could	be	located	in	several	tapes	and	not	coincide	with	the	location	with	which	it	was	marked.	For	this	
reason,	we	are	currently	figuring	out	which	of	the	audio	fragments	that	make	up	a	single	session	are	
cut	and	pasted	based	on	the	metadata	table	completed	by	the	researchers.	This	process	will	facilitate	
the	 consultation	 and	 transcription	 of	 the	 recordings.	 The	 fourth	 step	 (2016)	 was	 to	 review	 the	
metadata	tables.	

	

The	 fifth	 step	 (2017)	 is	 the	 orthographic	 transcription	 and	 the	 alignment	 of	 the	 audio	 snippets.	 To	
begin	 this	 process,	 we	 have	 transcribed	 and	 aligned	 twenty	 orthographic	 transcriptions	 of	 short	
sessions.	 Researchers	 are	 currently	 building	 a	 protocol	 for	 the	 orthographic	 transcription	 of	 the	
recordings.	With	this	protocol,	we	will	modify	the	test	transcriptions	and	alignment	of	the	audio	will	
continue	with	the	PRAAT1	software.	

	

A	final	step	will	be	to	associate	the	database	of	the	oral	corpus	with	the	database	of	the	geographic	
corpus.	 For	 this	purpose,	we	are	 linking	 the	 corpus	data	 to	 the	 identification	numbers	of	 locations,	
informants,	interviewers,	semantic	fields	and	maps	from	the	ALEC's	spatial	database.	

	

In	 2017,	 the	 Corpus	 and	 Computational	 research	 line	 started	 the	 project	 "Corpus Lingüísticos del 
Instituto Caro y Cuervo	(CLICC)."2	The	project	has	developed	a	Content	Management	System	(CMS)	for	
																																																																				

	

	
1 http://www.fon.hum.uva.nl/praat/ 

2	http://corpus.caroycuervo.gov.co	
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the	storage,	organization,	consultation,	and	exploitation	of	the	ICC's	corpus.	Corpus	CMS	is	composed	
of	a	relational	database,	and	administrative	interface	and	the	final	user	interface.	The	first	corpora	we	
are	uploading	are	ALEC,	EHB,	and	HCB	oral	 corpora.	The	Corpus	CMS	allows	 for	 the	consultation	of	
audio	and	ALEC	transcriptions	from	the	metadata	defined	for	consultation.	Currently,	CLICC	has	two	
types	 of	 searches:	 First,	 users	 have	 simple	 search	 possibilities	 by	 word,	 if	 there	 is	 an	 audio	
transcription,	or	by	 four	main	metadata	 (age,	gender,	date,	and	place	of	 the	survey)	 (See	Figure	4).	
Second,	 the	 advanced	 search,	 for	 registered	 users	 only.	 It	 allows	 searches	 by	 diverse	 metadata	
(subjects,	locations,	interviewer,	age	and	gender	of	the	informants,	etc.)	and	by	word	(See,	figures	5	
and	6).	

	
Figure	4.	Display	of	quick	search	results	by	word.	

	

		

	

Figure	5.	Advanced	search	display	for	registered	users.	

Advanced	 search	 enables	 the	 user	 to	 perform	 a	 larger	 quantity	 of	 tasks.	 It	 enables	 the	 query	with	
several	metadata	and	per	word,	visualization	of	audio	alignment	with	its	transcription,	and	authorizes	
the	 downloading	 of	 audio	 and	 transcriptions	 in	 different	 formats	 and	 allows	 the	 performance	 of	
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automatic	morphosyntactic	analysis	with	the	TreeTagger1	software	when	the	audio	transcriptions	are	
available.	

	
	

	

	

Figure	6.	Audio	display	from	the	ALEC	aligned	with	its	respective	transcription.	

	

5. Projection and conclusions 

 

The	 ALEC	 Geolinguistic	 Corpus’	 vision	 for	 the	 next	 five	 years	 (2018-2023)	 responds	 to	 three	 main	
areas	 related	 to	 the	 objectives	 of	 the	 Instituto	 Caro	 y	 Cuervo.	 It	 aims	 to	 promote	 teaching,	 new	
research,	 and	 the	 appreciation	 of	 the	 linguistic	 and	 cultural	 heritage	 of	 the	Nation.	 	 1.	 Corpus	 and	
Computer	Linguistics:	currently	researchers	are	working	on	the	morphosyntactic	 labeling	of	variants	
and	 texts	 of	 the	 ALEC	 in	 order	 to	 install	 in	 the	 ALEC	 GIS	 and	 ALEC	Web	 the	 possibility	 of	 making	
queries	 through	 regular	 expressions.	 Regarding	 the	 Oral	 Corpus,	 the	 transcription	 of	 the	 audio	
snippets	 will	 continue	 for	 its	 subsequent	 automatic	 labeling	 thanks	 to	 the	 implementation	 of	 the	
TreeTagger	 tool.	 Additionally,	 we	 are	 linking	 spatial	 database	 data	 to	 the	 oral	 corpus	metadata	 in	
order	 to	 integrate	 the	databases.	These	procedures	will	 facilitate	 the	 relationship	of	 the	audio	with	
their	geographical	location.	

	

Dialectology	 and	 new	methods	 for	 statistical	 and	 geospatial	 analysis:	 to	 this	 date,	 we	 have	 made	
significant	 progress	 in	 dialectometric	 and	 statistical	 analyses	 with	 the	 information	 from	 the	 ALEC	
spatial	 database	 using	 tools	 available	 on	 the	 web	 such	 as	 Gabmap2	 and	 Diatech.3	 We	 expect	 to	
develop	and	integrate	these	tools	in	the	GIS,	so	we	can	provide	the	academic	community	with	various	
possibilities	for	online	geolinguistic	data	analysis	and	feedback.	

																																																																				

	

	
1	http://www.cis.uni-muenchen.de/~schmid/tools/TreeTagger/	
2	http://www.gabmap.nl/	
3	http://eudia.ehu.es/diatech/index	
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	Updating	of	 the	ALEC	data:	 there	have	been	discussions	about	 the	 validity	period	of	 the	ALEC	and	
about	 the	 lack	 of	 representation	 of	 the	 areas	 not	 visited	 at	 the	 time	 of	 the	 research	 (Guaviare,	
Guainía,	Vichada,	Vaupés	and	vast	areas	of	the	Amazon),	where	Spanish	speakers	now	live.	About	this	
situation,	 the	 ICC,	at	 the	 forefront	of	 the	Corpus	and	Computer	Linguistics	 research	 line,	 is	 carrying	
out	 the	 first	 theoretical	 and	 methodological	 approaches	 to	 support	 the	 project	 for	 updating	 the	
ALEC’s	materials.	For	example,	seeking	to	implement	new	techniques	for	collecting	information	based	
on	ICTs,	we	are	developing	studies	on	Colombian	dialects	based	on	information	from	a	Twitter	corpus	
that	allows	the	creation	of	lexical	and	morphosyntactic	maps.	

	

Moreover,	 it	 is	 important	 to	 mention	 that	 data	 users	 can	 approach	 samples	 and	 web	 tools	 as	
pedagogical	 means	 to	 teach	 Spanish	 and	 its	 diversity.	 In	 the	 coming	 years,	 we	 will	 hold	 different	
workshops	 at	 universities	 and	 libraries	 to	 teach	 about	 the	 management	 of	 these	 tools	 and	 their	
pedagogical	 possibilities.	 In	 addition,	 there	 are	 options	 for	 the	 creation	 of	 new	 multimedia	
educational	 applications	 based	 on	 Colombian	 Spanish	 for	 teaching	 Spanish	 as	 a	 foreign	 or	 second	
language.	

	

Additionally,	 the	advantages	 that	 the	data	provides	 for	building	dictionaries	must	be	mentioned.	 In	
this	regard,	we	can	say	that	one	of	the	students	of	the	ICC's	 linguistics	Master’s	program	developed	
his	final	project	on	the	creation	of	the	template	for	an	ALEC	dictionary.	On	the	other	hand,	the	more	
progress	we	make	with	the	transcription	of	the	corpus,	the	more	useful	it	will	be	for	finding	examples	
for	dictionaries	such	as	the	Colombianisms	dictionary	that	the	Institute	leads.	

	

The	change	of	formats	(analogous	to	digital),	the	systematization	of	the	materials,	and	the	design	and	
construction	of	the	platforms	has	been	a	complex	task	of	several	years	of	development.	It	will	serve	
to	 encourage	 linguistic	 researchers	 to	 take	 advantage	 of	 the	 ALEC’s	materials	 in	 different	 areas	 of	
knowledge.	 We	 hold	 that	 technological	 tools	 allow	 for	 the	 development	 of	 research	 from	 new	
perspectives	and	 facilitate	 the	automatic	analysis	of	 large	amounts	of	data.	 In	addition,	 the	storage	
capacity,	 searching	 tools,	 and	 user	 interfaces	 facilitate	 the	 visualization	 and	 searching	 of	 data	 and	
materials	 in	an	agile	and	user-friendly	way,	which	encourages	 its	use	and	exploitation.	Several	ALEC	
materials	that	were	previously	hidden	and	forgotten	are	now	available	for	different	types	of	users	and	
from	anywhere	with	an	internet	connection.	
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Abstract 

The	 development	 of	 Arabic	 learning	 in	 Indonesia	 can	 not	 be	 separated	 from	 the	 role	 of	 Islamic	
boarding	 school,	 Islamic	 boarding	 institution	 is	 an	 Islamic	 educational	 institution	 that	 grows	 and	 is	
recognized	 by	 the	 surrounding	 community,	 with	 dormitory	 system	 and	 religious	 learning	 process	
through	recitation	system	or	madrasah	which	is	completely	under	the	sovereignty	of	one's	leadership	
(Tuanya,	2007).	 In	 the	process	of	appraising	 learning	 in	modern	boarding	school,	Arabic	 is	 tested	 in	
written	 form	 (al-imtihan	at-tahriry)	and	also	orally	 (al-imtihan	as-syafahi),	oral	examinations	on	 this	
institution	aims	to	provide	stimulus	or	encouragement	

to	 the	performance	of	 the	brain	work,	 demanding	 the	 learner	 to	make	decisions	 at	 a	 limited	 time,	
training	 vocabularies	 and	 training	 students'	 fears	 (Jonah,	 1980)	 This	 paper	 aim	 to	 find	 the	
implementation	of	 	Arabic	oral	Exam	in	modern	Islamic	Boarding	school	 in	the	context	of	Indonesia.	
This	research	is	a	kind	of	of	qualitative	research	with	literature	review,	observation	and	interview	as	
sources	 of	 data.	 As	 a	 result,	 this	 research	 summarize	 the	main	 purpose	 of	 the	 test	 in	 addition	 to	
testing	 language	 skills	 is	 to	 apply	 the	 hidden	 curriculum	 \.	 the	 implementation	 of	 the	 oral	 test	 in	
Islamic	boarding	school	is	not	limited	to	listening	and	speaking	skills,	but	also	writing	skill	(dictation),	
translation,	vocabulary,	and	reading.	

Besides	 that,	 In	 addition	 to	 testing	 the	 students'	 Arabic	 abilities,	 in	 the	 oral	 test	 process	 raters	 or	
examiners	 stimulate	 students	 in	 answering	 by	 giving	 feedback	 directly	 by	 justifying	 wrong	 student	
answers,	 repeating	 inappropriate	 answers	 and	 questions	 if	 it	 is	 assumed	 the	 students	 do	 not	
understand	about	the	given	question	or	less	clear.	the	implementation	of	Arabic	oral	exam	in	Modern	
Islamic	Boarding	is	are	different	from	the	oral	test	exams	in	the	context	of	the	test	or	foreign	language	
tests	 in	 general,	 the	 skills	 tested	 are	 integrated	 skills	with	 each	 other	 and	 use	 the	 target	 language	
(Arab)	as	a	whole	.	

	

Research background 

Arabic	is	one	of	the	six	internationally	recognized	languages	of	the	United	Nations,	generally	the	goal	
of	 learning	 Arabic	 is	 to	 meet	 the	 need	 to	 understand	 religion,	 literature	 and	 other	 scholarship.	
However,	Arabic	as	a	foreign	language	began	to	develop	in	the	last	40	years	which	has	an	impact	on	
the	emergence	of	a	variety	of	books	and	programs	tailored	to	the	Arabic	learning	needs	for	non-Arabs	
(Mohammed,	1998).	

The	 development	 of	 Arabic	 learning	 in	 Indonesia	 can	 not	 be	 separated	 from	 the	 role	 of	 Islamic	
boarding	 school,	 Islamic	 boarding	 school	 is	 an	 Islamic	 educational	 institution	 that	 grows	 and	 is	
recognized	 by	 the	 surrounding	 community,	 with	 dormitory	 system	 and	 religious	 learning	 process	
through	recitation	system	or	madrasah	which	is	completely	under	the	sovereignty	of	one's	leadership	
or	headmaster	called		“kiai”	(Old	man,	2007).	

In	 general,	 according	 to	 Hana	 (2012)	 Islamic	 boarding	 school	 in	 Indonesia	 can	 be	 divided	 into	 two	
kinds,	 namely:	 First,	 traditional	 Islamic	 boarding	 school,	 the	 institution	 still	maintain	 the	 traditional	
teaching	system,	with	classical	method	called	by	bandongan	 (teacher	or	kiai	 read	and	translate	and	
then	explain	the	outline	while	the	students	listen	and	give	the	meaning	of	the	word	in	their	textbook	/	
book)	 Another	method	 is	 sorogan	 (pupil	 facing	 to	 teacher	 to	 be	 read	 and	 translated	 in	 their	 local	
language).	Secondly,	modern	 Islamic	boarding	school,	 institution	with	 learning	orientation	that	tend	
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to	 adopt	 from	 all	 classical	 learning	 system	 and	 leave	 traditional	 learning	 system	 (Dhofier,	 1994).	
Modern	 Islamic	 boarding	 school	 is	 introduced	 as	 an	 alternative	 to	 traditional	 learning	 using	 a	
communicative	approach	with	a	learning	orientation	based	on	four	language	skills.	

In	the	process	of	appraising	 learning,	Arabic	assesed	 in	written	form	(al-imtihan at-tahriry)	and	also	
orally	 (al-imtihan as-syafahi),	 oral	 examination	 aims	 to	 provide	 stimulus	 or	 impetus	 to	 the	 work	
performance	of	the	brain	acting	quickly,	demanding	the	learner	to	make	decisions	for	a	limited	time,	
training	vocabularies	and	training	students'	fears	(Jonah,	1980).	

	

Research Questions    

Take	a	look	at	the	uniqueness	of	the	appraisal	system	applied	in	the	modern	boarding	school,	the	
authors	identify	the	problem	that	needs	to	be	studied	is	"How	is	the	implementation	of	Arabic	oral	
examination	in	modern	Islamic	boarding	school?"	

	

Method 

To	be	able	to	achieve	the	purpose	of	this	writing,	the	author	uses	several	methods,	methods	used	in	
the	preparation	of	observation	reports	using	field	notes	and	documentation	using	video	during	the	
test	took	place.	

	

Result dan Discussion 

a. Oral	examination	of	second	language	learning.	

	 The	 test	 in	 the	 second	 language	 learning	 process	 is	 an	 inseparable	 component,	 the	 test	
generally	aiming	to	measure	the	skills,	knowledge	or	skills	that	have	been	taught	(Brown,	2003).	One	
important	element	in	assessing	the	performance	of	a	second	language	is	to	assess	students'	ability	to	
communicate	in	situations	appropriate	to	their	learning	objectives	(Rost,	2002).	

	 Basically,	oral	exams	are	meetings	between	two	or	more	people	 face-to-face	and	talk	 to	
each	other	(Underhill,	1987),	one	of	the	few	issues	that	evolve	in	the	concept	and	implementation	of	
oral	exams	 in	 second	 language	 learning	 is	 about	exams	 that	 integrate	 language	 skills	 (speaking	and	
listening),	 called	 integrated	 skills	 testing,	 are	 tested	 separately	 known	 as	 discrete	 skills	 testing,	 but	
according	to	Douglas	(1997)	it	is	difficult	in	terms	of	theoretical	and	practice	if	listening	and	speaking	
skills	are	separated	in	a	process	assessment.	

	 Some	international	tests	have	conducted	oral	examination	practices	such	as	IELTS,	CPE	and	
CELS	 .	on	Arabic	proficiency	test	with	an	assessment	component	consisting	of:	 fluency	that	 includes	
an	assessment	of	students'	ability	to	speak	at	appropriate	levels	and	their	ability	to	produce	coherent	
and	 sustainable	 speech;	 the	 lexical	 resource	which	 includes	 the	 appropriate	 variety,	 suitability	 and	
vocabulary	in	expressing	his	ideas;	grammar	range	in	the	grammatical	component	of	the	assessment	
of	the	suitability	of	the	use	of	grammar	and	sentence	structure	 in	the	produced	speech;	then	 is	the	
component	 of	 pronunciation	 (pronunciation)	 which	 is	 the	 ability	 of	 students	 to	 pronounce	 speech	
properly	 and	 correctly	 so	 that	 can	 be	 understood	 by	 the	 speaker,	 other	 than	 that	 rhythm	 and	
intonation	 in	 speech	 is	 also	a	note	 in	 this	 aspect.	 the	 last	 component	 is	 interactive	 communication	
that	encompasses	students'	abilities	in	developing,	sustaining,	initiating	and	responding	to	discourse	
on	specific	discussion	topics	during	the	exam	(Rost,	2002).	

	

b. Arabic	oral	exams	in	Modern	Islamic	boarding	school.	

	 In	general,	the	test	in	modern	boarding	schools	aims	to:	support	students'	scientific	status,	
evidence	of	 commitment	 to	 learning	evaluation,	 foster	good	competition	 in	 the	hearts	of	 students,	
material	evaluation	of	teacher	work	performance,	represent	the	results	of	 institutional	performance	
and	 obtain	 diploma.	 In	 addition,	 Islamic	 boarding	 school	 have	 a	 uniqueness	 that	 is	 by	 applying	 a	
system	 of	 written	 examination	 and	 oral	 examination.	 Oral	 exams	 aim	 to	 give	 stimulus	 or	
encouragement	 to	 the	 work	 performance	 of	 the	 brain	 to	 act	 quickly,	 require	 students	 to	 make	
decisions	at	limited	times,	train	vocabularies	and	train	students'	fears	(Jonah,	1980).	

1. Technical	oral	exam	instructions	
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	 Based	 on	 the	 technical	 guidance	 of	 the	 oral	 examination	 in	 the	 institution	 known	 some	
things	that	are	considered	in	the	practice	of	oral	examination	are:	

1.	Each	examiner	wears	an	official	uniform.		

2.	each	examiner	prepares	a	list	of	written	questions	in	accordance	with	the	student's	learning	level	
and	convey	to	the	appointed	leader	or	committee	to	be	revised	and	asked	for	his	opinion.	

3.	each	examiner	prepares	the	necessary	test	equipment,	such	as	a	list	of	questions,	a	list	of	values,	
and	a	tested	book,	such	as	the	Qur'an,	Arabic	lessons,	and	others.	

4.	Every	examiner	should	be	an	example	for	students	in	activity,	persistence	and	earlier.	And	maintain	
the	 test	 state,	 serious	 in	 asking	 questions	 and	 should	 be	 asked	 clearly,	 taking	 into	 account	 the	
behavior	and	courtesy	in	the	seat	and	all	also	every	student	movement.	

5.	 Ask	 questions	 calmly,	 and	wait	 patiently	 for	 answers	 from	 students,	 and	 give	 them	 a	 chance	 to	
think.	 In	addition,	the	testers	are	not	allowed	to	switch	to	another	question	before	the	student	has	
actually	finished,	or	before	the	tester	 is	sure	that	he	does	not	know	the	answer,	and	each	student's	
answers	are	judiciously	judged.	

6.	Testing	begins	with	easy	questions	that	encourage	students	to	answer.	

7.	If	one	of	the	examiners	asks	a	student,	the	other	should	listen	to	it	until	the	student	learns	his	/	her	
mistake,	and	should	not	ask	another	question	that	confuses	the	student.	

8.	The	examiner	is	allowed	to	ask	questions	only	with	the	permission	of	the	examining	chairman.	And	
the	testers	do	not	master	the	questioner	if	they	have	a	chance	to	ask	questions.	

9.	 The	examiner	 is	not	 allowed	 to	 take	 the	exam	unless	 the	excuse	 is	 received,	 such	as	 sickness	or	
something	else.	 If	 this	 is	 the	case,	 the	person	must	ask	permission	 from	 the	 foundation	 leader	and	
then	notify	the	chairman	of	the	group	at	night.	

10.	 If	 the	 examiner	 leaves	 the	 exam	 room	 for	 a	 break,	 it	 is	 not	 allowed	 to	 leave	 a	 list	 of	 values,	
questions	or	other	documents	in	the	exam	room.	

12.	Giving	an	opportunity	for	students	who	are	late	to	be	tested	in	the	final	exam	sequence,	but	the	
patient	is	given	the	opportunity	to	choose	the	exam	time,	to	maintain	the	performance	of	the	exam.	

13.	 The	duration	and	days	 for	 the	exam	have	been	determined,	not	 allowed	 to	 complete	 it	 sooner	
than	the	specified	time.	This	 is	done	to	provide	opportunities	for	students	to	be	able	to	recall	what	
has	been	learned	and	memorized.	

14.	The	time	duration	for	each	grade	is	as	follows:	

	

Grade Duration 

1st	(secondary) 20	minutes 

2nd	(secondary) 20	minutes 

3th	(secondary) 20	minutes 

1st	(senior	high	school) 20	minutes 

2nd	(senior	high	school) 25	minutes 

3th	(senior	high	school) 25	minutes 

	 	 	 	 Table	1	:	duration	of	oral	exam	for	every	student		

	

In	addition	to	some	of	the	above	important	points,	there	are	basics	to	assess	each	component	asses,	
including:	

b.	oral	expression	(al-Insyaa as-syafahi)	

1.	The	ability	of	each	student	in	conversation	and	speaking.	

2.	The	ability	of	students	to	use	certain	vocabulary	into	sentences	correctly.	

3.	The	ability	of	students	in	using	the	form	of	sentence	questions	correctly	

4.	The	ability	of	students	to	translate	Indonesian	terms	and	phrases	into	Arabic.	
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c.	(Translation)	

The	ability	of	each	student	to:	

1.	Translate	the	terms	or	vocabulary	from	Indonesian	into	Arabic.	

2.	 Translate	 common	 phrases	 in	 the	 language	 of	 daily	 communication	 from	 Indonesian	 to	 Arabic.	
Translation	questions	are	not	derived	 from	the	subject	matter	or	 from	the	dictionary,	but	 from	the	
general	term,	the	things	used	in	the	student	environment,	and	from	their	everyday	language.	

	

2. Time	

Implementation	of	oral	examination	in	modern	Islamic	boarding	school	is	at	the	end	of	each	semester	
ant	takes	three	or	four	days.	

3. 	Components	of	Arabic	Exam	

Some	components	or	material	of	Arabic	exam	in	the	Islamic	school	are:	

a. Conversation/interview	(muhadtsah)	

The	 first	 thing	 that	 comes	 into	 our	 mind	 when	 oral	 production	 assessment	 mentioned	 is	 an	 oral	
interview.	 	

Theoretically,	 interviews	 contains	 a	 number	 of	 mandatory	 stages.	 Michael	 Canale	 (Brown,	 2003)	
proposed	a	framework	for	oral	proficiency	testing	that	has	withstood	the	test	of	time.	According	to	
canal	there	are	four	stages	can	be	applied	if	we	want	test	takers	get	their	best	results,	the	four	stages	
are	warm	up,	level	check,	probe,	wind-down:	

1. Warm Up 

Warm	up	can	be	applied	 in	a	minute	or	so	of	preliminary	small	 talk,	 the	 interviewer	directs	mutual	
introductions,	help	 the	student	become	comfortable	with	 the	situation,	apprises	 the	student	of	 the	
format,	and	allays	anxieties.	No	scoring	of	this	phase	takes	place.	

Sample	 question	 of	 this	 phase	 in	 the	 context	 of	 Islamic	 boarding	 school	 small	 talk	 such	 as	 kaifa 
haaluka? (How	are	you?),	ma ismuka?	(what’s	your	name),	min aina anta? (where	you	come	from?)	
and	 short	 the	 explanation	 about	 the	 interviews.	 this	 section	 is	 assigned	 to	 the	 leader	 of	 the	
interviewer	who	professionally	and	experience	as	a	examiner	has	been	high	or	considered	good,	with	
the	consideration	 that	experienced	teachers	can	make	 the	exam	atmosphere	 to	be	comfortable	 for	
students,	teachers	who	have	been	professionally	able	to	understand	the	4	of	students	who	are	being	
tested	well.		

	

2. Level check. 

Through	a	series	of	preplanned	questions,	the	interviewer	stimulates	the	test	takers	to	respond	using	
expected	 or	 predicted	 forms	 and	 functions	 to	 give	 the	 interviewers	 a	 picture	 of	 student’s	
extroversion,	readiness	to	speak,	and	confidence.	The	kind	of	answer	may	take	very	simple	or	quite	
complex,	 depending	 on	 the	 entry	 level	 of	 the	 learner.	 To	 elicit	 grammatical	 categories,	 discourse	
structure,	vocabulary	usage	are	the	kind	of	linguistic	aspect	in	the	questions.	

	

meaning  	 balasan  ungkapan 

Good	morning	 النور صباح لخرى!  صباح  ا  

good	afternoon النور مساء لخرى!  مساء  ا  

giving	congratulations فيك يبارك هلِلَف #وك  مرى  

Greeting والحمدهلل بخرى!  أنا حالك كيف   

	 	 	 	 Table	2:	examples	of	short	talk	in	Arabic	

3. Probe.	Probe	question	and	prompts	challenge	students	to	go	to	the	heights	of	their	ability,	
the	question	may	be	complex	and	interviewers	discovers	the	student’s	proficiency	limitation	.	at	the	
lower	levels	of	proficiency,	probe	items	may	simply	demand	a	higher	range	of	vocabulary	or	grammar	
and	at	the	higher	student’s	level	asked	to	give	an	opinion	or	value	judgment.	
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	 At	the	beginner	level,	the	Arabic	oral	examination	in	the	third	stage	of	this	 interview	is	a	
simple	question	given	by	the	examiner	as	the	following	questions	are	asked:	

a. What objects are around you right now? 
b. how many books in front of you? 
c. How many teachers are in front of you?	

The	above	questions	aim	to	find	out	the	number	or	range	of	vocabularies	that	the	learner	possesses	
and	the	grammatical	use	of	certain	objects	that	conform	to	Arabic	rules.	

	

4. Wind-down.	This	is	a	final	phase	of	interview	session	which	the	interviewer	encourages	the	
test	taker	to	relax	with	some	easy	question	and	sets	the	student’s	mind	at	ease.	

At	the	end	of	the	exam	session,	the	testers	provide	students	with	reinforcement	by	saying	"you	have	
done	well	and	actually	you	can	do	 it	better	 if	you	are	more	diligent	 in	 learning",	the	other	advice	 is	
that	students	learn	more	earnestly,	Other	helpful	things	about	the	advice	given	vary	according	to	the	
state	of	the	student	in	the	exam	room.	

	

b. Dictation	(Imlaa	')	

Basically	 this	 type	of	 test	 is	 a	 type	of	 test	 that	 is	 integrative,	which	means	 combining	 two	or	more	
language	skills	in	a	single	test.	Dictation	is	used	to	test	the	listening	and	writing	skills	at	the	same	time.	
At	this	session	the	students	listen	carefully	to	the	words	or	phrases	spoken	by	the	examiner	and	then	
write	 them	on	a	piece	of	paper	 that	has	been	provided.	The	number	of	words	and	sentences	given	
tailored	 to	 the	 level	 of	 student	 proficiency.	 At	 the	 elementary	 level	 students	 are	 given	words	 that	
indicate	students'	ability	to	identify	letter	sounds,	the	ability	to	distinguish	similar	letter	sounds,	and	
write	them	in	a	word.	

At	the	next	level	the	number	of	words	spoken	by	the	tester	is	short	sentences,	as	well	as	to	a	more	
advanced	level,	the	type	of	text	with	the	difficulty	level	and	the	length	of	the	sentence	being	read	
more	and	more.	

c. Translation	 (tarjamah),	 translating	 vocabulary	 from	 Arabic	 to	 Indonesian.	 In	 addition	
students	 also	 translate	mahfudzot	 (Arabic	 proverb).	modern	 Islamic	 boarding	 school,	 is	 one	 of	 the	
educational	 institutions	 that	 do	 the	 transformation	 of	 foreign	 language	 system	 in	 Indonesia,	 the	
Arabic	 language	 is	 not	 only	 used	 and	 studied	 in	 the	 class	 but	 used	 as	 a	means	 of	 communication	
therefore,	oral	examination	becomes	a	means	of	assessment	of	controlled	vocabulary	that	has	been	
mastered	by	students.	The	inner	part	of	the	test	is	that	the	examiner	says	one	word	in	Indonesian	and	
the	 student	 is	 asked	 to	 translate	 in	 Arabic,	 or	 vice	 versa.	 In	 addition	 to	 translating	 the	 vocabulary,	
students	are	also	required	to	translate	Arabic	pearls	into	Indonesian	or	vice	versa.	

d. Muthola'ah	 (review),	 Students	 are	 required	 to	 understand	 the	 contents	 of	 a	 prepared	
textbook	or	reading	material.	

In	addition	to	dictation,	mutholaah	is	part	of	an	oral	test	that	integrates	two	skills	at	once,	reading	
and	speaking.	First,	students	are	asked	to	read	the	provided	text	with	correct	pronunciation	and	
proper	reading,	after	which	the	student	is	asked	to	retell	or	in	other	words	the	student	is	required	to	
understand	the	content	of	the	reading	and	to	disclose	what	he	or	she	understands.	At	the	beginner	
level,	tested	his	understanding	with	a	number	of	questions	related	to	the	text	that	has	been	read	by	
student	

4. Question	validation	process	

The	exam	questions	that	will	be	tested	on	the	day	of	the	oral	examination	are	validated	by	the	senior	
teacher	appointed	by	the	committee,	 the	matter	 is	graded	 into	conformity	with	 the	purpose	of	 the	
exam,	 the	 degree	 of	 difficulty,	 and	 the	 content	 of	 the	 content	 (writing,	 grammatical	 etc.),	 in	 this	
process	the	examiner	will	test	in	the	exam	room	also	tested	by	the	senior	teacher	about	the	extent	to	
which	the	examiner	understands	the	material	to	be	tested.	

5. Exam	Room	
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Oral	exams	are	conducted	in	the	classroom,	which	is	arranged	in	such	a	way.	The	exam	room	consists	
of	a	table	for	three	examiners	and	a	table	for	students.	The	table	is	placed	and	the	distance	between	
the	examiner's	desk	and	the	student	is	two	meters.	

6. The	Role	of	Testers	
Each	tester	only	tests	one	or	two	components,	but	when	the	student	answers	a	question	from	one	of	
the	testers,	the	other	testers	join	the	score	on	the	prepared	score	sheet.	For	one	person	the	duration	
student	is	in	the	exam	room	which	is	between	15-20	minutes.	Assessment	of	each	examiner	at	the	
end	of	each	session	of	each	student	is	discussed	to	obtain	the	final	score.	the	given	value	is	4-8	
without	any	clear	criteria	of	every	score	.	Hereby	the	example	of	score	table	in	the	exam	that	used	by	
the	examiner:	

N
o 

Name Conversation  Review 
(muthola’ah) 

Dictation 
(Imla’) 

Translation 
(Tarjamah) 

Vocabulary 
(mufrodat) 

  4 5 6 7 8 4 5 6 7 8 4 5 6 7 8 4 5 6 7 8 4 5 6 7 8 

                           

                           

	 	 	 	 Table	3	:	score	table		

In	addition	to	testing	the	students'	Arabic	abilities	in	the	examination	room	and	assessing,	in	the	oral	
test	process,	 testers	 try	 to	 stimulate	 students	 in	 answering	by	giving	 feedback	directly	by	 justifying	
wrong	student	answers,	repeating	inappropriate	answers	and	repeating	questions	if	it	is	assumed	the	
students	do	not	understand	about	the	given	question	or	less	clear.	

At	 the	end	of	 the	exam	session,	 the	examiner	provides	students	with	reinforcement	by	saying	"you	
have	done	well	and	actually	you	can	do	it	better	if	you	are	more	diligent	in	learning",	the	other	advice	
is	that	students	 learn	more	earnestly,	Other	helpful	things	about	advice	given	vary	according	to	the	
state	of	the	student	in	the	exam	room	for.	

	

CONCLUSION 

Based	on	observations	with	field	notes	above.	It	is	known	that	the	oral	test	exams	at	modern	
boarding	schools	are	different	from	those	of	oral	examinations	in	the	context	of	the	test	or	foreign	
language	tests	in	general,	the	skills	tested	are	integrated	skills	with	each	other	and	use	the	target	
language	(Arabic)	as	a	whole.	

Given	the	large	number	of	modern	boarding	schools	in	Indonesia	that	adopt	the	oral	test	system	as	
above,	further	research	on	oral	examination	in	modern	Islamic	boarding	school	is	expected	to	be	
more	specific	about	the	material	of	the	exam,	the	psychological	aspect	of	the	students	during	the	test	
or	the	curriculum	system	applied	so	that	the	oral	examination	considered	appropriate	to	be	a	way	of	
assessment.	
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Abstract 

The	aims	of	this	study	are	to	describe	:	(1)	the	transposition’s	forms	which	occur	in	Sanah	Ûla`z-Zawâj	
Book	 Translation	 Excersize	 Created	 by	 Âmir	 Abû	 Samiyyah,	 and	 (2)	 the	 modulation’s	 forms	 which	
occur	 in	 that	 translation.	 It	 is	 descriptive	 qualitative	 research.	 The	 data	 are	 words,	 phrases,	 and	
sentences	which	are	taken	from	the	result	of	Sanah	Ûla`z-Zawâj	book	Translation	Excersize	Created	by	
Âmir	Abû	Samiyyah.	As	the	result,	 it	 is	found	(1)	four	types	of	transpositions	which	are	used	to	gain	
the	most	natural	equivalent	and	closest	meaning	in	the	best	form	and	easiest	way	for	the	reader	to	
understand	 it,	 namely:	 (a)	 compulsory	 and	 otomatic	 transpositions	 which	 is	 used	 by	 translator	 by	
changing	 the	 plural	 structure	 in	 source	 language	 into	 singular	 structure	 in	 target	 language,	 (b)	
systematic	and	principle	transpositions	which	is	used	by	translator	by	changing	word	arrangement	in	
sentence	 of	 source	 language,	 (c)	 common	 transpositions	which	 is	 relied	 on	 differensiation	 of	word	
class,	 and	 (d)	 holes	 in	 pattern	 transposition	which	 is	 used	by	 translator	 by	 adding	 certain	words	 in	
target	language,	and	(2)	two	types	modulations	which	are	used	to	to	gain	the	most	natural	equivalent	
and	closest	meaning,	and	also	 to	create	 the	direct	 impression	 for	 the	readers,	namely:	 (a)	 linguistic	
modulation	which	 is	used	by	 translator	by	changing	 the	active	 form	of	 target	 language	 into	passive	
form	of	 target	 language,	by	 changing	particular	word	 into	 common	word,	 and	by	 changing	positive	
form	 into	 negative	 forms,	 and	 (b)	 non-linguistic	 modulations	 which	 is	 used	 by	 explicating	 the	
implicited	 meaning	 of	 source	 language	 and	 gaining	 the	 the	 most	 natural	 equivalent	 and	 closest	
meaning. 

 

Introduction 

Arabic	 and	 Bahasa	 have	 a	 close	 relationship	 in	 the	 field	 of	 Islam,	 particularly	 in	 the	 need	 of	 the	
majority	of	 the	 Indonesian	Muslim	population	to	the	Arabic	religious	passages	to	 fulfill	 their	 Islamic	
practices	 perfectly	 (Syihabuddin,	 2005).	 However,	 the	 high	 demand	 is	 not	 comparable	 with	
Indonesian's	 capability	 in	 Arabic	 language	 (Al-Farisi,	 2011:	 8).	 This	 is	 where	 translation	 serves	 as	 a	
communicator	between	the	text	of	the	source	language	and	the	target	language	readers	who	can	not	
interpret	directly	(Al-Farisi,	2011).	

Translating	 means	 transferring	 a	 language	 to	 another	 language	 (A`z-Zarqani,	 1995).	 As	
terminologically,	Hakîm	 (1989,	 pp.39)	 provides	 the	definition	of	 	الترجمة by	 the	process	 of	 producing	
expressions	from	one	language	to	another	while	keep	maintaining	its	meaning.	

Translation	by	Newmark	(1988,	pp.5)	is	an	attempt	to	change	the	meaning	or	message	of	a	text	from	
a	language	with	the	same	meaning	or	message	in	another	language.	The	Catford	in	Suryawinata	and	
Harianto	 (2003,	 pp.11)	 provide	 a	 translation	 definition	 of	 replacing	 existing	 textual	 material	 in	 a	
language	 with	 the	 same	 textual	 material	 in	 another	 language.	 Based	 on	 this	 understanding,	 the	
concept	of	equivalence	between	the	meaning	of	the	source	and	target	 language	is	emphasized.	The	
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equivalence	 is	 simply	according	 to	Suryawinata	and	Hariyanto	 (2003,	pp.11)	 including	 the	meaning,	
the	length	of	the	text,	the	style	of	the	language,	even	the	quality	of	the	prints.	

Syihabuddin	 (2005,	pp.11)	 adds	 that	 equivalence	 is	 both	 a	 goal	 and	a	product	of	 translation.	 If	 the	
meaning	expressed	 in	 the	target	 language	 is	 inconsistent	with	 the	meaning	contained	 in	 the	source	
language	then	the	translation	is	distorted	and	the	role	of	translation	as	the	transfer	of	knowledge	is	
not	 achieved.	 Therefore,	 the	 translator	 should	 be	 able	 to	 present	 the	 most	 accurate,	 clear,	 and	
reasonable	equivalent.	

But	 in	 order	 to	 find	 this	 equivalence,	 the	 translators	 face	 great	 challenges	 and	 difficulties,	 among	
them	in	terms	of	language.	In	terms	of	language,	with	its	uniqueness,	every	language	in	this	world	has	
a	distinctive	 system	and	does	not	exist	 in	other	 languages	 (Kridalaksana,	 1990).	 In	Arab-Indonesian	
translation	it	means	that	there	are	two	languages	involved,	making	it	more	difficult	for	translators	to	
find	an	accurate	equivalent.	

To	 overcome	 this,	 certain	methods	 and	 procedures	 are	 used,	 such	 as	 transposition	 procedures	 or	
translation	shift	and	modulation	or	meaning	shift.	Syihabuddin	(2005,	pp.5)	states	that	the	terms	of	
the	procedure	along	with	the	aspect	of	understanding	is	very	important	to	examine	the	process	and	
the	translation	results	so	as	to	overcome	the	low	quality	of	the	translation.	

Translation	 methods	 and	 procedures	 is	 a	 way	 to	 solve	 translation	 problems	 (Irhamni,	 2011).	 The	
method	is	used	as	a	general	principle	or	approach	in	handling	a	text,	while	the	procedure	shows	the	
stages	of	problem	handling	(Syihabuddin,	2005).	

The	transposition	procedure	or	translation	shift	is	used	when	the	structure	in	the	source	language	has	
differences	with	 the	structure	 in	 the	 target	 language	so	 that	 the	 translator	changes	and	adapts	 the	
structure	of	both	languages	(Syihabuddin,	2005).	Irhamni	(2011,	pp.15)	classifies	transpositions	into	4	
types,	namely:	(1)	compulsory	and	automatic	transposition,	(2)	systematic	and	principle	transposition,	
(3)	common	transposition,	and	(4)	holes	in	pattern	transposition.	

While	 the	 modulation	 procedure	 or	 meaning	 shift	 is	 a	 structural	 shift	 that	 involves	 a	 change	 of	
perspective	(Muyassaro	in	Irhamni,	2011).	Machalli	(2000,	pp.69)	states	classify	modulation	into	two	
kinds,	namely:	(1)	linguistic	modulation,	and	(2)	non-linguistic	modulation.	

This	 study	 aims	 to	 describe	 (1)	 Translation	 shift	 (transposition	 )	 which	 occurs	 in	 the	 translation	
exercise	of	Sanah	Ûla`Z-Zawâj	book	by	Amir	Abû	Samiyyah,	and	(2)	meaning	shift	(modulation)	which	
occurs	in	the	translation	exercise	of	Sanah	Ûla`Z-Zawâj	book	by	Amir	Abû	Samiyyah	that	is	conducted	
by	students	majoring	in	translation.	Translation	exercise	is	one	of	the	courses	in	Arabic	Department,	
Faculty	of	Letter,	State	University	of	Malang-Indonesia	This	course	 is	attended	by	the	students	who	
major	 in	Arabic-Indonesia	 translation	at	 sixth	 semester	when	 they	also	get	 translation	 theories.	 So,	
this	 type	 of	 study	 is	 important	 to	 link	 the	 theory	 of	 translation	 which	 consists	 of	 transposition	
procedure	 or	 translation	 shift	 and	 modulation	 procedure	 or	 meaning	 shift	 with	 the	 practice	 of	
translation	(Suryawinata	&	Hariyanto,	2003).		

	

Research Methodology 

This	is	qualitative	descriptive	research.	The	data	in	this	research	are	words,	phrases,	or	phrases	from	
the	 document	 resulted	 from	 the	 translation	 exercise	 of	 Sanah	 Ûla'z-Zawâj	 book	 by	 Amir	 Abû	
Samiyyah.	The	instrument	used	in	this	study	is	a	human	instrument	or	researcher	herself.	

The	 steps	used	by	 the	 researcher	 in	 collecting	data	 are:	 (1)	 reading	 the	 text	of	 translation	exercise	
result,	(2)	collecting	words,	phrases,	and/or	sentences	using	transposition	and	modulation	procedure,	
and	 (3)	 the	 collected	 data	 will	 be	 analyzed	 based	 on	 the	 analysis	 of	 transposition	 procedures	 and	
modulation	procedures.	

The	data	in	this	study	were	analyzed	qualitatively	with	translation	analysis	to	see	how	the	translation	
of	 words,	 phrases,	 and/or	 sentences	 in	 translation	 results.	 The	 analyzes	 used	 include	 procedure	
analysis	consisting	of	transpositions	or	shifting	shapes	and	modulation	or	shifting	meanings.	

	

Findings 

Transposition 
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Based	on	the	result	of	data	analysis	and	comparison	between	the	source	and	target	language,	it	was	
found	 translation	 shift	 or	 transposition	 divided	 into	 four	 forms,	 namely	 (1)	 main	 and	 automatic	
transposition,	 (2)	 systematic	and	principle	 transposition,	 (3)	common	transposition,	and	 (4)	holes	 in	
pattern	transposition.	The	four	forms	of	transposition	are	spread	over	450	transpositions.	

Compulsory	and	Automatic	Transposition	

Compulsory	and	automatic	transposition	is	the	transposition	caused	by	the	difference	in	the	system	
and	the	rules	between	the	source	and	target	language	(Irhamni,	2011).	In	this	case,	the	rule	in	term	of	
singularity	and	plurality	is	changed	into	the	target	language	principal.	

Based	on	data	analysis	 that	has	been	done	by	the	researcher,	 found	the	compulsory	and	automatic	
transposition	which	 is	divided	 into	4	 forms,	 that	 is:	 	 (a)	من	+	Npl	→	Nsing,	 (b)	Num	+	Npl	→	Num	+	
Nsing,	 (c)	 		أحد 	إحدى/ 		واحد, واحدة/ 	+	Npl	→	Nsing,	and	 (d)	Npl	+	Npl	→	Nsing	+	Npl.	The	 four	 forms	of	
transposition	are	spread	out	in	33	transpositions.	

The first form is من + Npl→Nsing can be seen in the following sentence:	

كافر	الصالة	تارك	بأنالعلماء	من	فریق	أفتى	فقد  
		 	 	 	 	 	 	 	 	 																										pl	 	

Sebagian ulama telah memberikan fatwa bahwa orang yang meninggalkan sholat adalah kafir.		

		 			sing	

Some	scholars	have	given	the	fatwa	that	the	person	left	prayer	is	a	kafir	

The	transposition	occurs	in	the	word	العلماء.	The	word	العلماء	in	the	source	language	is	a	plural	form	of	
	is	it	and		scholar'	'the	ulama	atau	terpelajar	yang	as	translated	literally	is	which	(1997	Munawwir,)	عالم
translated	by	ulama	in	the	Indonesian	language	which	does	not	recognize	singular	and	plural	concepts	
in	Indonesian	culture	(KBBI,	2008).	Before	transposition,	the	translation	of	 العلماء	من	فریق 	was	sebagian 
ulama-ulama	 'some	 scholars'.	 The	 translation	 is	 not	 acceptable	 in	 Indonesian	 language	 because	
sebagian	 word	 has	 already	 shown	 plural	meaning	 and	 is	 followed	 by	 singular	 form.	 However,	 it	 is	
unacceptable	in	Indonesian	language	to	place	two	plural	form	in	one	sentences.	To	be	accepted	in	the	
target	language,	transposition	must	be	made	by	changing	the	plural	form	of	العلماء	into	a	single	form	of	
ulama.	In	addition	to	shifting	the	plural	nouns	into	singular	nouns,	the	translations	above	of	the	target	
language	eliminate	 the	 literal	 translation	of	 the	word	من	 in	 للتبعیض	من 	 	 	 (min	 li't-Tab'îdh)	 that	means	
partial	 function.	 So	 the	 words	 dari'from'	 is	 not	 necessary	 after	 the	 word	 'sebagian'	 in	 the	 Bahasa	
because	sebagian'some'	has	represented	the	min	من	function	and	the	translation	has	been	accepted	
(Suparno	and	Azhar,	2005). 

The second form is the form 'Num + Npl→Num + Nsing' can be seen in the following sentence 

	ثم،	وبعد	حوالي	ستة	أشھر،	وافقت	أن	أعطیھ	رقمي	على	أن	نتبادل	الرسائل	فقط
	 	 	 																									pl	

Setelah kira-kira enam bulan, aku setuju untuk memberikan nomor teleponku,namun  hanya untuk 
berkirim 

          sing 
 pesan singkat. 

After	six	months,	I	agree	to	give	the	number	my	phone,	but	only	for	short	messages									

The	 transposition	 	 occurs	 in	 the	word	أشھر	which	 is	 the	plural	 form	of	 the	word	 	which	شھر literally	
means	bulan	'month'	(Munawwir	1997:	748)	is	translated	by bulan	in	Indonesian	language	which	does	
not	know	the	plural	and	singular	concept	(KBBI,	2008)	but	 is	considered	to	be	singular	 in	the	target	
language.	Before	transposition,	it	 literally	had	the	translation	of	enam bulan-bulan	 'six	months'.	This	
translation	 is	 unacceptable	 in	 Indonesian	 language	 because	 there	 are	 two	 plural	 forms	 in	 one	
sentence	so	 in	order	 to	be	accepted	 in	 Indonesian	 language	 transposition	must	be	done	by	shifting	
the	أشھر	or	plural	form	in	the	source	language	into	a	singular	form	bulan	in	the	target	language.	

The third form is /أحد	,إحدى	واحدة/واحد + Npl→Nsing can be seen in the following sentence: 

المسنجر	على	أكلمھم	الذین	الشباب	بأحد	قلبي	تعلق  
	 	 	 	 	 	 	 	 	 			 	 	 									pl					

Hati saya tertaut pada salah seorang pemuda yang aku kenal di sosial media. 
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           sing  
My	heart	crushes	to	one	of	the	boys	I	know	in	the	social	media.	

The	 transposition	 occurs	 in	 the	 word	الشباب	 which	 is	 the	 plural	 form	 of	 the	 word	 		الشاب فتى/ 	 which	
literally	translates	as	pemuda	'a	boy'	(Munawwir	1997:	1034)	translated	by	'youth'	who	do	not	know	
plural	 and	 singular	 concepts	 (KBBI,	 2008:	 1043)	 but	 are	 considered	 singular	 in	 the	 target	 language.	
Before	 the	 transposition	 of	 the	 phrase,	 الشباب	بأحد 	 literally	 had	 the	 translation	 of	 salah seorang 
pemuda-pemuda 'one	of	the	boys'.	This	translation	is	unacceptable	in	Bahasa	because	salah seorang	
phrase	 has	 already	 shown	 plural	 meaning	 and	 is	 followed	 by	 singular	 form.	 However,	 it	 is	
unacceptable	 in	Bahasa	 to	place	 two	plural	 forms	 in	one	sentences,	 so	 the	 translator	has	 to	do	 the	
transposition	by	shifting	the	form	of	the	الشباب	plural	into	the	single	form	pemuda	'a	boy'	so	that	the	
translation	becomes	'salah seorang pemuda'.	

The last form is Npl + Npl→Nsing + Npl can be seen in the following sentence: 

وسلم	علیھ	هللا	صلى	النبي	عبادة	عن	یسألون	وسلم	علیھ	هللا	صلى	النبي	أزواج	بیوت	إلى	رھط	ثالثة	جاء  
	 	 	 	 	 	 	 	 	 	 				 							pl	

Tiga laki-laki datang ke rumah para istri Nabi SAW, mereka bertanya mengenai ibadah Nabi. 

           sing 

Three	men	came	to	the	house	of	the	Prophet's	wives,	they	asked	about	the	worship	of	the	Prophet.	

The	 transposition	 occurs	 in	 the	word	بیوت.	 The	word	بیوت	 is	 a	 plural	 form	of	 the	word	بیت	which	 is	
literally	translated	as	rumah	 'home'	(Munawwir,	1997)	which	does	not	recognize	singular	and	plural	
concepts	(KBBI,	2008)	but	is	considered	singular	in	the	target	language.	

In	the	case	above,	the	translator	shifts	the	word	یبوت	not	to	أزواج	because	the	plural	of	the	sentence	is	
the	 wife.	 If	 the	 transposition	 is	 conducted	 in	 the	 word	 	,أزواج it	 will	 cause	 ambiguity	 of	 meaning,	
because	the	translation	will	be	rumah-rumah para istri Nabi	'the	houses	of	the	Prophet's	wives'.	The	
reader	in	Bahasa	will	confuse	to	understand	what	the	plural	is,	the	house	or	the	wives.	Therefore	the	
translator	must	do	the	transposition	by	shifting	the	plural	form	بیوت	into	a	singular	form	rumah	'home'	
so	the	translation	becomes	rumah para istri Nabi	the	house	of	the	Prophet's	wives'.	

Systematic and Principle Transposition 

Systematic	and	principle	transposition	occurs	when	a	system	or	principle	in	the	source	language	does	
not	 exist	 in	 the	 target	 language	 (Irhamni,	 2011).	 In	 this	 case,	 the	 order	 of	 structures	 in	 the	 source	
language	 can	 be	 changed	 and	 matched	 to	 the	 word	 order	 in	 the	 target	 language.	 This	 kind	 of	
transposition	 is	 divided	 into	 two	 forms:	 (a)	 P(predicate)	 –	 S(subject)	→	 S	 -	 P,	 and	 (b)	 S(subject)	 –	
P(predicate)	–	pel(pelengkap)	–	O(object)→	S	-	P	-	O.	

تكاسال بأن تارك الصالة كافر، سواء ترك الصالة مجورا أوفریق من العلماء  أفتىفقد   
	 	 	 	 	 	 	 	
	 S						p	 	 	 	 	 	 S	 				
	 P 

Sebagian ulama telah memberikan fatwa bahwa orang yang meninggalkan sholat adalah kafir, baik 
ingkar  

          s  p 

maupun malas 

Some	scholars	have	given	the	fatwa	that	the	person	left	prayers	are	infidels,	both	in	default	and	lazy.																																													

Transposition	 is	 conducted	 in	 the	clause	 العلماء	من	فریق	أفتى	فقد .	Before	 transposition,	 the	clause	could	
literally	 be	 translated	 by	 telah memberikan fatwa sebagian ulama	 'have	 given	 a	 fatwa	 of	 some	
scholars'.	The	translation	is	unacceptable	in	the	target	language	because	the	verb	in	the	foreground	of	
an	Indonesian	sentence	is	unusual.	Subjects	matched	with	fa'il	in	Indonesian	sentences	are	located	in	
the	foreground	since	the	main	syntax	function	in	Indonesian	is	S-P-O-Pel-K	(Sumadi,	2013).	Based	on	
this	rule,	the	transposition	of	the	system	and	the	rule	 is	conducted	by	the	translator	by	shifting	the	
predicate	or	 fâ'il	 into	 the	 foreground	 in	 the	 target	 language,	 so	 that	 the	 translation	 results	 are	not	
rigid	and	acceptable	in	the	target	language. 

The second form is S + P + K + O→ S + P + O + K can be seen in the following sentence: 
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لوجھي	واضحة	وغیر	صغیرة	صورة	لھ أرسلت  
	 	 	 	 	 	 	 																					o	 															k		
s+p	

aku mengirim foto kecil yang wajahku tidak jelas untuknya 
     S         P   O         K 

I	sent	a	small	photo	whose	face	was	not	clear	to	her	

An	 Indonesian	 sentence	 that	 has	 a	 predicate	 (P)	 in	 the	 verb	 form	 requires	 an	 object	 (O)	 located	
immediately	after	predicate	(Sumadi,	2013).	Literally,	the	sentence	can	be	translated	as	aku mengirim 
untuknya foto kecil yang wajahku tidak jelas	'I	send	for	him	a	small	photo	whose	face	is	not	clear'.	The	
object	in	the	sentence	above	is	foto kecil yang wajahku tidak jelas	'a	small	photograph	whose	face	is	
not	 clear',	 so	 it	 is	 located	 in	 the	 Indonesian	 language	 immediately	 after	 predicate.	 In	 order	 to	 be	
accepted	 in	 the	 target	 language,	 it	 is	 necessary	 to	 do	 transposition	 by	 shifting	 the	 function	 O	
immediately	after	S-P	.	

Common Transposition 

Common	 transposition	 is	 done	 by	 the	 translator	 to	 obtain	 the	 common	 expression	 in	 the	 target	
language	 (Irhamni,	 2011).	 In	 this	 case,	 the	 common	 transposition	 is	 conducted	by	 changing	a	word	
class	in	the	source	language	to	a	different	word	class	in	the	target	language.	This	kind	of	transposition	
divided	into	4	forms,	namely	4	forms,	namely	(a)	N(noun)	→	V(verb),	(b)	V(verb)	→	Adj	(adjective),	(c)	
N(noun)	→	Adj(adjective),	and	(d)	V(verb)	→	Adv(adverb)	

 The first form is N →V can be seen in the following sentence: 

طیبة	أخالقھ	أن	دعوىب	یصلي	ال	شاب	من	خطبتك	توافقي	أن	ابنتي	یاحذار  
			 	 	 														 	 																									N			 	 																																
N				

Berhati-hatilah	wahai	putriku	untuk	menerima	lamaran	dari	pemuda	yang	tidak	shalat	tetapi	mengaku	
bahwa		

										V	 	 	 	 	 	 	 	 														V	

akhlaknya	baik.	

Be	careful,	O	my	daughter,	to	accept	a	proposal	from	a	young	man	who	does	not	pray	but	claims	that	
his	character	is	good.	

Transposition	 occurs	 in	 the	word	 	حذار and	دعوى.	 Before	 transposition,	 literally	 translated	 as	 kehati-
hatian wahai puriku untuk menerima lamaran dari pemuda yang tidak sholat dengan pengakuan 
bahwa akhlaknya baik	'carefulness	O	my	daughter	to	accept	a	proposal	from	a	young	man	who	does	
not	 pray	with	 the	 claim	 that	 his	 character	 is	 good'.	 The	 translation	 feels	 rigid	 and	unnatural	 in	 the	
target	language.	In	order	to	be	accepted	in	the	target	language,	it	is	necessary	to	do	transposition	by	
changing	the	noun	form	حذار	in	the	source	language	into	the	verb	form	berhati-hatilah	'be	careful'	in	
the	target	 language	and	the	noun	دعوى	 in	the	source	 language	 into	the	verb	mengaku 'claim'	 in	the	
target	language.	

The second form is V →Adj can be seen in the following sentence:	

الثوب	في	یبقى	أثره	فإن	المني،	جف	إذا	وحتى  
	 	 	 	 	 								 	 	 	 		 				 V	

Bahkan ketika mani tersebut kering, maka bekasnya akan tersisa di pakaian. 
      Adj	

Even	when	the	semen	is	dry,	then	the	traces	will	remain	on	clothes.	

Transposition	occurs	in	the	word	جف	which	is	a	fi'il		form	or	verb	in	the	source	language	(Munawwir,	
1997).	However	in	the	target	language	the	word	جف	is	translated	by	'dry'	which	is	an	adjective	form	as	
it	can	be	tested	with	no,	more,	and	very.	(Kridalaksana,	1990).	

The third form is the form of N→Adj can be seen in the following sentence: 

الداخلي	سروالھ	في	بلال	ویجد	نومھ	من	فیستیقظ  
	 	 	 	 	 	 	 	 	 												N		

Ketika dia bangun tidur, dia akan mendapati celana dalamnya basah 
 Adj 
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When	he	wakes	up,	he'll	find	his	underwear	is	wet.	

Transposition	occurs	on	the	word	بلال	which	 is	an	 isim	 form		or	noun	because	there	 is	a	sign	of	 isim,	
namely	the	existence	of	tanwin	(Al-Ghulâyaynî,	2007:	8).	However	in	the	target	language	the	word	بلال	
is	 translated	 as	 basah 'wet'	 which	 is	 an	 adjective	 form	 as	 it	 can	 be	 tested	 by	 no,	 more,	 and	
very.(Kridalaksana,	1990).	

The last form is V→Adv as shown in the following sentence: 

  أموت	كدتو	صعقت	رأیتھا	عندما
		 	 	 	 	 	 	 	 	 	 V		
Ketika aku melihatnya, aku seakan-akan disambar petir dan hampir mati. 
       Adv 
When	I	saw	it,	I	was	struck	by	lightning	and	almost	dead.	

Transposition	occurs	in	the	word	كدت	which	is	a	fi'il	or	verb	form	in	the	source	language.	It	is	because	
there	is	 الفاعل	یرضم 	or	pronoun	in	the	form	of	tâ` fâ'il	(Al-Ghulâyaynî,	2007:	10).	However,	in	the	target	
language,	 the	word	كدت	 is	 translated	as	hampir	 'almost'	which	 is	a	basic	adverb	 form.(Kridalaksana,	
1990).	

Holes in Pattern Transposition  

The	hole	in	pattern	transposition	is	divided	into	2	forms.	The	first	form	is	used	for	vocabulary	need,	as	
shown	in	the	following	sentence	

لیس من اإلسالم إذا االمتناع عن الزواج بدعوى التقرب إلى هللا  
Dengan demikian, tidak termasuk (ajaran) islam melarang pernikahan dengan alasan untuk 
mendekatkan diri kepada Allah.		

Thus,	excluding	Islamic	rules	prohibits	marriage	with	reason	to	draw	closer	to	God.	
Transposition	 is	conducted	by	adding	 the	vocabulary	ajaran	 'the	rule'.	Before	 the	 transposition,	 the	
sentence	can	be	translated	with	dengan demikian, tidak termasuk islam melarang pernikahan dengan 
alasan untuk mendekatkan diri kepada Allah	 'thus,	 excluding	 Islam	 forbid	marriage	with	 reason	 to	
approach	God'.	The	translation	is	less	acceptable	because	Islam	in	the	view	of	the	target	language	is	
the	religion	taught	by	the	Prophet	Muhammad	(KBBI,	2008).	As	for	the	duty	to	forbid	something	is	the	
Islamic	rules.	 In	order	to	transfer	the	message	and	meaning	of	the	source	language,	 it	needs	to	add	
ajaran	word.	
The second form is word →phrase can be seen in the following sentence 

النوافل	وال	الخمس	الصلوات	تصلي	فال	والصوم،	الصالة	عن	الفتاة	تنقطع	الحیض،	مدة	طوال  
Selama waktu haid, seorang gadis tidak mengerjakan sholat dan berpuasa, dia tidak mengerjakan 
sholat lima waktu maupun (sholat sunnah). 

During	the	menstrual	period,	a	girl	does	not	pray	and	fast,	she	does	not	pray	both	five	times	prayer	
and	(sunnah	prayer).	
Transposition	occurs	in	the	word	النوافل	which	is	a	word	form	and	is	translated	by	salat sunnah 'sunnah	
prayer'	which	is	a	phrase	form	in	the	target	language.	
	
Modulation 
Based	on	 the	 results	of	data	analysis	 that	has	been	 conducted,	 it	 is	 found	 the	modulation	which	 is	
divided	 into	 two	 forms,	 namely:	 (1)	 compulsory	 or	 linguistic	modulation	 and	 (2)	 optional	 or	 non	 -
linguistic	modulation.	Both	modulations	are	spread	over	86	modulations.	
Linguistic Modulation 
Linguistic	modulation	is	a	modulation	that	must	be	conducted	by	the	translator	because	grammatical	
units	 of	 the	 source	 language	 have	 no	 equivalent	 in	 the	 target	 language	 (Irhamni,	 2011).	 Linguistic	
modulation	 is	 divided	 into	 4	 forms,	 namely:	 (a)	 Active→passive,	 (b)	 active→passive,	 (c)	 special	
word→common	words,	and	(d)	positive	verb→negative	verb.	
The first form is ' Active → Passive' can be seen in the following sentence: 

	رمضان	من	أفطرتھا	التي	األیام	تقضي	ثم	الفتاة،	تغتسل	الحیض،	انتھاء	وبعد  
	 	 	 	 	 	 	 							Act	
Setelah selesai haid, seorang gadis mandi besar, kemudian mengganti puasa yang ditinggalkan pada 
bulan  

Psv 
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ramadhan. 
After	menstruation	period	is	over,	a	girl	has	a	required	bath,	then	replace	the	fasting	left	in	the	month	
of	Ramadhan.	
Modulation	 is	conducted	 in	the	word	أفطرت.	The	 literal	meaning	of	 the	word	أفطرت	 is	breakfast.	But	
the	 meaning	 does	 not	 match	 if	 paired	 with	 the	 day	 word	 in	 the	 sentence,	 so	 the	 word	 	أفطرت is	
translated	with	'left'.	Based	on	the	shifting	process	above,	modulation	shifts	occurs	by	changing	from	
active	sentences	into	passive	sentences.	
The second form is ' Passive → Active' can be seen in the following sentence: 

دأتْ  والدي	توفي	عندما	مشكلتي	ب  
	 			 	 	 	 	 	 			 	 	 											Psv	

Pemasalahanku mulai muncul ketika ayahku meninggal 
           Actv 
My	issues	began	to	appear	when	my	father	dies.	
The	modulation	 in	 the	 sentence	 above	 occurs	 in	 the	 verb	توفي	which	 has	 never	 become	 the	 active	
form	of	the	source	language	(Irhamni,	2011:	23).	But	in	the	target	language,	the	verb	توفي	is	translated	
by	'die'	which	is	an	active	verb.	
The third form is' specific word → general word can be seen in the following sentence: 

منھن	بالزواج	لھا	یسمح	ال	ألنھ	للبنت	بالنسبة	محارم	ھم	العمو	لخالو	األب	كذلك،  
Begitupula, ayah dan paman dari pihak ibu maupun ayah adalah mahram bagi anak perempuan 
karena dia tidak boleh menikahi mereka. 
Similarly,	the	uncle	from	mother	and	father	side	are	the	mahram	for	girls	because	she	is	not	allowed	
to	marry	them.	
The	word	 	خال	and	عم in	the	source	language	has	two	different	meanings.	The	word	 	literal	the	has	عم
meaning	 'uncle	 from	 father	 side'	while	 the	word	خال	 has	 the	 literal	meaning	of	 'uncle	 from	mother	
side'.	But	in	the	target	language,	it	is	not	known	the	use	of	two	different	terms.	The	word	عم	and	خال	
are	both	translated	paman 'uncles'.	
The last form is 'Negative Clause→Positive Clause' as in the following sentence: 

ھناك	انتظاري	في	الشرطة	أن	شك	ال:	نفسي	في	وقلت  
	 	 	 	 	 	 	 	 	 	 	 	 ngv	
Aku berkata pada diriku sendiri: polisi pasti telah menungguku disana.    
              psv  
I	said	to	myself:	the	police	must	have	been	waiting	for	me	there.	

The	 sentence	 above	 is	 a	 negative	 sentence	 because	 there	 is	 an	 element	 of	 negation	 that	 negates	
predicate	or	verb,	that	is	verb	 شك	ال 	(Sumadi,	2013:	141).	The	 شك	ال 	verb	in	the	sentence	above	literally	
means	 tidak ragu	 'no	 doubt'.	 This	 translation	 is	 less	 acceptable	 in	 the	 target	 language	 so	 it	 is	
necessary	to	do	modulation	by	changing	the	negative	form	into	a		positive	form	pasti	'must	be'	in	the	
target	language.	

Non-Linguistic Modulation 

Non-linguistic	 modulation	 is	 conducted	 for	 non-linguistic	 reasons,	 such	 as	 explicating	 what	 is	 still	
implicit	 in	 the	 source	 language	 and	 finding	 a	 natural	 equivalent	 in	 the	 target	 language	 (Murtadho,	
1999:	75).	Non-linguistic	modulation	is	divided	into	2	forms,	namely	(a)	explain	the	meaning,	and	(b)	
find	the	equivalent.	

The first form is used to explain the meaning, as shown in the following sentence: 

.المسلمین	مع	یدفن	وال	علیھ،	یصلي	وال	یكفن	وال	یغسل	أن	یجوز	ال	مات	إذا	الصالة	تارك	إن	  

Orang yang meninggalkan sholat ketika mati tidak boleh dimandikan, dikafani, dishalati, dan dikubur 
di pemakaman muslim. 

The	person	who	leaves	prayer	when	he	dies	cannot	be	bathed,	covered	by	shroud,	prayed,	and	buried	
in	a	Muslim	cemetery.	
Modulation	 is	conducted	 in	 the	phrase	 المسلمین	مع	یدفن	وال .	The	 literal	 translation	of	 the	phrase	 is	dan 
tidak dikubur bersama orang-orang muslim	'and	is	not	buried	with	the	Muslims'.	The	translation	is	not	
clear	 then	 it	 needs	modulation	 by	 translating	 the	 phrase	 المسلمین	مع	یدفن	وال 	 by	dan tidak dikubur di 
pemakaman muslim'and	not	buried	in	Muslim	cemetery'.	
The second form that works to find a natural equivalencecan be seen in the following sentence: 
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والكامیر	المایك	خالل	من	صورتي	یرى	أو	صوتي	یسمع	أن	مرات	عدة	مني	طلب  
Berkali-kali	dia	meminta	untuk	mendengar	suaraku	atau	melihat	wajah	saya	melalui	video call 
He	asked	to	hear	my	voice	or	see	my	face	on	a	video	call	many	times.	

The	 word	 والكامیرا	المایك 	 literally	 has	 a	 translated	 mikrofon dan kamera	 'microphone	 and	 camera'.	
However,	this	translation	 is	 less	natural	and	needs	to	be	modulated	by	finding	a	natural	equivalent,	
that	is	a	video	call.	

	

Conclusion 

According	 to	 the	 results	 of	 the	 study,	 it	 is	 found	 the	 translation	 shift	 or	 transposition	 done	 by	 the	
translator	to	achieve	the	closest,	reasonable	and	acceptable	equivalent	in	the	target	language,	which	
includes	 (1)	 compulsory	 and	automatic	 transposition,	 (2)	 systematic	 and	principle	 transposition,	 (3)	
common	 transposition,	 and	 (4)	 holes	 in	 pattern	 transposition.	 Compulsory	 and	 automatic	
transposition	 is	conducted	by	changing	the	system	in	the	source	 language	related	to	singularity	and	
plurality	issues.	The	systematic	and	principle	transposition	is	conducted	by	changing	the	order	of	the	
word	function	in	a	sentence	in	the	target	language.	The	common	transposition	is	conducted	related	to	
the	difference	of	word	class	between	the	source	and	the	target	 language.	While	the	hole	 in	pattern	
transposition	is	conducted	by	adding	a	certain	vocabulary	that	aims	to	ease	the	reader	in	the	target	
language	in	absorbing	the	message	contained	in	the	source	language.	

The	meaning	 shift	 or	modulation	 is	 used	 by	 the	 translator	 to	 gain	 the	 closest,	 fair	 and	 acceptable	
equivalence	 in	the	target	 language.	 It	 is	also	caused	by	the	term	of	 translator's	perspective	and	the	
contextualization	 of	 a	 sentence	 so	 that	 the	 impression	 of	 the	 sentence	 can	 be	 felt	 directly	 by	 the	
reader	in	the	target	language.	The	meaning	shift	or	modulation	that	occurs	includes	(1)	mandatory	or	
linguistic	 modulation	 and	 (2)	 optional	 or	 non-	 linguistic	 modulation.	 The	 compulsory	 or	 linguistic	
modulation	is	conducted	by	changing	the	active	and	passive,	general	and	specific	sentence,	negative	
and	positive	sentence	patterns.	Whereas	free	or	non-linguistic	modulation	is	done	by	explicating	the	
implicit	words	and	finding	the	most	natural	equivalent	in	the	target	language.Transpositions	and	
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EMOTION WORDS IN SUNDANESE 
LANGAUGE: THE SEMANTIC FIELDS OF 
EMOTION DOMAIN 

 
MUZAINAH NURAZIJAH 

	

Emotions	as	inseparable	from	human	life	are	must	be	an	important	part	that	affects	many	things	like	
attitude	or	how	people	think.	However,	to	know	the	meaning	of	various	emotional	vocabularies	in	
various	languages	would	need	a	way	that	can	represent	what	the	owner	of	the	language.	Different	
languages	can	have	a	different	meaning,	although	it	has	almost	the	same	object.	Emotion	term	will	
help	people	to	show	what	emotion	they	feel	and	how	to	manage	it.	Sundanese	as	an	active	regional	
language	used	in	West	Java	(Indonesia)	has	an	emotional	vocabulary	that	is	closely	related	to	culture.	
This	research	analyzed	sundanese	emotion	words	by	using	Izard	and	Buechler	theory	and	Semantic	
Fileds	Theory	(Nida,	1975).	This	research	used	mixed	methods,	quantitative	data	collected	from	
Manglè	Magazine	and	qualitative	data	collected	from	Sundanese	Dictionary.	There	are	26	basic	
emotion	words	in	Sundanese	Language.	
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Abstract	

This	study	aims	at	1-	investigating	the	communicative	functions	of	illocutionary	forms		of	the	prophets	
and	every	day	ritual	supplications	2-showing	the	different	types	of	supplications	3-	the	difference	in	
terminology	between	the	Muslims	and	Christians.	It	is	hypnotized	that		1-	there	are	different	
illocutionary	forms	used	by	the	supplicant	to	communicate	with	His	Lord.	2-different	illocutionary	
forms	are	controlled	by	the	several	situations	and	psychological	feelings	to	convey	his	message	to	His	
God	.	

Data	of	this	work	is	collected	from	supplications	of	the	prophets	in	Qur'an	and	every	day	supplications	
of	(Al-	Nawawy	)	reference.	The	study	has	adopted	Tyler	model	(997:3).	After	analyzing	data,	the	
study	has	come	up	with	some	results	that		supplication	in	Islam	has	a	lot	of	communicative	functions	,		
such	as	request	,	address,	thank	,praise	,	repentance	,	worship,	which	has	proven	the	hypothesis	(1)	
there	are	different	illocutionary		forms	used	by	the	supplicant	to	communicate	with	His	Lord		.	
Muslims	from	time	to	time	ask	God	to	increase	their	faith	to	forgive	them	for	their	sins	or	pertaining	
to	the	world	or	to	increase	in	wealth,	or	to	be	cured	from	diseases,	or	to	be	granted	more	children,	
this	proves	hypothesis	(2)	which	says	different	illocutionary	forms	are	controlled	by	the	supplicant's	
situation	and	psychological	feelings	to	convey	the	servant	message	to	His	God.	
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Attitude	can	be	defined	as	set	of	beliefs	developed	in	certain	time	and	setting	of	sociocultural	
environment.	Studies	show	that	positive	attitude	facilitates	learning.	Global	world’s	teachers	should	
be	the	facilitator	of	the	learning	environment	rather	than	just	a	person	who	set	rules.	At	this	stage,	
teachers	need	a	curriculum	which	works	as	a	guidance	in	class	whereas	students’	needs	and	
expectations	can	shape	the	curriculum.	The	purpose	of	this	study	is	to	evaluate	the	curriculum	of	
English	preparatory	school.	The	curriculum	is	evaluated	according	to	the	multiculturalism	criteria	
described	by	Council	of	Europe	in	Common	European	Framework.	In	this	regard,	the	study	focuses	on	
students’	attitude	towards	the	culture	of	target	language.	The	study	has	relational	scanning	model.		
Both	qualitative	and	quantitative	approaches	are	used.	Likert	type	rating	scale	is	used	in	the	survey.	
The	ideas	are	compared	to	the	standards	of	cultural	elements	that	need	to	be	found	in	a	multicultural	
curriculum.	In	addition,	it	is	thought	that	these	learners	will	mostly	have	oral	communication	as	a	
result	of	increased	mobility	and	European	Union	education	programs.	Therefore,	students	will	most	
probably	use	their	communicative	skills	at	the	campus	and	public	areas	so	as	a	research	area,	
holidays,	festivals	and	ways	of	congratulating	are	chosen	as	cultural	elements.	Consequently,	the	
results	of	this	research	can	contribute	to	material	development,	curriculum	and	motivation.	
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Introduction  

Language	learning,	as	in	many	other	majors,	is	affected	by	attitude	and	motivation.	Adapting	into	a	
new	world	by	the	target	language	(L2)	needs	certain	amount	of	academic	motivation.	This	can	be	
found	in	some	of	the	learners,	whereas	others	find	language	learning	challenging	and	felt	
demotivated.	Teachers	who	are	aware	of	their	students’	needs	might	prefer	to	have	a	pedagogical	
perspective	in	addition	to	a	well-	designed	curriculum.	 

The	 relationship	 between	motivation	 and	 language	 learning	 has	 long	 been	 a	 research	 topic.	 In	 the	
field	of	 second	 language	acquisition	 (SLA)	 this	 starts	back	 to	1959	with	pioneering	work	of	Gardner	
and	Lambert	(Kormos,	Kiddle,	Csizér	2011,	ibid.,	p.496).	So	as	to	gain	an	understanding	of	these	topics	
and	follow	a	path,	which	will	be	most	beneficial	for	students,	a	detailed	look	at	motivation	might	be	
helpful.	

Motivation	explains	why	people	select	a	particular	activity,	how	 long	they	are	willing	to	persist	 in	 it	
and	what	effort	they	invest	in	it	(Dörnyei	2001).	These	headings	are	useful	when	observing	a	learner	
since	the	results	will	give	us	hints	about	learning	effort.	These	headings	are	useful	when	observing	a	
learner	since	the	results	will	give	us	hints	about	learning	effort.	
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Today,	 in	our	globalized	world,	by	the	help	of	mobility,	English	has	become	the	 lingua	franca	and	 is	
seen	 as	 an	 international	 language	 (Jenkins	 2007).	 This	 leads	 to	 an	 international	 view	 of	 learning.	
When	people	are	learning	English,	they	try	to	fit	in	an	international	work	setting.	Many	of	the	learners	
are	ready	to	participate	in	projects,	go	overseas	to	work	or	study.	Moreover,	these	situations	does	not	
always	have	to	be	academic,	their	language	learning	goals	include	friendship	or	travel.	

Motivation	Types	

As	Dörnyei	mentions	all	the	factors	in	SLA	presuppose	motivation	(2005),	it	is	the	core	in	the	mind	of	a	
learner.	 One’s	 desire	 to	 succeed	 in	 language	 learning,	 showing	 interest	 in	 lesson	 topics,	 self-
determination.	Noels	(2001)	states	that,	intrinsic	learning	goals	include	feelings	of	joy	during	learning	
stage.		If	a	student	wants	to	learn	a	new	language	even	at	a	beginner	level,	he	needs	to	be	satisfied.	
Learner	with	an	intrinsic	motivation	is	usually	aware	of	what	he	is	doing,	how	much	he	enjoys	while	
learning	something	new.	These	kinds	of	motives	create	an	eager	to	learn	and	he	wants	to	repeat	this	
cycle	 the	 next	 day.	 The	 cycle	 is	 a	 signal	 of	 learner’s	 psychological	 preparation.	While	 some	 of	 the	
students	 are	 intrinsically	motivated,	 some	 others	 have	 extrinsic	motivation.	 They	 are	 involved	 in	 a	
learning	activity	because	they	hope	to	gain	a	reward	 in	the	end.	 If	 they	do	not	work	well,	complete	
related	 tasks,	 they	 might	 receive	 punishment.	 So	 they	 try	 to	 learn	 in	 order	 to	 avoid	 punishment.	
According	to	Komarraju,	Karau,	and	Schmeck	(2009,p.	47),	“	intrinsically	motivated	individuals	tend	to	
have	 an	 internal	 locus	 of	 control,	 are	 driven	 to	 accomplish,	 seek	 intellectual	 stimulation,	 and	 are	
enthusiastic	 about	 learning	 new	 things.	 Extrinsically	 motivated	 individuals	 pursue	 education	 to	
achieve	contingent	goals,	rather	than	for	an	intrinsic	enjoyment	of	learning”.		

Oroujlou	 and	 Vahedi	 says	 (2011,	 p.995)	 “A	 good	 teacher	 must	 tap	 into	 the	 sources	 of	 intrinsic	
motivation	and	find	ways	to	connect	them	with	external	motivational	factors	that	can	be	brought	to	a	
classroom	setting.	This	is	especially	significant	when	English	is	not	seen	as	important	to	the	students’	
immediate	 needs,	 other	 than	 to	 pass	 exam”.	 Teachers	 should	 be	 the	 facilitator	 in	 classroom.	 They	
may	have	a	group	of	students	with	different	perspectives	and	needs.	So	it	will	be	better	if	the	teacher	
blends	 their	 needs	 and	 expectations	 in	 such	 a	way	 and	 prepare	 a	 lesson	 that	 the	 learners	 benefit	
utmost.	

Language	 learning	 is	not	 just	a	school	subject,	 it	a	kind	of	a	bond	with	another	society	and	culture.	
Gardner	 and	 Lambert	 (1972)	mentioned	 the	differences	 that	 a	 learner	 can	 face	according	 to	ethno	
linguistic	 communities	 in	 multicultural	 settings.	 Increased	 mobility	 has	 some	 positive	 effects	 on	
language	 learning	 needs	 of	 students.	 They	 feel	 the	 need	 for	 language	 globalization,	 powerful	
relationships	set	by	this	contact.	Since	the	significance	of	the	social	dimension	becomes	clear,	some	of	
the	learners	feel	themselves	close	to	the	target	culture	and	language.	As	Gardner	states	(1985)	in	his	
motivation	theory,	integrative	aspect	of	the	motivation	is	a	strong	force	for	learners.	When	a	learner	
feels	that	he	can	be	a	part	of	the	society	when	he	learns	the	language,	he	is	eager	to	study.	Falk	also	
(1978)	mentions	the	motive	behind	this	feeling	and	says	that	if	students	admire	the	L2	language	and	
its	society,	they	want	to	integrate	therefore	they	try	to	see	the	ways	of	learning	the	language	to	be	a	
part	of	 the	culture.	Even	 though	 it	 is	 a	monocultural	 society	 they	 live	 in,	 students	have	a	plan	or	a	
dream	of	going	abroad	to	fulfill	their	dreams.	Increased	mobility,	exchange	programs,	courses	are	all	
chances	 for	 such	needs	 so	 this	 dream	 seems	possible	 to	 reach.	 This	 type	of	 learners	who	has	 high	
level	of	integrative	motivation,	has	some	kind	of	emotional	identification.	Markus	and	Nurius	(1986)	
define	this	situation	as,	these	learners	have	an	idea	of	self	in	their	minds	and	they	desire	to	reach	this	
future	self.	This	new	personality	is	shaped	by	their	desires,	who	they	want	to	be,	where	they	want	to	
be.	

Gardner’s	studies	about	motivation	were	mainly	about	sociocultural	dimension	of	L2.	Dörnyei	(2003)	
says	 that	 Gardner’s	 approach	 offers	 macro	 perspective.	 It	 allows	 the	 learners	 to	 create	 a	 bond	
between	the	target	language/culture	and	the	learner.	In	other	words,	the	roots	of	multilingualism	and	
multiculturalism	are	found	in	these	types	of	students.	The	key	to	success	for	them	is	their	future	role	
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in	 mobile,	 global	 world.	 They	 see	 themselves	 as	 part	 of	 these	 societies	 someday	 either	 as	 an	
employee	 or	 a	 student.	 Integrativeness	 is	 a	 measure	 of	 identification	 in	 language	 learning	 and	 is	
directly	related	to	how	students	conceptualize	themselves	(Hamilton	and	Serraro,	2015).	 In	a	sense,	
with	 this	 added	 identity,	 learners	 feel	 motivated	 and	 eager	 to	 learn.	 There	 are	 of	 course	 some	
additional	 elements	 of	 motivation.	 Bandura	 (1986	 cited	 in	 Kormos,	 J.,	 Kiddle,	 T.,	 Csizér,	 K.,	 2011,	
p.497)	 mentions	 self-efficacy	 beliefs	 and	 Shavelson	 (1976	 cited	 in	 Kormos,	 J.,	 Kiddle,	 T.,	 Csizér,	 K.	
2011,	 p.	 497)	 states	 self-concept.	 Self-efficacy	 is	 how	 one	 observes	 his	 own	 learning	 ability,	
performance	under	such	circumstances	such	as	under	pressure	or	when	given	a	task.	It	is	such	a	belief	
that	 the	 learner	 thinks	 he	 can	 be	 successful	 or	 not.	 Self-concept	 is	 related	 to	 past	 experiences	 for	
instance,	what	had	happened	to	him	during	a	learning	activity	or	in	an	environment	where	he	had	to	
use	his	language	competence.	

At	learning	stage,	people	need	a	goal,	a	reason.	If	the	learner	has	integrative	motivation,	he	creates	
an	imaginary	self	who	uses	English	as	a	means	of	international	communication.	His	probable	aim	is	to	
be	a	member	of	English-speaking	professionals.	 	 Language	competency	 is	one	of	 the	prior	needs	 in	
our	 globalized	world.	 In	 such	a	world,	where	 the	dissemination	of	 information	 is	 rapid,	 one	 should	
learn	a	 foreign	 language	to	cope	with	 this	 rapid	change.	 	 In	 this	sense,	 language	 learning	 is	vital	on	
personal	 basis.	 As	 mentioned	 by	 OECD	 (2016),	 language	 learning	 is	 not	 just	 necessary	 for	
communication,	but	more	 importantly	 it	plays	a	crucial	 role	 in	prompting	global	understanding	and	
respecting	 cultural	 differences.	 Recently,	 language	 teaching	 course	 books	 are	 multicultural.	 The	
reading	 texts	give	 information	 from	different	parts	of	 the	world,	 the	names	used	 in	units	belong	 to	
various	 cultures	and	 languages	as	well.	 Since	 there	 is	 a	 clear	message	 in	 the	books,	 the	 curriculum	
should	be	prepared	within	the	same	vision	of	teaching.	It	would	be	better	if	it	cherishes	the	learners’	
feeling	to	be	a	part	of	the	global	world	by	learning	a	new	language	and	culture,	to	be	fully	equipped	
with	the	specific	needs	of	this	criterion.			

If	a	student	wants	to	learn	a	language,	he	should	be	able	to	speak.	Otherwise	the	expected	skills	to	be	
gained	 in	 language	 learning	 are	 incomplete.	 That	 is	 one	 of	 the	 simplest	 parts	 of	 this	 criterion.	
Sociologists	mention	that	describing	the	nature	of	a	language	only	by	performance	and	competence	is	
not	 enough,	 as	 Noam	 Chomsky	 argues	 since	 there	 is	 a	 need	 for	 third	 dimension	 which	 is	 called	
communicative	competence	 (Demirel,	1993).	 	 In	 this	approach	 language	 is	not	 just	a	 school	 subject	
with	set	of	rules	and	examinations.	It	 is	a	vehicle	to	communicate.	If	one	can	communicate,	express	
his	feelings,	 ideas	then	it	means	this	person	learnt	that	 language.	So	the	classroom	activities	should	
be	designed	 in	such	a	way	 that	 learners	can	 talk	 to	each	other	and	express	 themselves	 rather	 than	
memorizing	certain	 things.	The	 function	of	 the	teacher	here	 is	 to	create	a	classroom	setting,	 lesson	
plan	and	curricula	suitable	for	this	aim.	

Another	 aspect	 of	motivation,	 as	well	 as	 integrative	 is,	 instrumental.	 It	 is	 generally	 seen	 as	 getting	
some	 practical	 knowledge	 about	 the	 language	 (Hudson,	 2000).	 This	 knowledge	 is	 needed	 for	
situations	such	as	applying	for	a	job,	meeting	the	requirements	of	a	course,	getting	a	pay	rise.	It	has	
no	connection	with	L2	community.	There	is	no	motive	for	integration,	no	chance	of	interaction.		

Dörnyei	 (1994)	 claims	 that,	 the	 main	 point	 in	 Gardner’s	 model	 is	 social	 milieu,	 not	 the	 foreign	
language	classroom,	his	motivation	theory	does	not	include	cognitive	aspects	as	well,	so	as	a	result,	in	
the	subsequent	decades,	the	researchers	have	a	tendency	to	study	a	micro	perspective	which	deals	
more	 about	 classroom	 activities	 and	 is	 close	 to	 instrumental	 perspective.	 This	 tendency	 has	 been	
activated	due	 to	cognitive	 revolution	at	 that	era.	Self-determination	 theory,	attribution	 theory,	and	
goal	theories	are	the	most	influential	ones	(Dörnyei,	2003).		

The	 main	 setting	 is	 contextual	 surrounding	 and	 the	 students	 in	 micro	 perspective.	 There	 are	 3	
research	directions	which	are	 related	 to	micro	perspective	 in	L2	motivation	 field:	 the	willingness	 to	
communicate,	 task	 motivation,	 and	 the	 relationship	 between	 motivation	 and	 the	 use	 of	 language	
learning	strategies	(Dörnyei,	2003).	Classroom	teaching	has	an	high	importance,	motivating	students	
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for	participation,	getting	successful	results	 in	the	exams,	doing	fruitful	homework	or	projects	are	all	
part	of	the	in	class	activities.		

Researchers	 also	 examined	 the	 learning	 context	 under	 3	 headings:	 course-specific	 motivational	
components,	teacher-specific	motivational	components,	and	group-specific	motivational	components	
(Dörnyei,	 1994).	 Course-specific	 motivational	 components	 include	 interest,	 relevance,	 expectancy,	
and	satisfaction.	These	items	are	vivid	in	designing	a	course	curriculum.	A	relevant	curriculum	is	the	
framework	of	 learning	situation.	Teacher-specific	motivational	component	are	mostly	about	teacher	
approval.	Group-specific	motivational	components	depend	on	group	dynamics.	The	group’s	norms	are	
taken	into	consideration	if	the	issue	is	reward	and	punishment	especially.		

The	need	for	 learning	a	new	 language	may	differ,	however	the	use	of	 language	 leads	the	person	to	
communication.	 As	 Demirel	 (1993:4)	 mentions	 the	 most	 effective	 way	 of	 communication	 among	
people	 is	 language.	This	shows	that,	 if	 language	is	used	as	a	mean	of	communication,	 it	has	a	social	
function	 and	 a	 role	 to	 bond	 the	 society	 and	 its	 culture.	 That	means,	 communication	 is	 not	 just	 for	
sharing	ideas	and	feelings	but	also	the	culture.	Therefore,	during	the	language	acquisition	period,	the	
learner	should	pay	attention	to	communicative	competence.	In	order	to	help	the	learners,	curriculum	
should	include	elements	which	can	motivate	them	to	reach	the	target.								

Everyone	in	a	society	as	well	as	each	group	in	an	institution	is	linked	to	one	another	and	affected	from	
each	 other.	 What	 lies	 beneath	 this	 linkage	 has	 always	 been	 a	 research	 topic	 for	 anthropologists,	
sociologists.	In	a	societal	environment,	that	is	called	communication	(Güvenç,	1997a;	47).	

Common	European	Framework	

Council	of	Europe	has	been	working	on	European	languages,	 language	teaching	programs	in	various	
countries,	certification	of	competencies	that	enables	the	mobility	of	learners	for	many	years.	In	order	
to	combine	all	 its	programs	under	one	single	 framework,	a	study	 is	compiled	and	 its	 final	version	 is	
published	in	2001	by	Cambridge	University	which	is	called	Common	European	Framework	(Council	of	
Europe	2002b;1).	

Multiculturalism	 and	 multilingualism	 are	 seen	 as	 way	 of	 life	 in	 Common	 European	 Framework.	
Learning	a	language	and	its	culture	at	the	same	time	is	offered	to	lead	such	a	life.		However,	learners	
are	expected	to	have	some	qualifications	under	these	circumstances.	These	are	grouped	under	such	
headings	(Council	of	Europe	2001:11-15):	

•	 General	Competencies	

•	 Communicative	Competencies	

•	 Language	Activities	

•	 Areas	

Common	European	Framework	(Council	of	Europe,	2002a;	10)	says	that,	social	and	national	identities	
are	 supplementary	 components	 of	 communication.	 	 If	 a	 learner	 is	 willing	 to	 have	 a	 meaningful	
intercultural	 relation,	 this	person	should	know	the	rules,	values,	norms	of	 the	target	culture.	 In	 this	
sense,	 a	 good	 teacher	 is	 someone	 who	 can	 show	 the	 difference	 between	 two	 cultures	 as	 well	 as	
language	 and	 create	 an	 intriguing	 atmosphere	 in	 class.	 The	 students	 of	 such	 a	 teacher	 will	 be	
motivated	because	their	teacher	arouses	interest	and	motivates	them.	They	have	the	chance	to	know	
how	to	deal	with	the	new	language.	

It	is	not	easy	to	teach	students	how	to	learn	a	language	and	to	raise	a	level	of	understanding	towards	
language	 and	 culture.	 Determinants	 of	 a	 new	 language	 are	 various	 but	motivation	 is	 probably	 the	
basic	 step.	 	 Each	 student	 has	 a	 different	 motivation	 level.	 However,	 a	 curriculum	 composed	 of	
relevant	topics	and	a	well-equipped	teacher	can	handle	this	situation.	Leveridge	(2008)	highlights	that	
teachers	 should	 teach	 the	 cultural	 background	 of	 language	 otherwise	 it	 would	 be	 meaningless	 to	
teach	a	language.	According	to	him	the	purpose	of	learning	a	language	is	a	whole	only	if	the	learner	
uses	it	in	an	appropriate	cultural	context.	It	can	be	thought	that,	learning	culture	at	the	same	time	as	
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well	as	 the	rules	of	 the	 language	can	motivate	 learners.	While	teaching	the	rules	of	a	 language	and	
cultural	notes,	they	should	be	embedded	and	flow	naturally	to	make	a	sense.		

In	 traditional	 learning-teaching	 cycle,	 societies	 had	 limitations.	 	 Learners	were	passive	 in	 education	
systems,	but	recently	there	are	no	limitations	to	reach	information	and	other	societies,	 learners	are	
more	 anxious	 about	 learning	 global	 aspects.	 They	 should	 be	 in	 search	 of	 reaching	 as	 much	
information	as	 they	 can	 to	be	a	part	of	 this	era.	Relatively,	 in	 this	new	era,	 it	 is	 easier	 to	motivate	
learners	because	they	are	open	to	all	channels	to	reach	knowledge.	All	these	efforts,	to	have	highly	
motivated	learners,	aim	to	observe	a	positive	attitude	in	class.			

Attitude	

Lightbrown	and	Spada	(2006),	say	that	if	students	have	favorable	attitudes	to	the	society	of	the	target	
language,	they	have	a	tendency	to	contact	with	them,	therefore	this	will	turn	into	a	desire	or	a	need	
to	learn	the	language.	According	to	Breer	and	Locke	(1965),	attitude	is	influenced	by	many	things	such	
as,	family,	peer	group	influence,	past	memories,	sources	of	anxiety,	education,	income,	mass	media,	
religion,	occupation,	age,	sex,	 interests	and	aptitudes.	Smith	 (1971)	summarizes	 the	point	and	says,	
attitude	is	usually	developed	by	a	reference.	As	they	are	situational,	they	can	be	affected	by	teacher,	
class,	book,	and	even	homework.	So	Smith	clarifies	3	headings	for	the	formation	of	attitude;	cognitive,	
affective,	 and	 behavioral	 components.	 Cognitive	 attitude	 is	 about	 learner’s	 perception	 of	 the	
situation,	 how	 he	 sees	 this	 learning	 activity,	 the	 task	 or	 the	 learning	 environment.	 It	 includes	
classroom	environment,	duration	of	the	lesson,	and	exam	results.	Later	comes	the	affective	attitude,	
which	 is	 mostly	 about	 his	 feelings	 that	 arouse	 after	 the	 cognitive	 stage.	 Having	 observed	 the	
classroom	and	gathering	cognitive	data,	he	feels	satisfied,	bored,	happy	or	inadequate.	Last	one	is	the	
behavioral	component	that	is	the	final	act.	It	is	the	learner’s	approach,	attitude	to	what	has	all	been	
done	before	that	stage.		

Smith	 (1971),	 mentions	 some	 of	 the	 poor	 attitude	 types.	 The	 most	 prevalent	 one	 is	 dumb-bell	
attitude.	The	student	repeatedly	sees	failure.	So	he	dislikes	the	language.	He	says	that,	the	problem	
here	 is	 about	 the	 traditional	 foreign	 language	 curriculum	 which	 is	 prepared	 with	 a	 perspective	 of	
anyone	can	learn.	This	leads	to	language	for	all	and	it	becomes	unrealistic	when	the	all	is	seen	as	one.	
Since	learners’	are	each	unique,	the	same	level	of	proficiency	can’t	be	expected	in	the	same	time	and	
effort	spent.	

The	next	poor	attitude	is	called	irrelevant.	Students	see	themselves	aimless	in	classroom.	They	have	
no	intrinsic	motivation.	

Another	one	 is	 called	bored	attitude.	When	 the	students	cannot	 tolerate	 the	 routine	and	always	 in	
search	of	innovation,	they	show	a	lack	of	interest.	The	teacher	should	either	refresh	his	lesson	plans	
and	be	more	creative	or	have	a	new	curriculum	which	is	made	up	of	brand	new	ideas	in	the	field.	

Lambert	 (1963)	mentions	a	 feeling	called	anomie	which	mostly	 refers	 to	 students	who	have	gained	
competency	in	foreign	language.	This	 is	somehow	different	from	the	previous	ones	but	still	possible	
to	 face.	 These	 types	of	 learners	 usually	 adapted	 the	new	 language	 and	 culture	quite	well	 however	
they	feel	the	fear	of	losing	attachment	to	their	tight,	unique	previous	culture.	So	they	lose	interest	in	
foreign	language	for	a	while	in	order	to	regain	the	secure,	safe	feelings	towards	the	mother	tongue.	

Methodology 

The	 purpose	 of	 this	 study	 is	 to	 evaluate	 the	 curriculum	 of	 English	 language	 school	 of	 a	 private	
university.	The	curriculum	is	evaluated	according	to	the	multiculturalism	and	multilingualism	criteria	
described	by	Council	of	Europe	in	Common	European	Framework.	In	this	regard,	the	study	focuses	on	
students’	attitude	towards	the	culture	of	target	language.	The	sample	of	the	study	is	selected	among	
fourth	year	students	who	are	at	the	Bachelor	Degree	program	for	a	long	time	so	that	they	are	able	to	
answer	the	questions	with	a	broad	perspective	(Hamurabi	Sözen	2015).		
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The	 study	 has	 relational	 scanning	model.	 The	 universe	 of	 the	 study	 is	 language	 instructors.	 Senior	
students	are	the	subjects	of	this	research.	Their	ideas	about	the	program	are	asked.	The	questions	of	
the	 attitude	 survey	 are	 mainly	 about	 the	 cultural	 elements	 which	 are	 found	 in	 the	 program	 and	
whether	these	elements	motivate	them	to	learn	the	language	or	not.	Some	of	the	items	in	the	survey	
are	 about	 communication	 skills.	 These	 ideas	 are	 compared	 to	 the	 elements	 that	 are	 needed	 to	 be	
found	 in	 a	 multicultural,	 multilingual	 curriculum.	 In	 addition,	 it	 is	 thought	 that	 these	 learners	 will	
mostly	 have	 oral	 communication	 as	 a	 result	 of	 increased	 mobility	 and	 European	 Union	 education	
programs.	 What	 they	 need	 will	 be	 communicative	 competence	 in	 this	 sense.	 At	 this	 stage,	 it	 is	
thought	 that	 students	will	most	 probably	 use	 their	 communicative	 skills	 at	 the	 campus	 and	 public	
areas	 so	 as	 a	 research	 area,	 holidays,	 festivals	 and	 ways	 of	 congratulating	 are	 chosen	 as	 cultural	
elements.		380	senior	students	and	184	instructors	are	in	the	cluster	sampling	of	the	study.	

Qualitative	 and	 quantitative	 approaches	 are	 used.	 Qualitative	 data	 is	 gathered	 via	 classroom	
observations,	 interviews	 and	 exploration	 of	 the	 documents	 such	 as,	 textbooks,	 materials,	 annual	
plans	and	projects.	Quantitative	data	is	gathered	via	a	morale	survey.	Likert	type	rating	scale	is	used	
in	 the	 survey.	 Two	 different	 surveys	 are	 distributed	 to	 teachers	 and	 students.	 One	 of	 the	 surveys	
includes	 questions	 whether	 there	 are	 cultural	 elements	 in	 the	 curriculum.	 Both	 the	 teachers	 and	
students	answered	this	survey.	The	other	survey	is	given	only	to	students	and	questions	are	asked	to	
measure	their	attitude	towards	cultural	elements	in	language	learning.		

Findings 

The	findings	mentioned	here	are	only	some	of	the	results	which	are	related	to	students’	motivation	
and	 attitude	which	 belong	 to	 the	 relation	 between	 cultural	 elements	 and	 students’	 speaking	 skills.	
According	 to	 the	qualitative	 results	of	 the	 study,	 cultural	 elements	 about	holidays	and	 festivals	 are	
mostly	found	in	general	English	textbooks	which	are	used	in	preparatory	classes.	These	elements	are	
worldwide	 cultural	 points.	 Many	 items	 describing	 different	 cultures	 are	 found	 in	 textbooks	 since	
multiculturalism	 and	 multilingualism	 are	 part	 of	 our	 world.	 In	 general,	 it	 is	 found	 out	 that,	 the	
students	in	this	study	have	integrative	motivation.	Although	they	are	not	much	aware	of	their	needs	
during	the	first	school	years,	it	becomes	clear	towards	graduation.	They	are	motivated	when	they	see	
themselves	as	part	of	the	global	world	where	many	languages	are	spoken.		The	need	to	be	a	part	of	
this	era	is	observed	as	an	inevitable	reality.	

Language	instructors	have	certain	ideas	about	the	students’	attitude	towards	cultural	competence	as	
a	result	of	their	observation.	Their	views	can	be	classified	under	three	groups:	

•	 The	first	group	teachers	who	had	thought	senior	classes	stated	that	their	students	are	aware	
of	the	cultural	facts	and	differences.	This	group	is	quite	motivated	and	have	positive	attitude	so	they	
want	 to	 be	 equipped	 with	 more	 cultural	 information	 not	 only	 by	 attending	 the	 classes	 but	 also	
listening	to	music,	surfing	the	internet	or	watching	films	in	target	language.	

•	 Second	group	of	 instructors	had	 thought	 freshman	and	 sophomore.	 They	 stated	 that	 their	
students	 have	 no	 idea	 about	 multiculturalism.	 They	 are	 prejudiced	 and	 show	 no	 effort	 to	 learn	
cultural	points	as	well.	

•	 Third	group	of	instructors	are	the	ones	who	had	thought	translation	classes.	Their	textbook	
does	not	contain	cultural	elements;	they	mostly	deal	with	the	grammar	rules	of	the	language.	

In	 quantitative	 part	 of	 the	 study,	 in	 addition	 to	 the	 survey	 that	 is	 about	 curriculum	 evaluation,	
another	survey	is	distributed	to	the	students.	The	second	survey	asks	questions	about	their	attitudes	
to	target	culture.	The	result	of	this	survey	has	subsidiary	findings.		

•	 42.1	%	of	the	students	don’t	agree	that	learning	the	cultural	aspect	of	language	is	boring.		

•	 59.8	 %	 of	 the	 students	 say	 that	 they	 want	 improve	 cultural	 knowledge	 about	 the	 target	
language	because	it	will	help	them	develop	their	language	skills.		
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•	 65.3	%	of	the	students	are	glad	to	study	cultural	differences.	

•	 70.1	%	of	the	seniors	say	that	having	a	cultural	background,	knowing	the	differences	would	
make	communication	easier.	According	to	teachers’	 ideas	 in	qualitative	part	of	 the	survey,	 first	and	
second	year	students	are	aware	of	cultural	differences	yet.		

•	 41.1	%	of	the	students	say	that	learning	cultural	differences	motivate	them.		

•	 69.5	%	of	 the	 students	 say	 that	 agree	 that	 learning	 cultural	 differences	will	 be	meaningful	
outside	the	classroom	as	well.		

Discussions  

Common	 European	 Framework	 emphasizes	 the	 importance	 and	 need	 for	 multiculturalism	 and	
multilingualism.	 These	 are	 meaningful	 when	 this	 idea	 is	 shared	 and	 used.	 If	 the	 benefits	 of	
communication	are	conveyed	clearly	in	curriculum	through	helpful	objectives,	it	might	be	much	better	
for	the	learners	to	integrate	into	today’s	mobile	world.	These	objectives	should	not	only	serve	for	the	
goodness	of	communicative	competence	but	also	for	creating	a	classroom	atmosphere	full	of	highly	
motivated	students.	This	motivation	can	make	the	learners	feel	that	they	are	part	of	this	multilingual	
world.		

As	 it	 is	 gathered	 from	 the	 information	 obtained	 by	 literature	 review,	 students	 should	 learn	 these	
cultural	elements	not	in	a	separate	hour	of	teaching.	It	should	be	integrated	into	curriculum.	Council	
of	Europe	highlights	how	knowing	cultural	elements	can	give	comfort	to	the	 learner	about	speaking	
skills.	So	both	the	curriculum	and	evaluation	stages	should	include	these	two	items.	To	achieve	this,	
there	can	be	a	 training	program.	 In	 this	 training,	how	to	deal	with	possible	problems	 in	class,	what	
should	be	and	how	it	should	be	thought	can	be	planned.	

Dörnyei	(1994)	has	some	recommendations	for	course	specific	motivational	components:	

• Make	the	syllabus	of	the	course	relevant-needs	analysis	
• Increase	the	attractiveness	of	the	course	content-authentic	materials	to	grasp	students	
• Discuss	with	the	students	the	choice	of	teaching	materials-books,	materials		
• Arouse	and	sustain	curiosity	and	attention-break	the	regular	routine	
• Increase	students’	interest	and	involvement	in	the	tasks-design	challenging	activities,	include	

imaginative	elements.	
• Match	difficulty	of	tasks	with	students’	abilities-they	expect	success	and	motivated	
• Facilitate	student	satisfaction-encourage	them,	celebrate	success	so	 they	will	be	motivated	

and	learning	activity	will	result	in	a	positive	attitude	towards	the	lesson.	

These	suggestions	can	be	helpful	 for	curriculum	planners	and	teachers.	Any	kind	of	effort	shown	to	
increase	participation	and	motivation	will	result	in	positive	attitude	of	students.	
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Abstract 

This	paper	consists	of	a	list	of	entries	based	on	the	dictionary	of	Turkish	Argot	Türkçenin Büyük Argo 

Sözlüğü	 by	Hulki	 Aktunç	 (2000).	 During	 this	 research,	 a	 consistent	 number	 of	 Italian	 lexemes	were	
recorded:	 some	 of	 them	 are	 associated	 to	 Turkish	 verbs	 or	 suffixes	 and	 most	 of	 them	 are	
characterized	by	 semantic	 shifting.	The	 task	of	establishing	which	words	 truly	have	an	 Italian	origin	
and	how	the	borrowing	process	takes	place	is	not	easy.	Many	Italian	loanwords	present	an	uncertain	
Greek-Italian	or	a	common	Romanic	(French	or	Spanish)	etymology	and,	therefore,	it	 is	very	difficult	
to	determine	which	word	was	borrowed	 from	which	 language.This	paper	 seeks	 to	 compile	 a	 list	 of	
Italian	 loanwords	 in	 Turkish	 argot	 and	 to	 present,	 some	 interesting	 and	 uncertain	 cases.	 The	main	
goal	of	this	study	is	to	raise	relevant	questions,	but	also	to	submit	them	for	further	research	on	this	
issue.	

	

Introduction 

Argot	 is	 a	more	 or	 less	 secret	 language,	 it	 distances	 itself	 from	 the	 standard	 language	 and	 socially	
marginalized	groups	usually	speak	it.	The	Turkish	argot	possibly	arose	during	the	17th	century,	ant	it	
developed	 mostly	 in	 Istanbul,	 a	 city	 with	 strong	 historical	 and	 cultural	 links	 to	 countries	 as	 Italy,	
Greece	 and	 others.	 The	 vocabulary	 of	 Turkish	 argot	 is	 a	 melting	 pot	 of	 different	 cultures	 and	
languages	 coming	 together	 as	 it	 embraces	 words	 from	many	 other	 languages	 apart	 from	 Turkish.	
Italian	loanwords	appear	to	play	a	central	role	in	this	field.	The	main	linguistic	characteristic	observed	
in	this	study	is	the	semantic	shifting.	This	leads	to	the	creation	of	metaphors,	metonymies	or	simple	
semantic	amplifications,	which	causes	the	meaning	of	 Italian	words	to	change	during	the	borrowing	
process.	

 

Etymological issues 

The	 most	 difficult	 task	 in	 the	 analysis	 of	 loanwords	 is	 to	 define	 their	 exact	 etymology.	 As	 Petrou	
reminds	us:	«To	determine	which	word	was	copied	from	which	 language	or	dialect	 into	argot	 is	not	
always	an	easy	solvable	question(...)»	(Petrou,	2008,	p.171).	In	the	case	of	italian	loanwords	in	Turkish	
argot,	 there	are	some	characteristics	which	have	 to	be	considered	 in	order	 to	have	a	clear	view	on	
this	 topic.	 First	 of	 all,	 it	 is	 very	 important	 to	 compare	 etymologies	 of	 different	 dictionaries.	
Unfortunately,	 the	dictionary	of	Turkish	Argot	by	Hulki	Aktunç	presents	some	inconsistencies	 in	this	
sense	 as	 some	 of	 the	 Italian	 etymologies	 presented	 appear	 to	 be	 definitely	 incorrect.	 As	 Wagner	
(1990)	stresses	referring	to	Develü’s	studies	on	italianisms	in	Turkish	language:	«Von	den	von	Develü	
als	 Italianismen	 angesehenen	 Ausdrücken	 sind	 zunächst	 diejenigen	 auszuschalten,	 die	 auch	 in	 der	
griechischen	 Vulgärsprache	 bestehen,	 also	 eher	 griechischer	 Vermittlung	 zuzuschreiben	 sind(…)»	
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(Wagner,	 1990,	 p.	 232).	 The	 geographical	 proximity	 between	 Greece	 and	 Turkey	 and	 a	 certain	

morphological	distance	helps	us	to	understand	that	words	such	as	volta or resto, and	many	others	are	
to	be	considered	loanwords	who	became	part	of	the	Turkish	language	through	Greek	language	rather	
than	 directly	 from	 Italian	 language.	Moreover,	 some	 cases	 of	 etymological	 contamination	 between	
Turkish,	 Italian	 and	 other	 Romance	 languages	 such	 as	 French,	 Spanish	 and	 Rumanian	 have	 been	
observed	 in	 this	 study.	 It	 is	 therefore	 possible	 to	 make	 a	 distinction	 between	 direct	 and	 indirect	
loanwords.	Of	course,	there	are	cases,	which	do	not	allow	a	certain	etymological	reconstruction.	The	
list	presented	in	this	paper	includes	also	some	etymologically	uncertain	entries	and	only	the	cases	of	
false	etymology	have	been	excluded	of	this	research.	

	

Semantic fields 

The	majority	 of	 the	 entries	 analyzed	 in	 this	 paper	 present	 semantic	 shift.	 Petrou	 underscores	 this	
aspect	 in	 her	 analysis	 on	 Greek	 loanwords	 in	 Turkish	 argot	 but	 this	 is	 valid	 for	 the	 case	 of	 Italian	
loanwords	 as	 well:	 «	 (…)	 a	 characteristic	 of	 argot	 is	 the	 use	 of	 foreign	 lexemes	 and	 the	 semantic	
shifting	of	the	borrowings.	Standard	Turkish	contains	many	Greek	loans,	but	the	argot	borrowings	are	
exposed	 to	more	extensive	 semantic	 changes»	 (Petrou,	2008,	p.	167).	Many	of	 the	analyzed	words	
are	 Italian	 loanwords,	which	are	present	also	 in	 standard	Turkish	and	a	consistent	number	of	 them	
are	nautical	terms	undergoing	semantic	shift	and	becoming,	along	these	lines,	part	of	Turkish	argot.	A	
consistent	number	of	Italian	loanwords	in	Turkish	language	originate	from	the	nautical	language.	«The	
nautical	 lexicon	 exhibits	 of	 course	 a	 borrowed	 technology	whose	 agents	were	 (mostly)	 identifiable	
Greek	and	Italian	mariners/engineers	recruited	to	Ottoman	service,	a	common	enough	phenomenon	
of	imperial	administration.	The	jargon	facilitates	naval	projects,	whether	ship-building	or	warfare,	and	
occasionally	 found	 metaphorical	 application	 in	 other	 registers»	 (Wansborough,	 2013,	 p.189).	 The	
most	common	types	of	semantic	shift	registered	in	this	study	are	widening,	narrowing,	metaphor,	and	
metonymy.	Another	 type	of	semantic	shift,	which	 is	also	present	 in	 the	case	of	 Italian	 loanwords	 in	
Turkish	argot,	is	degeneration	and	pejoration.	This	particular	aspect	leads	us	to	consider	the	issue	of	
semantic	 fields.	The	complete	 list	of	 Italian	 loanwords	 in	Turkish	argot	makes	 it	possible	 to	 identify	
some	semantic	fields,	in	which	Italian	language	seems	to	be	very	fertile.	These	are,	for	example:	

1. Sex	

Sex	 is	 the	 most	 significant	 semantic	 field,	 which	 has	 been	 identified	 during	 this	 study.	 Some	
examples	are	babfingo, bomba, duka, malafa, pantolon and torna.  

2. Gambling	

	

The	 importance	 of	 this	 semantic	 field	 is	 proved	 by	 the	 fact	 that	 one	 of	 the	 possible	 etymological	

backgrounds	of	the	loanword	piyango is	the	italian	name	Bianchi.	An	Italian	man,	Mr.	Bianchi	seems	
to	be	the	initiator	of	gambling	in	Turkey	during	the	17th	century.	Some	examples	of	Italian	gambling	
terms	in	Turkish	argot	are	gargı etmek, iskaleta, pundacı and piyango.	

	

Loaning process 

It	is	of	great	importance	to	consider	how	the	loaning	process	from	one	language	to	another	actually	
takes	place.		As	far	as	phonetics	are	concerned,	it	is	possible	to	notice	the	phonetical	adaptation	of	
italian	words	becoming	part	of	Turkish	language.	Some	examples:	g	(voiced)->c;	c	(voiceless)->ç;	s	
(voiced)->z.	However,	the	most	interesting	morphological	aspect	of	the	loaning	process	from	Italian	



171 

	

into	Turkish	are	the	so-called	loan	blends.	This	issue	is	indentified	by	Petrou	her	study	about	Greek	
loanwords	in	Turkish	argot,	but	the	exact	phenomenon	affects	Italian	loanwords	as	well.	«Borrowing	
consists	of	an	attempted	reproduction,	in	one	language,	of	a	pattern	that	exists	in	another	language	
with	several	processes	which	have	been	called	loanword,	hybrid,	loan	translation	or	semantic	loan»	
(Petrou,	2008,	p.163).	There	are	two	main	types	of	loan	blend	in	the	field	of	loanwords	in	Turkish	
argot:		

1. The	most	common	one	 is	 the	adaptation	with	an	accompanying	verb,	where	a	morphologically	
and	 phonetically	 adapted	 Italian	 word	 is	 combined	 with	 a	 Turkish	 verb.	 One	 example	 is	 the	
loanword	 kolpo, which	 originates	 the	 following	 loan-blends:	 kolpo oynamak, kolpoya düşmek, 

kolpoya düşürmek	and	kolpoya gelmek.		
2. The	 second	 type	 of	 loan-blend	 is	 the	morphosyntactic	 one,	where	 Italian	words	 are	 combined	

with	 Turkish	 suffixes.	 A	 fitting	 example	 could	 be	 the	 loanword	 Karmanyola,	 which	 originates	
Karmanyolacı	and	Karmanyolacılık.		

	

Some	 examples	 of	 very	 productive	 loanwords	 in	 terms	 of	 loan	 blends	 are	 alabanda, dümen, faça, 

kolpo and	posta.	The	following	vocabulary	presents	the	complete	list	of	Italian	Loanwords	in	Turkish	
argot	 according	 to	 the	 etymology	 presented	 by	 Aktunç	 in	 his	 dictionary.	 Some	 entries	 have	 been	
removed	or	changed,	on	the	base	of	a	comparative	analysis	on	different	vocabularies.		

 

Vocabulary of Italian loanwords in Turkish argot	

• Abaşo	<	abbasso/basso:	to	underlain	by,	to	lay	under,	undermost,	beneath	

• Aborda	etmek	<	abbordare=	to	come	near,	to	approach	

• Aganta	<	agguantare:	to	hold	

• Alabanda	<	alla	banda:	very	interested,	illegitimately	close	to	someone	

• Alabanda	olmak:	to	pester,	to	annoy	with	requests	

• Alabandayı	çekmek:	to	give	someone	a	bawling	out,	to	reprimand	loudly	or	severely	

• Alabandayı	yemek:	to	reprimand	heavily	

• Alabarda	<	alabarda:	untidy,	undisciplined,	rambler		

• Alafranganın	bebesi	<alla	franca:	greenhorn	(inexperienced),	milksop	(weak	or	ineffectual	person)	

• Alarga	<	allarga/alla	larga:	to	keep	clear,	to	go	clear	

• Alarga	durmak:	stand	aloof	from,	do	not	show	interest	

• Alarga	etmek:	to	passfrom	a	certain	distance,	move	away	

• Alarga	gelmek:	keep	off,	hold	aloof	

• Albergo	<	albergo:	albergo,	hotel	

• Algarina	<	argagno	(Venetian	dialect):	strong	and	big	bully	

• Amerika	<	America:	rich		

• Antika	<	antico:	bizarre,	strange,	surprising	

• Apiko	<	a	picco:	Ready,	prepared,	watchful,	well	dressed	

• Arma	<	arma:	golden	jewel,	watch	

• Armalı:	fancy,	ornate,	shiny,	brilliant	

• Avanta	 <	 vantaggio:	 easily	 obtained	 benefit,	 undeserved	 victory,	 commission,	 percentage,	
something	gained	by	cheating	

• Avantacı:	parasite,	calculating	
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• Avantadan:	painlessly,	easily,	cheaply	

• Avantali:	advantageous,	helpful,	beneficial,	profitable	

• Avanta	vurmak:	provide	an	easy	profit	

• Avanta	yemek:	to	make	a	profit	from	someone	who	is	driven	by	the	will	of	others	

• Averta	<	aperto:	open,	free	

• Avisto	<	vista:	at	sight,	on	sight	

• Babafingo	<	pappafico	(Venetian	dialect):	penis,	male	organs	

• Balya	<	palla:	money	

• Bandirasız	<	bandiera:	dilly	dallier,	a	bad	lot,	helpless,	atheist,	miscreant	

• Bando	mızıka	<	banda	musica:	swearword,	successive	swearing	

• Banka	<	banca:	rich	

• Banyo	ettirmek	<	bagno:	to	cover	with	insults	

• Barba	<	barba:	old	man,	elderly	man	

• Baston	<	bastone:	slim,	penis	

• Bir	posta	<	posta:	once,	a	little	

• Bomba	<	bomba:	very	beautiful,	sexually	attractive,	breasts,	boobs,	drug	pills	

• Bombalamak:	have	a	sexual	relation,	to	fuck	

• Bomba	patlatmak:	give		very	informative	news,	to	do	a	big	theft,	take	a	drug	pill	

• Bombası	patlamak:	to	show	up,	to	be	heard	

• Borda	<	bordo:	side,	part	

• Borda	borda:	side	by	side	

• Borda	etmek:	come	near,	approach	

• Caka	<	giacca:	vanity,	show	off	

• Cakacı:	to	show	off,	to	swagger	

• Cakalı:	ostentatious,	garish	

• Caka	satmak:	vanity	

• Ciro	<	giro:	transfer,	round	

• Conta	<	giunta	or	zonta	(Venetian	dialect):	price	tag	on	goods	for	sale	

• Contalamak:	to	put	a	price	tag	on	a	good	

• Covino	<	giovane:	stylish,	flamboyant,	garish,	fancy,	Christian	

• Dama	demek	<	dama:	it	is	over,	this	is	it	

• Duka	<	duca:	male	or	female	sexual	organ,	penis,	vagina,	vulva,	tunic	

• Düdük	makarnası	<	maccheronico:	stupid,	silly,	thoughtless	

• Dümen	<	timone:	trick,	cheat	

• Dümen	burun:	curved	nose	

• Dümencı:	liar,	trickster,	thief	assistant,	unsuccessful,	someone	who	is	always	behind	the	course	

• Dümen	çekmek:	to	do,	to	perform	

• Dümen	çevirmek:	to	prepare	and	carry	out	something	

• Dümenden:	to	swirl,	to	turn	

• Dümene	yatmak:	to	steer	

• Dümeni	eğri:	side	by	side	

• Dümeni	kırmak:	to	change	direction,	to	escape	

• Dümenine	geçmek:	to	back	one’s	back,	to	pass	behind	(traffic)	

• Dümenine	yatmak:		toc	heat,	to	lie.	
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• Dümen	kırmak:	to	change	mind,	direction	

• Dümen	koşmak:	to	practice,	to	carry	out	

• Dümen	kullanmak:	to	manage	something	skillfully	

• Dümen	yapmak:	to	cheat,	to	lie	

• Faça	<	faccia:	face,	appearance,	face	wound,	look,	apparel,	the	closest	table	to	the	stage	

• Faça	açmak:	to	hurt	someone	(usually	with	something	cutting)	

• Faça	façaya:	face	to	face,	opposite,	vis-a-vis	

• Façasını	(asağı)	almak:		to	beat	someone,	to	embarrass	(?)	

• Façasını	bozmak:	to	smash	someone's	face	(leaving	a	sign)	

• Faça	vermek:	to	be	known,	to	be	identified	

• Falçata	<	falcetto:	the	shoemaker's	knife	

• Falya	vermek	<	fala	(Venetian	dialect)/falla:	to	be	unable	to	hide	something,	to	put	himself	 in	a	
state	to	show	his	ignorance	

• Faşige	<	fascio:	a	fascist	woman	

• Faşo:	a	fascist	man	

• Filo	<	filo:	bit,	lice	

• Finito	<	finito:	finished,	last	finally	

• Fino	<	fino/fine:	very	subtle,	fine,	very	good	joint,	flatterer,	sycophant	

• Firma	olmak	<	firma:	to	gain	fame,	reputation	

• Flamasız	<	*flama	(Venetian	dialect):	able	to	do	anything,	independent	

• Fora	<	fora	(Venetian	dialect)/fuori:	extraction,	removal	

• Fora	edilmek:	to	be	removed,	to	be	extracted	

• Fora	etmek:	to	take	out,	to	remove	

• Fori	<	fuori	:	invitation	made	by	the	spectator	in	order	to	applaud	an	artist	after	an	exhibition		

• Forici:	an	incessant	applause,	continuous	cheering		

• Funda	<	fonda	(Venetian	dialect):	jump,	skip		

• Gargı	etmek	<	carga:	to	play	all	the	money	won	on	a	game	

• Güverte	<	coperta:	tablecloth,	abdomen,	breasts,	hips,	ass	

• Güvertede	yürümek:	to	practice	active	anal	sex,	buggery,	sodomy	

• Güverte	yolculuğu:	jurney	in	the	trunk	(anal	sex)	

• İngiliz	<	inglese:	pound		

• İngiliz	arması:	violent	reprimand,	heavy	reprimand	

• İskaleta	<	scalettare:	gmbling	trick	

• İskandil	<	scandiglio:	lookout,	beholding,	scrutiny,	monitoring	

• İskandil	etmek:	to	look	out,	to	monitor,	to	test,	to	understand	a	reaction	

• İskele	babası:	people	working	in	the	port	

• İskeleye	bağlamak:	to	stay	at	someone’s	home	after	having	fun	at	night	

• İskerlet	<	scarlatto:	old,	experienced,	lesbian	

• İspiyon	<	spione	:	talkative,	informer,	talebearer,	spy,	agent	

• İspiyonculuk:	to	research	information		

• İspiyonlatmak:	=	İspiyonlamak:	to	spy,	to	cheat,	to	talebearer	

• İstinga	<	stringa:	nude,	without	clothes	

• İşporta	<	sporta:	streetgirl,	prostitute		

• Kampana	<	campana:	gonad,	testicle	
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• Kampanasını	sökmek:	to	get	in	trouble,	badly	beaten	

• Kanca	<	gancio:	annoying,	worrying,	scum	

• Karmanyola	 	 <	 Carmagnola	 (from	 the	 name	 of	 the	 Italian	 condottiero	 Francesco	 Bussone	 da	
Carmagnola):	urban	robbery,	armed	man,	weapon,	depredation,	robbery	

• Karmanyolacı:	robber,	burglar	

• Karmanyolacılık:	robbery	

• Karmanyolaya	gelmek:	to	get	robbed,	to	take	armed	offenced	

• Karmanyolaya	getirmek:	to	rob,	to	steal	

• Kaseti	 sarmak	 <	 cassetta:	 to	 be	 surprised	 with	 what	 someone’s	 says,	 to	 meddle	 during	 a	
discussion	

• Kaşkaval	<	caciocavallo:	stupid,	silly,	fool	

• Kaşkavallik:	idiocy,	silliness,	stupidity	

• Kaşkaval	yemek:	unexpectedly	encountering	a	difficult	situation	and	not	coming	clear	with	it	

• Kolpo	<	colpo:	occasion	chance,	opportunity	

• Kolpo	oynamak:	to	cheat,	to	trick	

• Kolpoya	düşmek:	to	fall	into	a	trap,	to	get	tricked	

• Kolpoya	düşürmek:	to	create	a	trap,	to	trick	

• Kolpoya	gelmek=	Kolpoya	düşmek	

• Kontra	gitmek	<	contro:	to	go	wrong,	to	behave	in	an	undesired	way	

• Kontratsız:	woman	who	is	engaged	in	a	unhappy	relationship	with	a	man	

• Kopiş	<	copia:	copy,	copying	

• Maça	<	mazza:	ass,	asshole,	courage	

• Maçası	sıkışmak:	to	fall	into	a	difficult	situation,	to	encounter	a	difficulty	

• Maçayı	kurtarmak:	to	get	rid	of	a	difficult	situation	

• Maçayı	sıikmak:	to	avoid	a	trick,	to	be	strong	

• Makarna	<	maccheronico:	Italian	lira	

• Makarnacı:	italian	

• Makine	<	macchina:	weapon,	gun	

• Makine	yapmak:	to	cheat,	to	trick	

• Makineli:	penis	

• Malafa	<	malfatto:	genital	organs,	penis	

• Maltız	<	maltese:	swindler	

• Mama	<	mamma:	woman	who	works	in	brothel,	whore,	drug	for	horse	race	

• Manca:	meal,	food	

• Mano	<	mano:	money	bribe	for	gamblers	or	bosses		

• Mantenot	<	mantenuto:	mistress,	kept	woman	

• Mantinota,	mantenot	<	mantenimento:	mistress,	concubine	

• Marka	<	marca:	used	to	make	meaningful	statements	(with	names	or	adjectives)		

• Marka	almak:	to	take	daily	wages	

• Markacı:	swindler,	pimp,	prostitute,	cloakroom		

• Markacioğlu:	swindler,	prostitute	

• Marka	işlemek,	Marka	yapmak:	to	earn	a	fee,	to	provide	a	visit	

• Marka	kesmek:	wage	paid	by	the	prostitute,	to	take	a	visit	

• Mayna	<	ammainare:	stop,	end,	termination	
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• Mayna	etmek:	to	stop,	to	finish	

• Mayna	olmak:	to	stop,	to	end	

• Miço	<	mozzo:	bar	boy	

• Mort,	Morti,	Mortu	<	morto:	dead,	defunct	

• Mort	etmek:	to	die,	to	kill	

• Mortlamak:	to	die,	to	lose	all	the	money	

• Mortlatmmal:	to	kill,	to	lead	to	death	

• Morto	olmak:	to	die	

• Mortu,	Morto:	a	dead,	a	dead	body,	funeral	

• Mortucu:	priest,	Imam,	undertaker	

• Mortuyu	çekmek:	to	die	

• Mostra	<	mostra:	show	off,	a	woman’s	external	appearance,	face,	clothes,	dressing	

• Mostralık:	better,	more	beautiful	

• Mostrasına	bakmak:	to	teach	somebody	a	lesson	

• Mostrasını	bozmak:	to	embarrass,	to	show	up	

• Mostrayı	bozmak:	to	ruin	the	show	

• Numara	<	numero:	cheat,	trick,	lie,	fake,	false	

• Numaracı:	trickster,	to	trick	

• Numarasıina	yatmak:	to	trick	

• Numarasını	yapmak:	to	do	something	that	planed,	to	develop	as	expected		

• Numara	yapmak:	to	trick	

• Numara	yatmak:	to	be	victim	of	cheating	or	tricking	

• Numara	yemek:	to	believe	a	lie	or	a	trick	

• Orsa	boca	<	orza	poggia:	unbalanced	walk	of	a	drunk	person,	as	much	as	you	can		

• Palabıyık	<	pala:	smoothe-faced,	beardless	

• Pandispanya	<	pan	di	Spagna:	young	and	beautiful	girl	or	boy,	sweet	child	

• Pandizpanya	gazetesi:	source	of	fake	news,	lie	in	order	to	ridicule	

• Pantolon	<	pantalone:	ID	document	

• Pantolon	balığı:	sexual	organ,	penis	

• Pantolon	islatmak:	very	shy,	to	be	very	afraid	

• Pasa	<	passare:	constant,	continuous,	continually	

• Pasa	etmek:	to	bring	forth,	to	extend	

• Pasa	parola:	the	spreading	of	a	rumor	

• Pasa	parola	ermek:	to	spread	rumors	orally	

• Pasa	parola	olmak:	to	be	heard	by	everyone	

• Patalya	<	battella:	a	cheating	assistant,	stooge	

• Patalya	durmak:	to	act	with	complicity	

• Pat	çakmak	<	patta:	to	give	troops	salute	by	hitting	foot	heels	

• Pilajcı	<	spiagga:	thief	working	on	the	beach	

• Piyango	<	Bianchi:	a	negative	and	unexpected	situation,	bad	coincidence	

• Piyango	çekmek:	to	reject,	to	dismiss	a	student	

• Piyano	<	piano:	to	speak	slowly	

• Piyano	peniz:	a	voice	with	low	frequency,	a	low	sound	

• Piyasaya	almak	<	piazza:	to	care,	to	recognize	the	importance	or	the	presence	of	someone	
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• Piyasaya	düşmek:	to	fall	into	prostitution,	to	start	prostitution,	to	be	in	the	middle	of	something	

• Plaka	<	placca:	heated	and	compressed	marijuana	for	sale,	drugs	

• Plakacı:	the	account	holder	of	a	gambler	

• Pompa	<	pompa:	injector,	syringe,	male	sexual	organ,	penis	

• Pompalamak:	to	inject	drugs,	to	be	in	a	sexual	relation,	to	fuck,	to	practice	sexual	reciprocation,	
to	try	to	fool		

• Posta	<	posta:	time,	round,	party,	play	time,	money	on	the	table,	total	amount	of	money,	sexual	
relationship	or	 intercourse,	 to	 go	 away,	 to	 go,	 to	 be	 taken	 away	by	 enthusiasm,	 to	 oppose,	 to	
challenge.		

• Posta	atmak,	posta	koymak,	posta	okumak:	to	oppose,	to	challenge	

• Posta	kaldırmak:	to	not	go	to	school,	to	escape	from	school	(marinare)	

• Posta	olmak:	to	be	taken	up,	to	be	sent,	to	be	referred	to	

• Pundacı	<	punta:	gambler,	player	

• Racon	 <	 ragione:	 method,	 order,	 rule,	 system;	 vanity,	 show	 off,	 dominance,	 domination,	
sovereignty;	dignity	

• Racon	atmak:	to	set	rules,	to	identify	a	method,	to	make	a	demonstration,	to	show	power	

• Raconcu:	ruffian,	to	show	off	by	acting	like	a	bully	

• Racon	kesilmek:	to	determine,	to	rule	out		

• Racon	kesişmek:	rule	setting,	to	determine	who	is	right	and	who	is	wrong	

• Racon	 kesmek:	 to	 establish	 regulations	 or	 methods;	 to	 solve	 a	 dispute	 according	 to	 rules	
(bullying);	to	perform	a	part,	to	pretend	to	be	someone,	to	flaunt	

• Racon	kestirmek:	to	solve	a	disagreement	(bullying)	

• Raconu	olmak:	to	be	held	in	esteem;	to	have	a	reputation,	to	be	respectable	

• Rampa	etmek,	rampalamak	<	rampa:	to	approach,	to	come	near	

• Raspa	<	raspare:	to	be	hungry,	to	eat	a	lot,	voracity	

• Raspacı:	voracious,	gluttonous	

• Raspalamak:	to	make	a	profit,	to	take	advantage;	to	hew,	to	sculpt	

• Reçete	<	ricetta:	easy	solution,	the	easy	way	

• Reçete	yazmamak:	do	not	care,	not	to	mind	

• Regula	<	regola:	rule,	legislative	order	

• Regula	bozulmak:	to	break	a	rule,	to	disrupt	

• Resto	<	resto:	stop,	enough;	stopped	

• Rosto	yapmak	<	arrosto:	to	stab,	to	wound	with	a	knife	

• Rota	<	rotta:	style,	method,	procedure,	strategy,	attitude	

• Sıvırya	<	sicuro:	constant,	continuous	

• Sigortası	 atmak	 <	 sicuro:	 to	 get	 angry,	 to	 blow	 one’s	 top,	 to	 get	 out	 of	 the	way,	 to	 be	 out	 of	
control	

• Sigorya:	certainly,	definitely	

• Son	posta	<	posta:	death,	the	last,	the	very	last	

• Son	postayı	yapmak:	to	die,	to	perish	

• Sota	<	sotto:	looser	(game);	convenient,	suitable,	right	moment,	opportunity,	occasion,	chance	

• Sotada	 birakmak:	 to	 lose	 an	 opportunity,	 to	 lose	 a	 chance,	 to	 face	 an	 unwanted	 situation,	 to	
surprise,	to	face	a	situation	and	give	up	

• Sotada	kalmak:	to	be	in	a	convenient	situation,	to	be	in	a	good	position		
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• Sotalamak:	to	fit	something,	to	keep	track,	to	get	an	opportunity	

• Sotalanmak,	sota	yatmak:	to	be	in	a	convenient	position	

• Sotalı:	convenient,	a	state	position	taken,	hidden	

• Sotaya	düşürmek:	to	compare	with	a	negative	situation	by	cheating,	to	deceive	

• Tabela	<	tabella:	right	of	the	casino	operator		

• Tabelacı:	the	dealer	controlling	the	game	in	gambling	

• Toka	<	tocca:	expense,	payment,	night	robbery	

• Tokacı:	night	robbery,	thief	

• Toka	etmek:	to	give,	to	pay	

• Tombala	<	tombola:	simple	gambling,	card	game	with	a	win	of	an	amount	of	money	

• Tombalacı:	player,	drug	dealer		

• Tombala	 çekmek:	 to	 play;	 to	 look	 for	 something	 in	 the	 pocket,	 to	 fix	 the	 sexual	 organ	 in	 the	
pocket	of	the	trousers	

• Tombala	çektirmek:	to	play	a	game	(mafia)	

• Torna	<	tornare:	female	sexual	organ,	vagina,	ass	

• Tornaya	girmek:	to	have	a	sexual	relation,	to	fuck;	correct	behavior	

• Tornata	sokmak:	to	make	rules	and	behaviors	convenient	for	a	purpose	

• Torpil	<	torpillo:	influence,	big	lie,	powerful	person	

• Torpil	geçmek:	to	favour,	to	perform	favoritism,	to	behave	in	a	privileged	way	

• Torpilli:	self-favored	

• Torpil	patlamak:	to	get	what	one	wants	by	pulling	strings,	to	tell	a	lie	

• Trafikçi	<	traffico:	prisoner	for	trafficking		

• Trafik	geçmek:	to	mock,	to	joke,	to	make	fun	of	someone	

• Varda	<	guarda:	pay	attention,	be	careful	

• Vardakosta	<	guarda	costa:	attractive,	well	dressed,	well-built	

• Vidaları	gevşemek	<	vite:	to	lose	your	mind,	keep	laughing;	to	lose	self-control,	to	lose	control	

• Volta	<	volta:	to	come	and	go;	go	away;	go	for	a	walk,	go	out,	get	away	

• Volta	almak,	voltasını	almak:	to	go,	to	slip	away;	to	run	away,	to	escape	

• Volta	atmak,	voltalamak,	volta	vurmak:	to	walk	up	and	down	

• Voltalanmak:	to	go;	to	get	fired	

• Volta	volta:	to	go	straight	away		
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