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1. Introduction. 

 

I am in my first semester on the PhD programme in Literacy Studies at the University of 

Stavanger. The title of my PhD project is An analysis of factors which influence the 

development of metacognitive learning strategies in foreign language students. A discourse 

analytical and pragmatic approach to three cases of German, French and Spanish tuition. 

 

When carrying out research on the development of students’ metacognitive learning strategies 

I feel that a deeper understanding of theoretical approaches to source language influence in 

SLA may come into play. In this paper I will therefore present an outline of the theoretical 

framework of my research design, thus hoping to get some feedback on how source language 

influence can be taken into account in a project of this kind.  

 

My plan is to examine how the development of metacognitive learning strategies in foreign 

language students is influenced and stimulated as a consequence of the interaction 

teacher/student. These possible interactional patterns will be analysed with a discourse 

analytical and pragmatic approach.  

During the academic year 2010-2011 I will carry out field work at Stavanger Katedralskole in 

three groups of Spanish, German and French tuition. Data elicitation will be through in depth 

interviews with teachers and students and testing of students. The empirical material will be 

dealt with as three cases which will be compared by using Boolean algebra for logical 

reduction of complex causal relationships. In multivariate statistics, where the main focus will 

be on examining factors which cause a certain result or the presence of a certain phenomenon, 

in comparative case research the aim will normally be to analyse and interpret the empirical 

material in a holistic perspective for the possible discovery of complex causal relationships. 

Theoretical approaches will be used to shed light on these patterns in order to establish 

possible models of explanation. 

The causal complexity of didactical case study research may include many aspects. However, 

my project will be based on the following model: 

 

Teacher <- -> Metacognitive learning strategies in SLA <- -> Student 

 

The project will contribute to a more specific definition of the current curricula in second 

language education according to the Norwegian educational reform of 2006 (Kunnskapsløftet) 

as well as a more specific definition of the nature of metacognitive competence inherent in the 

educational programmes since metacognitive development is defined in Kunnskapsløftet as 
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important in order to maximise learning outcomes. The importance of metacognitive 

competence is also reflected in important SLA theories. Finally, the project will contribute to 

enhanced understanding of how SLA takes place, and thereby have consequences for the 

interpretation of current curricula and the use of didactic materials in second language 

education in a wider context. 

 

2. Learning strategies. 

According to Byram (2004) these strategies can be directed toward specific tasks, vocabulary 

learning or rote learning of grammar rules. They can also be directed towards the general 

language learning process. Tornberg (2000) refers to the fact that different factors influence 

the students’ learning strategies. She refers to factors such as previous knowledge, the 

students’ different learning styles as well as the tasks to be solved. Byram (2004) mentions 

the fact that focus on learning strategies partly originates from an interest in communicative 

strategies that emerged from research into interlanguage in the 1970s and 1980s, and I 

consider interlanguage theories to be of particular interest within the framework of this course 

and its relevance for my project. 

Learning strategies can be classified in different ways, for instance Ellis (1994), O’Malley & 

Chamot (1990) and Oxford (1990). According to O’Malley and Chamot’s definition, 

metacognitive learning strategies will be strategies with a self-regulatory function that allow 

learners to control their own cognition by coordinating the planning, monitoring, organising 

and checking the outcomes of learning. Tornberg (2000) and Wenden (1991) state that insight 

into how, what and why one learns, and the ability to evaluate one’s own results, is an 

important feature when it comes to language learning, and probably learning in general. 

Cohen (1998) states that strategies themselves are not inherently good or bad, but they have 

the potential to be used effectively according to the charcteristics of the given learner, the 

given language structure(s), the given context, or the interaction of these. According to 

Absalom (2000) the greatest, and perhaps most unexpected, measure of success comes from 

the students’ realisation of themselves as learners and their insights into the learning process 

itself. I consider the topic of this PhD course to be relevant in this respect as well. 

 

3. Linguistic development and communication. 

According to Chomsky (1994), a person who speaks a language has developed a certain 

system of knowledge. In pursuing an inquiry into these topics we face a series of questions, 

such as what is the system of knowledge from a linguistic point of view? How does this 

system of knowledge arise in the mind/brain? How is this knowledge put to use in speech (or 

secondary systems such as writing)?  

Searle (1969) defines the communication process and the speech acts as a game: language use 

is determined by a set of rules that may be subconscious. But these rules determine the 

communication process, and I think that source language influence may come into play in this 

respect as well. It is my opinion that these factors may be used from a discourse analytical 

point of view to understand the interaction between teacher and student and the consequences 

this process may have for metacognitive development. 

 

4. Feedback and assessment. 
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According to Hattie & Timperley (2007), the main purpose of the feedback and assessment 

process will be to close the gap between what a student is able to perform in a given setting 

and the goal of the learning process. There are different ways to close this gap, but in my 

project I will look at this process in light of Lev Vygotsky’s theory about the zone of proximal 

development (ZPD). ZPD is defined as the difference between what a student can do without 

help and what he or she can do with help. ZPD was originally used in connection with 

problem solving skills, but according to Tharp & Gallimore (1988) it is possible to develop 

ZPD to other zones of cognitive development, for instance cultural, individual and skill 

oriented zones. Scaffolding (Wood et al., 1976) is a process where the teacher or a more 

competent peer student provides the student with necessary aid in his/her ZPD and then tapers 

of this aid as it becomes unnecessary.  

Thus, we see that foreign language instruction and the focus on metacognitive development 

can be placed in a student’s ZPD, and feedback and assessment will constitute an inherent 

part of this process as the method by which the teacher can help a student to develop 

satisfactorily in his or her ZPD. 

Hattie & Timperley (2007 define four categories of feedback: 

1. Feedback about the task. 

2. Feedback about the processing of the task. 

3. Feedback about self-regulation. 

4. Feedback about the self as a person. 

 

The purpose of feedback will thus be to help the student towards autonomous learning, and in 

my project I will focus mainly on point no. 3 above, i.e. feedback about self-regulation as part 

of the student’s metacognitive development.  As a part of this process, it is important that the 

teacher has sufficient knowledge and insight to interpret the information provided by the 

student. The teacher must also be able to communicate relevant information back to the 

student based on the students’ task performance. Feedback will be a consequence of 

performance and it is important to make sure that feedback is directed towards the right level 

(Hattie & Timperley, 2007). It is then important to take into account factors such as the kind 

of feedback, timing and how the student receives this feedback.  

Formative assessment may also have importance for the development of students’ 

metacognitive strategies, and feedback according to the above-mentioned definition is the 

way to provide students with this formative assessment. In doing so, it will be possible to 

determine which directions and strategies students have to improve. 

In order for assessment and feedback to take place it is important that the students possess 

certain basic knowledge and/or superficial information about the subject they are going to 

learn: assessment and feedback is what takes place after the students have acquired basic 

skills or/and knowledge. According to Hattie & Timperley (2007) assessment and feedback 

are one of the most important influencing factors on learning and are seldom used as a 

specific method, and furthermore they state that relevant quantitative and qualitative research 

is necessary in order to understand better the role of feedback in the classroom and in the 

learning process.  

For the purpose of my project I think it is relevant to take into account aspects of source 

language influence in the feedback and assessment process as well. 

 

5. Conclusion. 
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In this paper I have presented an outline of the theoretical framework of my research on 

factors that influence the metacognitive development in foreign language students from an 

interactional point of view. I think that aspects of source language influence are of utmost 

importance in this respect, since learning strategies and their relationship with a students’ 

linguistic development and interactional feedback in the classroom setting may be influenced 

by factors pertaining to source language influence. Therefore, as a result of this course, I hope 

to develop more insight into these possible relationships. 
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The translation of “Unique Items”, a corpus-based study 

Lidun Hareide, University of Bergen 

 

The way languages are organized grammatically and lexically may differ greatly from 

one language to another, in other words, features that are coded grammatically in one 

language may be coded lexically in another (Jacobsen 1987:431). Linguistic differences 

like these may be observed in corpora as “unique items”, a term coined by Tirkkonen-

Condit and defined as “language forms and functions that do not have similarly 

manifested linguistic counterparts in the source language (Tirkkonen-Condit 2004:178). 

An important question in translation research today is how unique items are handled in 

translations. Chesterman describes it in the following terms:  

 

The so-called unique items hypothesis claims that translations tend to contain 

fewer “unique items” than comparable non-translated texts. This is proposed as a 

potential translation universal, or at least a general tendency. A unique item is one 

that is in some sense specific to the target language and is presumably not so 

easily triggered by a source-language item that is formally different; it thus tends 

to be under-represented in translations (Chesterman, 2007…….) 

 

In this study I wish to do research on the Spanish gerund (soñando, comiendo), a 

linguistic item that I perceive to be a good candidate for the term “unique item” in 

translations from Norwegian and English to Spanish. The Spanish gerund has no direct 

grammatical counterpart in English and Norwegian.  

 

Research question:  

What characterizes the unique item Spanish gerund in texts translated from Norwegian 

and English? 

- Do we find an overrepresentation – in accordance with Baker’s (1993) 

“translation universals” hypothesis? 

- Do we find an under representation – in accordance with Tirkkonen- 

Condit’s “unique items” hypothesis? 

- Or do we find either overrepresentation or under representation 

depending on which structure is activated- in accordance with 

Halverson’s (2003) “gravitational pull” hypothesis?  

Which hypothesis receives support? 

 

Background information: 

The use of corpora is relatively new in the field of translation research, and the first 

researcher to investigate in this field was Mona Baker (Olohan 2004:13), who in 2003 

presented her “universal features of translation” hypothesis. She defines these features as 

“features which typically occur in translated text rather than in original utterances and 

which are not the result of interference from specific linguistic systems” (Baker 

19933:243). According to D. Kenny, if these differences between translated and original 

texts are universal, the explanations for these phenomena must be of cognitive rather than 

social or cultural character (Kenny cited in Olohan 2004:92).  Therefore it seems logical 

to approach the study of unique items from a base in cognitive grammar. 
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The idea that the language in translations is different from that of original texts is 

not a new one. As early as 1979 Even-Zohar commented: “We can observe in translation 

patterns which are inexplicable in terms of any of the repertoires involved” (Even-Zohar 

1979:77 cited in Baker 1993:242).  However, Baker employed corpus-based research to 

identify six features of translation, which she judged to be universal features of 

translation. One of the most controversial and most interesting of these from a research 

perspective, is the hypothesis that one can observe “a general tendency to exaggerate 

features of the target language” (Baker 1993:244). This hypothesis is strengthened by 

earlier research by Toury (1980) and Vanderauwera (1985). Vanderauwera suggests that 

translations “over-represent features of their host environment in order to make up for the 

fact that they were not meant to function in that environment (Baker 1993:245). 

Sonja Tirkkonen-Condit argues against Baker’s hypothesis of over-representation 

of features of the target language (Tirkkonen-Condit 2004:177). Tirkkonen-Condit 

proposes the “unique items hypothesis”, where she argues that these constructions are in 

fact under-represented in translations, as there are no constructions in the source language 

that will trigger the use of these unique language constructions. “Since they are not 

similarly manifested in the source language, it is to be expected that they do not readily 

suggest themselves as translation equivalents, as there is no obvious linguistic stimulus 

for them in the source text (Tirkkonen-Condit 2004:177). Tirkkonen-Condit claims that 

the frequency of unique items in a text can determine whether the reader believes the text 

to be an original or a translation (Tirkkonen-Condit 2004:178). Tirkonen-Condits 

hypothesis receives support from Pekka Kujamäkis (2004) empirical study: “What 

happens to ‘unique items’ in learners’ translation”. In his recent article, Chesterman 

clarifies the claims  made by the unique items hypothesis in the following way: 

In an email to me, Tirkkonen-Condit specifies that she is really focussing on the 

source languages of specific translations...We should therefore conclude that 

“unique” means “present in the target language, but not present in a similar way 

in a given source language”. (Chesterman, 2007....) 

 

Chesterman goes on to conclude that the ”unique items hypothesis” therefore must be 

concerned with linguistic uniqueness, and that this uniqueness is assumed to have 

consequences at the level of cognitive processing (Chesterman 2007...) 

Halverson (2003) points out that the two outcomes of the translation process 

proposed by Baker and Tirkkonen-Condit can be expected in different situations, 

depending on what structure is activated in the semantic network of the individual unique 

item. From a starting point in cognitive grammar she presents the “gravitational pull 

hypothesis”, in which she claims that salient structures, like the category prototype and 

the highest level schema will exert a  gravitational pull if activated, leading to over-

representation of certain translation choices in accordance with Bakers hypothesis 

(Halverson 2003a:216). If the network does not contain salient prototypes and highest-

level schemas, these structures will not be activated, the result being a series of different 

translating choices, in accordance with Tirkkonen-Condit’s hypothesis (Halverson 

2003a:222). 

The Spanish gerund is an example of a grammatical structure where parts of the 

semantic field covered by this structure must be expressed lexically in English, whereas 

the entire field must be expressed lexically in Norwegian. It follows therefore that the 
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knowledge structures linked to these forms in these three languages will be asymmetrical, 
and that there will be different degrees of asymmetry between the different language 

pairs.  
Spanish has two forms of the gerund, the simple and the complex. The simple 

form has an imperfective or progressive aspect and describes the action in its 
development and without a vision of termination (Bosque and Demonte 1999:3456), 

whereas the complex form expresses a terminated action prior in time to the action 
expressed by the main verb of the sentence (Bosque and Demonte 199: 3457). Gerunds 

are mainly used adverbially, or to express aspects of the verb action (durativity, iteration 
etc.) 

In English Quirk et al have departed from the traditional notion of distinguishing 
between gerunds and participles (Quirk et al 1985:1292). Traditionally an English 

participle was only defined as a gerund if it had a clear nominal function in the sentence 
(Quirk et al. 1985:1064). When translating the Spanish gerund into English one can 

expect both the use of the –ing-form and that the semantic content will be expressed 

lexically, and one can therefore assume that English and Spanish will be connected to 

partly asymmetrical knowledge structures on the semantic level.  
Norwegian has no gerund, and the entire semantic field covered by the Spanish 

gerund has to be expressed lexically, for instance through the use of the present participle 
or aspectual constructions (Faarlund, Lie og Vannebo 1997:644). Norwegian and Spanish 

therefore have very asymmetrical knowledge structures in the semantic field covered by 
the Spanish gerund. An example of the translation of the gerund from Spanish into 

English and Norwegian may illustrate this asymmetric relation. The example is taken 
from the first sentence of chapter 34 of La sombra del viento by Calos Ruiz Zafón. The 

gerunds and the corresponding translations are underlined. The first gerund expresses 

durativity, whereas the second expresses durativity through repetition: 

 
1a)  Pasé casi toda la mañana soñando despierto en la trastienda, conjurando imágenes 

de Bea. 356). 
1b) I spent nearly all morning daydreaming in the back room, conjuring up images of 

Bea. (Ruiz Zafón 2004b: 309). 
1c) Jeg satt nesten hele morgenen og drømte i våken tilstand i bakværelset, og mante 

frem bilder av Bea. (Ruiz Zafón, 2004c:293) 
 

In the English version the first gerund form has been translated by way of the present 
participle, whereas the second has been translated using the present participle of a phrasal 

verb, i.e. a verb phrase that behaves like a verb. (Quirk 200:1152). In the Norwegian 

version the Norwegian version the gerund forms are translated using the cursive aspect 

constructions “satt og drømte” (sat dreaming) and “(satt) og mante frem” (sat and 
conjured) (Faarlund, Lie og Vannebo 1997:648). As we may clearly see from this 

example, both grammatical and lexical resources are used in order to translate the 
Spanish gerund into English and Norwegian. 

 In the current project the direction of translation will be the opposite, i.e. 
translation from English and Norwegian into Spanish. As Norwegian totally lacks - and 

the English language makes a different use of this construction, it interesting to do 
research on whether the gerund will be chosen by translators when translating into 



 4 

Spanish. As mentioned earlier, there is a large degree of asymmetry in the relation 

between Norwegian and Spanish with regards to this structure, whereas in the relation 

between English and Spanish some asymmetry exists. One working hypothesis will 

therefore be that one will find a different type of Spanish in translations from Norwegian 

than in translations from English with regards to the use of gerunds. These findings will 

have to be compared with findings in the Spanish  reference corpus CREA. One cannot 

specify this hypothesis further before the semantic fields covered by Spanish gerund and 

the corresponding semantic fields as well as syntactic and lexical resources available both 

in English and Norwegian have been researched. The translation of the Spanish gerund is 

therefore a good candidate for a research project in translation with regards to the 

handling of unique items.  

 

Empiric data 

According to Chesterman, linguistic uniqueness can best be studied with the use of 

grammars, dictionaries, corpora and contrastive analysis. (Chesterman 2007....). In this 

project I will mainly use established corpora like the CREA corpus (Corpus de referencia 

del Español actual) of  the Real Academia Española, and I will apply to use the English – 

Spanish parallel corpus of the University of Leon, the P-ACTRES corpus. This corpus 

consists of 2 million words, one million from each of the two languages, with 34% 

stemming from literary texts and the remaining 66 % from pragmatic texts. 98% of the 

texts date from the year 2002 onwards, whereas the remaining 2% date from 1995 to 

2002. 

As there currently is no Norwegian-Spanish parallel corpus in existence, a corpus 

of parallel texts originally written in Norwegian and translated into Spanish must be built. 

The structure of this corpus must be as similar to the P- ACTRES corpus as possible, 

alternatively I may also build a corpus of English texts translated into Spanish. The 

corpus should ideally contain both literary and pragmatic texts, as the type of text may 

influence the use of unique items. A study conducted by Sandra Halverson (Halverson in 

press) has shown significant differences in the frequency of the unique item “present 

progressive” between pragmatic and literary translations in the ENPC corpus. As well, it 

is important that the various literary genres are represented, as my own research on the 

Spanish gerund conducted on the entire body of literary texts of the CREA corpus 

originating in Spain (37558 cases in 373 documents) shows that the Spanish gerund is 

genre sensitive. It is also important that different authors and translators are represented 

in the corpora to be built. Findings in these corpora will be compared with findings from 

the Spanish reference corpus, CREA, to prove under or overrepresentation of the Spanish 

gerund. As of today it is unfortunately not possible to conduct frequency searches in 

pragmatic texts in the CREA corpus, but I have sent a petition for this function to be 

developed to the RAE, hoping it will be made available in the near future. However, if 

this limitation is not corrected by the time I start the project, I will have to limit the 

project to literary texts only. In that case, I will build the two parallel corpora myself, 

using the bestseller-lists of a given year as the criteria of selection of texts. This idea was 

proposed to me by Mona Baker at the TRSS 2007.  

 UNIFOB (Universitetsforsking Bergen) the research institution of the University 

of Bergen’s department of culture, languages and information technology, AKSIS, 

represented by Knut Hofland and Gisle Andersen support this project both with regards 
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to supervision and technical aid. Gisle Andersen offers to supervise in the area of corpus 
linguistics, whereas Knut Hofland will be responsible for the technical aspects of the 
building of the corpora. The AKSIS has significant experience in the building and use of 
parallel corpora.  
 
Methodology 

In this study I will mainly use quantitative methods from corpus based translation 
research. The work will inscribe itself in the framework of “Descriptive Translation 
Studies” (DTS) (Toury 1980 and 1995). Data from the parallel corpora will be compared 
to data from single language reference corpora, mainly the Spanish CREA corpus. 
 
Procedure 

1. Establish the grammatical and semantic resources available in Norwegian and 
English for expressing what is expressed by the Spanish gerund, the result being  
a descriptive and contrastive grammatical chapter where the semantic field 
covered by the Spanish gerund and the grammatical and semantic resources used 
in English and Norwegian to express the same content will be explored. 

2. Establish statistics for the frequency of the use of the Spanish gerund in non-
translated texts to establish data for comparison using the Spanish CREA corpus. 

3. Establish the frequency of the Spanish gerund in texts translated from Norwegian 
(my corpus) and English (The P-ACTRES or an English –Spanish parallel corpus 
built by me). 

4. Compare the frequency of Spanish gerunds in non-translated Spanish texts with 
that in texts translated from Norwegian and English. 

5. Do research on which other semantic or syntactic structures may influence the use 
of gerunds in texts translated from English and Norwegian. I will have the search 
engine draw out gerunds in their context in the Spanish version of the text, and 
then analyze the corresponding structure in the original text, in order to analyze 
what in the original construction triggered the use of the gerund. This may be 
syntactic and/or semantic features in the original structure, (such as other 
adverbials, the semantics of the main verb, etc.) The goal of the analysis is to 
study these features. 

 
Communication of the results 

The result of the project will be communicated to the public through publications, 
lectures and participation in conferences. 
The research community 

The University of Bergen is starting an undergraduate program in languages and 
intercultural communication (SPIK) the fall of 2007, and this new program emphasizes 
the focus on interpreting, translation and intercultural communication. My supervisors, 
Åse Johnsen and Sandra Halverson are both members of the board of directors of the 
SPIK, and both specialize in research in translation and interpreting. In addition, my 
project is supported by Gisle Andersen and Knut Hofland from AKSIS, and Andersen 
will supervise me on the method of corpus linguistics. 
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PhD course in Second Language Acquisition and Translation Studies    Bergen, 11 – 14 Nov 2009 
 
Ann-Kristin Helland 
The role of L1 transfer in grammaticalisation of verbal time marking 
The overall aim in the PhD project is to explore the influence of learner’s L1 on the 
grammaticalisation of verbal time marking in second language acquisition (SLA). The data 
are the Norwegian interlanguages of Vietnamese (N=99), Albanian (N=98) and Somali 
(N=98) learners, extracted from the Norwegian Learner Corpus (ASK). This corpus contains 
both language use data, in form of written texts, and personal information about the test 
takers.  
 
Aims and research questions 
The project is firstly a study of the phenomenon most frequently addressed as; transfer, 
crosslinguistic influence, or L1 influence. These are not straightforward terms. What 
researchers put into the notion of transfer, for instance how transfer is conceptualised, how 
transfer effect manifest, how transfer can be investigated and what holds as evidence for 
transfer, is not agreed upon, and in many cases not stated clearly. A large amount of studies of 
transfer use Odlins much referred working definition as a starting point (Jarvis 2000: 250):  
 
Transfer is the influence resulting from similarities and differences between the target language and any other 
language that has been previously (and perhaps imperfectly) acquired (Odlin 1989: 27). 
 
However, as Odlin himself immediately underscores, this is a problematic term that leaves 
several questions without answer: How does this influence look like in the target language? 
When is a language acquired? Is transfer a process, a constraint or a strategy1? According to 
Jarvis, the lack of a common working definition of transfer that can serve the purpose of a 
“methodological heuristic” is one of the problems in research on transfer (Jarvis 2000: 252), 
and Jarvis has the following proposal:  
 
L1 influence refers to any instance of learner data where a statistically significant correlation (or probability 
based relation) is shown to exist between some feature of learner’s IL [interlanguage] performance and their L1 
background (ibid.) 
 
Even though this definition says less about the nature of transfer, it is doubtlessly instructive 
concerning the empirical evidence needed for claiming transfer effects in interlanguages, and 
this definition will be important for the methodology of the present study.  
 
The Conceptual Transfer Hypothesis 
Secondly, this is a study that approaches the issue of transfer from a conceptual angle, and 
that asks how conceptual differences and similarities in the L1’s and the L2 effect the 
grammaticalisation of the time content in the Norwegian perfect and preterit. In terms of 
approach, or the entrance into the analyses of potential L1 influence, the study is then 
conceptual, or meaning-oriented as opposed to a more form-oriented study of temporality  
(Bardovi-Harlig 2000: 10). But the study also aims at being conceptual in theoretical 
orientation as well, and I would like to relate to the recent developments in transfer research 
that investigate how transfer originates at the conceptual level. Jarvis and Pavlenko (2008) 
regard studies that examines transfer in relation to language specific conceptual character, and 

                                                
1 See Jarvis (2000: 250). 
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how similarities and differences in conceptual domains between the source and the target 
language affect the acquisition, as particularly important. This rather new development in 
work on transfer is labelled conceptual transfer, or the Conceptual Transfer Hypothesis by 
Jarvis (2007: 44), and has developed on the background of a renewed interest in linguistic 
relativity since the 1990s. The distinction between conceptual and linguistic transfer that 
Jarvis and Pavlenko (2008) presents, is one important and very interesting consequence of this 
more broaden understanding of transfer. However, it is not 100% clear for me now where we 
draw the line between linguistic and conceptual transfer, in particular when it comes to 
differences in grammatical categories, such as differences in how L1 verbally code the time 
content in the present perfect. In addition, I am not sure if and how my written data can say 
anything about a potential conceptual L1 influence. Still, I intend to discuss my results in 
relation to the distinction between linguistic and conceptual transfer.  
 
The Aspect Hypothesis 
Thirdly, this is also a study of how lexical aspect might constraint L1 influence on the 
grammaticalisation of tense in Norwegian. The primary goal is to elaborate on the role of 
transfer; however, in light of the prominent position of the Aspect Hypothesis in research on 
the acquisition of verbal morphology in SLA, I find it natural to examine the possible 
relationship between transfer effects and the influence of the inherent semantic property of the 
verb.  
 The Aspect Hypothesis refers to a theoretical-driven line of inquiry in SLA that claims 
that learners are strongly influenced by semantic aspect in their initial use of tense and aspect 
markers. According to the Aspect Hypothesis these classes of verb semantics constrain the 
learners initial encoding of tense and aspect notions in this predicted direction: 
 
1. Learners first use past marking or perfective marking on achievements and accomplishments, eventually 

extending use to activities and statives. 
2. In languages that encode the perfective-imperfective distinction, imperfective past emerges later than 

perfective past, and imperfective past marking begins with statives, extending next to activities, then to 
accomplishments, and finally to achievements. 

3. In languages that have progressive aspect, progressive marking begins with activity verbs, and then extends 
to accomplishment or achievement verbs. 

4. Progressive markings are not overgeneralized to statives.  
 
This list covers the present core statements in the Aspect Hypothesis (Andersen 2002; 
Bardovi-Harlig 2000). In their review of research of the primacy of aspect in language 
acquisition, Andersen and Shirai conclude that the “hypothesis is strongly confirmed for both 
L1 and L2 acquisition, with a few disconfirmatory findings” (Andersen and Shirai 1996: 559). 
In 2005 Odlin agrees: “Empirical work on the Aspect Hypothesis has shown an impressive if 
not total consistency in studies of learners of many different language backgrounds” (ibid.: 
12). At the same time, it is recognised that the hypothesis that has received the most solid 
empirical basis, it the first: The development of inflection of past forms from telics to atelics 
has proved to be a robust finding (Bardovi-Harlig 2000; Collins 2002).  
 Research on the Aspect Hypothesis has been primarily oriented towards universality, 
and the importance cross-linguistic linguistic differences have not been given any particular 
weight within in this line of inquiry (Odlin 2005; Shirai and Nishi 2003). As a consequence 
L1 influence has not been studied systematically within this frame (Collins 2002: 44). 
However, late studies of L2 acquisition of temporality show that L1 influence has an effect on 
the acquisition, but that the L1 works along the aspect hypothesis and operates within the 
documented order of acquisition of tense and aspect (Alloway and Corley 2004; Izquierdo and 
Collins 2008; Ayoun and Salaberry 2008). These studies suggest that lexical aspect is one 
type of linguistic context that interact with transfer, and which affect the transferability of 
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verbal morphology. In particular Collin’s (2002, 2004) two cross-sectional studies of 
Francophone speaking learners of English in Canada, and their use of past forms, are 
interesting because she fins that these learners display a pattern in their use the English 
present perfect that points to L1 influence2.  
 
Studies of temporality and L1 influence in L2 Norwegian 
Fourthly, and lastly, it is also an important objective of the study to relate to previous of L1 
effects in the acquisition of temporal morphology in Norwegian interlanguages, and to test 
these earlier findings in a Norwegian context on a larger data material.  
 The research on transfer in a Norwegian learner context is typically founded on 
contrastive analyses of L1 and L2, and this is closely linked to the prominent position of 
language typology in Scandinavian SLA- research. In particularly, researchers such as Viberg 
and Hammarberg (1977, 1979, 1984) have been in important contributors in this respect. The 
majority of the Norwegian transfer studies have been either case studies or small scale studies, 
and most of them have based their analyses on informants with similar L1 background.  
 Of particular interest is Tenfjord’s (1997) longitudinal study of four Vietnamese 
pupil’s grammaticalisation of the preterit and the perfect in Norwegian at an early stage of the 
acquisition, based on oral material. Tenfjord study shows that the perfect establishes as a 
grammatical category before the preterit in Norwegian, and points to important transfer 
effects in the acquisition of the perfect. In addition, in Tenfjord’s explorative part of the 
analysis, she finds that one of the informants are sensitive to lexical, inherent aspect in her 
marking of contexts for the preterit and the perfect in Norwegian, a result that supports the 
Aspect hypothesis. Additionally two studies in Norwegian L2 reports on transfer effects in the 
acquisition the perfect in Norwegian. These two unpublished master thesis, (Helland 2005; 
Moskvil 2004), investigate the use of the preterit and the perfect in Norwegian in texts written 
by Vietnamese and Turkish learners3. Both studies found that the distribution of the preterit 
and the perfect in the two L1 groups where distinguish in that Turkish learners displayed a 
stronger tendency for non-appropriate use of the perfect in preterit context compared to the 
Vietnamese learners. The Vietnamese learners on the other hand, had a more frequent 
distribution of target-like use of the perfect, a finding that underscores Tenfjord (1997). 
  
The principle aims of the thesis are to: 
• Investigate the role of L1 influence in the learner’s grammatical marking of tense, 

especially the time content of the preterit and perfect in Norwegian. 
• Examine the potential L1 influence in relation to conceptual transfer. 
• Conduct a study of transfer that agrees with Jarvis’s unified framework for identifying L1 

influence. 
• Investigate the role of the Aspect Hypothesis in the learner’s grammatical marking of 

tense in Norwegian in relation to L1 influence. 
 
To reach these principle aims, the following research questions are raised:  
• Is the learner’s use of the preterit and perfect in Norwegian influenced by conceptual 

differences and similarities in L1? 
• Do the learners in their use of the preterit and perfect in Norwegian display: 

1. Intragroup homogeneity. 
                                                
2 Two other relevant studies are Izquierdo and Collins (2008) and Ayoun and Salaberry (2008). These studies 
largely support Collins’s finding on the relation between the effects of lexical aspect and transfer. 
3 The Turkish data are Moskvil’s primary data, and the Vietnamese data constitute a control group in her study. 
Helland’s data have an opposite distribution. The Vietnamese data are primary, while the Turkish data are the 
control group.  
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2. Intergroup heterogeneity. 
3. Crosslinguistic performance congruity. 

•  Does the learner’s use of the preterit and perfect in Norwegian agree with the earlier 
findings that support the Aspect Hypothesis?  

 
The perfect category 
An important part of the study is of course the contrastive analyses of Vietnamese, Albanian 
and Somali in relation to the Norwegian system for verbal time marking. Clearly, this three 
L1s are very different. The Norwegian system for grammatical marking of tense and aspect 
notions share the characteristics of the Northern European languages (Dahl 1995), among 
them a highly grammaticalized past reference, a morphologically marked past form and no 
grammatical marking of the imperfect – perfect opposition. Norwegian is a tense prominent 
language. Learners of the Norwegian past marking system, have to deal with two verbal 
categories, the Preteritum and the Perfektum. Of these two categories, the perfect are the most 
complex one in terms of semantics. In light of studies of Collins (2002, 2004), Izquierdo and 
Collins (2008), Ayoun and Salaberry (2008), Tenfjord (1997), Moskvil (2004) and Helland 
(2005) the perfect category are especially interesting in a learning perspective, and also 
particular interesting when it comes to L1 influence on verbal time marking. This is because 
these studies show that the perfect of some reason is especially pervious to influence from the 
first language.  
 Morphologically, Somali is a very complicated language compared to Norwegian. 
Somali verbs carry information about tense, aspect and mood, and have three different past 
forms, but not a separate perfect category. In other words, there exist a semantic distinction in 
Norwegian which is grammaticalised through the perfect and the preterit, and that does not 
exist in the L1 of the Somali learners. On the other hand, the Somali verbal system for 
marking pastness expresses distinctions that are not marked verbally in Norwegian. So, 
Norwegian and Somali learners are directed towards different aspect of pastness when they 
speak. Albanian is also characterised by a complex verbal morphology, and expresses aspect, 
tense and mood through inflection. However, contrary to Somali, the Albanian language have 
has a distinct perfect category. The Albanian perfect and the Norwegian perfect share more or 
less the same prototypical functions, but are distinguished in several other more secondary 
functions. Still, Albanian learners of Norwegian are familiar with a perfect form from their 
native language. Vietnamese is a tenseless language, and does not obligatory express temporal 
relations and content, such as pastness, through linguistic expressions. Yet, contexts for the 
Norwegian perfect, in particular the prototypical perfect, must often be expressed overtly and 
marked by one of two function words in Vietnamese (!ã, rôi). Context for the Norwegian 
preterit on the other hand, will no be expressed linguistically in Vietnamese. In other words, 
even though verbal inflection does not exist in Vietnamese, there is partly a semantic parallel 
between the perfect in Norwegian and !ã, rôi in Vietnamese. This very brief contrastive 
information is based on reference grammars, both more importantly; the contrastive analyses 
rest upon native speakers of Vietnamese, Albanian and Somali’s translation of the Perfect 
Questionnaire4 developed by the EUROTYP Tense and Aspect Theme Groupin order to 
extract typological information about the perfect category and other related categories in 
different languages in the world (Dahl 2000; Bybee, Perkins, and Pagliuca 1994). 
Preliminary results 

                                                
4 The perfect questionnaire consists of 88 sentences in context that are supposed to be translated from English  to 
the person’s native language. The verb form in English is uninflected in order not to bias the choice of category:  
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In the oral presentation I will (hopefully) present some preliminary results that show that the 
perfect category also in this study seem to be influenced by the learners L1 background. If this 
is a result that will hold against Jarvis methodological criteria for identifying L1 influence, the 
question is: Is this due to linguistic or conceptual transfer? 
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1. Introduction 

In my study, key logging and eye-tracking have been employed to investigate source text 

(ST) and target text (TT) attention during L1 translation from English into Danish. More 

specifically, the aim is to explore the distribution of attention and the shifts in attention 

between ST and TT throughout a translation task. The distribution of attention reveals how 

much attention is devoted to ST and TT. The shifts in attention tell us (1) how many 

attentional segments a translator processes in a given task, and they give us information 

about (2) the size of these segments. A secondary aim of the experiment is to find out if 

translation is carried out in a serial manner or in a parallel manner. Put differently, does TT 

production take place only when a ST segment has been fully comprehended, or do TT 

production and ST attention occur simultaneously? 

 

2. Background 

2.1 Attention during translation 

Translation involves three main cognitive processes: ST comprehension, TT production, and 

switching between two linguistic codes (e.g. Ruiz et al. 2007, Gile 1995). ST comprehension 

involves constructing a mental representation of the source language (SL) message; TT 

production involves formulating a target language (TL) representation of the mental 

representation of the SL message; code-switching, or coordination (Dragsted & Hansen 

2008), relates to the task of coordinating SL comprehension and TL production as efficiently 

as possible. 

In psychological research, attention is considered to be the select allocation of 

cognitive processing resources (Anderson 2000: 47). Thus, we consciously choose where to 

direct our attention and we consciously choose to ignore other things. Motivated, for instance, 

by a desire to produce a qualitatively acceptable translation within a reasonable time frame, 

translators would have to decide where to allocate their attentional resources since the efforts 

of ST comprehension, TT production and code-switching all compete for attention. Sharmin 

et al. (2008) observed that the TT very systematically received significantly longer fixations 

than the ST. Based on their study, it would seem that translators consciously allocate more 

attention to one area than to another where needed. 

In the analyses of the attentional segments identified in the process data from 

translated texts below, I will test to see if there is a relationship between distribution of 

attention, the number of segments and the segment duration across three independent 

variables: level of expertise (Group), level of text complexity (TextType), and the type of 

cognitive attention processed (SegmentType).  

 



2.2 Three views of the translation process 

As Ruiz et al. point out, there is some disagreement between researchers as to how 

comprehension and production are coordinated in the translation process (2007: 490). The 

vertical translation view proposes that translation output is the product of a serial translation 

process. The ST must be fully comprehended before any TT production can take place, i.e. 

TT production occurs only when comprehension of the ST message has been completed (De 

Groot 1997: 30). By contrast, the horizontal translation view (i.e. parallel) maintains that ST 

comprehension and TT production occur in parallel, in the sense that linguistic features of the 

SL are instantly replaced in the TT (ibid.). Finally, a third hybrid view proposes that the 

translation process involves both vertical and horizontal elements (Ruiz et al. 2007: 490). 

 Seleskovitch (1976: 97) observes that interpreters process segments in parallel 

(particularly in simultaneous interpreting), though she makes no similar claims for translators. 

However in a study on translation processing, Ruiz et al. (2007: 491) found that when reading 

for translation, experienced translators activate lexical entries in the TT and process SL 

meaning simultaneously. There is also evidence to suggest that bilinguals activate their two 

languages in parallel during language comprehension when processing visual input (Grainger 

1993).  

 

3. Research questions 

To examine the characteristics of attention in translation, some preliminary research 

questions have been formulated. 

• How is attention distributed during a translation task? 

• How frequently do professional translators and translation students perform attentional 

shifts during a translation task? 

• What is the duration of ST and TT attentional segments in translation? 

 

4. Research design and method 

 

4.1 Participants 

Translation process data from two groups of participants were analysed in this study. The 

first group consisted of 12 professional translators, who had at least two years of experience 

as full-time translators. The second group consisted of 12 MA students of translation 

specializing in translation between English and Danish. 

 

4.2 Texts 

The two experimental texts analysed in this paper (A, B), which were articles on current 

topics, appeared in British newspapers in 2008. Text A is from The Independent and is about 

a hospital nurse who had been poisoning elderly patients; Text B is from the Daily Telegraph 

and is about the crisis in Darfur and China’s Africa policy (see Appendix A). 

 

4.3 Collection and analysis of data 

Two streams of translation process data were collected. Eye-tracking data were gathered 

with Tobii’s 1750 remote eye-tracker and Tobii’s data collection/analysis software Clearview 

(www.tobii.se). Key logging data were obtained using the software Translog (Jakobsen 



1999), and the eye-tracker/Clearview. In this paper, only data from the 1750 eye-

tracker/Clearview have been subjected to analysis. 

 

5. Preliminary results 

 

5.1 Distribution of attention 

The mean task time for the professional translators was 353.3 seconds for Text A, and 404.1 

seconds for Text B. For both texts, students spent more time than professional translators 

carrying out the task: 395.9 seconds and 437.7 seconds for Text A and Text B respectively. 

Figure 1 illustrates the distribution of attention in absolute values. 

 

 
Figure 1: Distribution of attention during translation (in seconds) 

 

For both students and professionals, most attention is directed to the TT during the 

translation of both texts (between 213.8 seconds and 240.5 seconds). Proportionately less 

attention is directed towards the ST, viz. between 56.2 seconds and 125.6 seconds. Parallel 

attention is found for both groups in both texts, ranging from 19.2 seconds to 31.5 seconds 

(corresponding to between 5 per cent and 8 per cent) of the total task time. Finally, no data is 

registered during between 41.6 seconds and 75.5 seconds. 

For both groups, complexity seems to affect the distribution of attention. For 

professionals, Text A involves less ST attention than Text B, viz. 56.2 seconds vs. 74.2 

seconds, respectively. This seems to be the case also for students, where ST attention 

amounts to 92.2 and 125.6 seconds for Text A and Text B, respectively. With respect to TT 

attention, Text A involves less attention than Text B for professionals (226.8 seconds and 

240.5 seconds, respectively) while, surprisingly, for students Text A requires less attention 

than Text B, viz. 226.9 seconds vs. 213.8 seconds, respectively. There seems to be very little 

difference between the amount of parallel attention registered during the translation of Texts 
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A and B for both professionals and students (28.7 seconds ~ 31.5 seconds, for professionals; 

19.2 seconds ~ 22.8 seconds, for students). Parallel attention during translation will be 

examined more closely in Section 5.2. 

The level of expertise also affects the distribution of attention. For both texts, 

professional translators allocate less attention to the ST than students. There is no 

difference, however, between professionals’ and students’ TT attention during the translation 

of Text A (226.8 seconds and 226.9 seconds), while professionals direct considerably more 

attention to the Text B TT than do students, viz. 240.5 seconds and 213.8 seconds, 

respectively. For both texts, more parallel attention is observed for professionals than for 

students (28.7 seconds ~ 31.5 seconds and 19.2 seconds ~ 22.8 seconds, respectively). 

 

5.2 Mean attentional segment duration 

In Figure 4, the mean duration values for each type of segment are presented across groups 

and texts. 

 

 
Figure 4: Mean segment duration for each type of segment (in milliseconds)1 

 

The professional translators’ TT segments are significantly longer than their ST segments 

(Text A: 146 per cent longer; Text B: 103.3 per cent longer (p < 0.0001)). The students’ Text 

A TT segments are slightly longer than their ST segments (2.2 per cent longer). However, the 

students’ Text B TT segments are somewhat shorter than their ST segments (18.5 per cent 
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shorter). Differences in the students’ ST and TT segment durations do not reach significance 

(p < 0.0709). 

 

6. Preliminary discussion 

 

One explanation for the significantly shorter duration of the professional translators’ ST 

segments might be that they are able to distribute their attention to ST and TT more 

efficiently. It is for instance possible that they only read those ST words or phrases that relate 

to the translation of a particular cognitive segment and are thus able to allocate more time to 

the TT segments, thereby perhaps enabling them to produce higher-quality translations. This 

assumption would naturally have to be tested by having their products evaluated. Students, 

on the other hand, would appear to translate less efficiently. They allocate considerably more 

time to each ST segment, presumably either reading more words than necessary to translate 

the cognitive segment, or reading the same word multiple times. These findings correspond 

well with those of Sharmin et al., who found that students struggle more with L2 ST 

comprehension than professionals (2008: 48). Although this paper reports on an L1 ST, we 

nevertheless detect a significant difference between professionals and students. 

 The professional translators’ and students’ PP segments are, for both Texts A and B, 

of similar duration (+/-7 ms). Tukey's Honestly Significant Differences test for post-hoc 

comparison was administered to analyse differences in segment duration across groups and 

text types. No significant differences were found for either group (p >0.9) or text type (p >0.9). 

One explanation for these strikingly similar PP segment duration values could be that 

there is a cognitive processing limit. The uniform mean duration values could indicate that 

there is a universal parallel processing constant that manifests itself over time. Thus the 

participants may only have a limited amount of parallel processing capacity. 

Whether parallel attention takes place during other parts of the translation process is 

difficult to measure with the present data, since positive identification of parallel processing in 

this paper presupposes typing activity. It certainly cannot be ruled out that comprehension 

and production may be activated simultaneously during reading of the ST, in which the 

translator considers various translation options. Similarly, we may see false positives of 

parallel processing. Short typing activity segments (i.e. < 180 ms) may be observed as 

occurring simultaneously with ST activity.2 Since typing is expected to occur with a delay of at 

least 180 ms, we risk registering parts of the translation process as parallel when in fact they 

are not. 

PP segments are significantly shorter than the ST and TT segments (p < 0.0001). This 

does not come as a surprise since parallel processing cannot take place without considerable 

cost (Gazzaniga 2002: 247-252), and the translator will presumably not have sufficient 

cognitive resources to engage a great deal in this type of processing. 
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Definiteness in learner language – a conceptual approach  
 

PhD candidate Hilde Johansen, ASKeladden, University of Bergen 
 

*** 
 
This paper will give a brief account of my PhD study about definiteness in Norwegian learner 

language, focusing on how to define the category definiteness, the difference between an 

objective contrastive analysis and the subjective “contrastive work” done by the learners, and 

how this can be used to make predictions and hypotheses about the expression of definiteness 

in learner language. 

 
Project description 
 

The main aim of my study is to investigate whether any language specific conceptual 

influences on the understanding of the semantic/pragmatic category1 definiteness is to be 

found in texts written by Polish learners of Norwegian. 

 

Norwegian has a grammatical marking of definiteness, a suffix on the noun, as in bilen (the 

car), a morphological marking that is non-existing in Polish. In a traditional contrastive 

perspective this may be considered a so called zero contrast – where the target language has a 

category that the source language lacks. This kind of contrastive analysis considers only the 

structural side of language, and it might be more fruitful to also consider the conceptual side 

of the category. My aim is to approach the expression of the category definiteness in learner 

language with theories about cross-linguistic influence on the conceptual level.   

  
My source of data is the Norwegian learner corpus (ASK – Norsk Andrespråkskorpus), a new 

and extensive corpora of written Norwegian learner language at different proficiency levels 

and with 10 different language backgrounds. My project is part of a larger project – 

ASKeladden – that connects several studies using ASK to study the role of the mother tongue 

in second language acquisition (Herby referred to as ‘ (L1) transfer’).  

 

Conceptual approach to L1 transfer 

                                                
1 I will use the term ‘category’, although ‘concept’ may be just as right. (You may even find me using them both 
in a unpredictable pattern!) 



 

My investigation of definiteness will be a study of what is sometimes referred to as 

conceptual transfer2, influences from the first language originating at the conceptual level, as 

opposed to linguistic transfer. There has been a tendency throughout the history of linguistics 

to consider the conceptual side of language as universal (universalism), but there is growing 

understanding of cross linguistic differences also beyond the structural side (relativism), and 

conceptual transfer is a result of these differences, whereas linguistic transfer is a result of 

cross linguistic differences that don’t go beyond the structural level.     

 

 The investigation of conceptual transfer is a rather new contribution to the study of second 

language acquisition, and in trying to plan my research design I have faced some problems, 

relating to the definition of my object of study, definiteness, and the contrastive status of this 

category when it comes to Polish and Norwegian.  

 

Issues of definiteness 

 

I will now discuss how to define definiteness both in a formal/objective contrastive analysis 

between Norwegian and Polish, and in making predictions about the learners’ perspective and 

point of departure on the category of definiteness.  

 

Where the earliest application of contrastive analysis on learner languages jumped directly 

from objective statements about similarities and differences in L1 and L2 to predictions about 

learner language, we are today more aware of the subjective contrastive work done by the 

learners themselves, and that these may be two totally different analyses.  First I will present 

some simplified descriptions of the objective differences and similarities between Norwegian 

and Polish, and then I will present some of my thoughts on the potential hypotheses learners 

may make about the similarities and differences their L1 and L2. 

 

Although Norwegian has the grammatical category definiteness and Polish has not, Polish do 

have pragmatic word order3, and there is a long tradition of equalizing pragmatic word order 

and grammatical definiteness, as Christoffer Lyons (1999:275) does, when he distinguishes 

between the universal category semantic/pragmatic definiteness, which can be marked by 

                                                
2 Jarvis and Pavlenkos term. 
3 Also called Theme/rheme- structure or Topic-comment-structure 



different means of expression, and the language specific category grammatical definiteness, 

which is marked morphologically.  

 

This means that formally, the difference between Norwegian and Polish is not necessarily a 

zero contrast, but a question of different ways of expressing the category. My assumption to 

be tested in my study is that these differences in expression are accompanied by conceptual 

differences, differences that may give native speakers of each of the two languages different 

ideas of the content of the category. This is to say that the apparent structural differences 

carries with it non-structural differences in how native speakers perceive the concept we label 

definiteness.  This may have consequences for our language specific thinking for speaking, as 

Dan I. Slobin calls it, a “linguistically encoded perspective” (Slobin 1996) on the world 

“which is exceptionally resistant to restructuring in adult second-language acquisition.”  

(Slobin 1996) 

                                                                                                                                                     

I will mention one way of approaching the conceptual differences. One the one hand, the two 

types of definiteness have some important similarities, for example that they both deal with 

the distinction between given and new information.  But some researchers (for example 

Trenkic 2002) claim that the status of “given and new” is treated differently in the two ways 

of expressing definiteness: While given and new in languages like Norwegian and English is a 

category of knowledge, it is a category of consciousness in languages like Polish. This means 

that while the pragmatic word order is based on whether a referent is activated in the former 

linguistic context or not, grammatical definiteness is a question of whether the referent is 

identifiable or not, either through activation in the former context, or by other means, for 

example through its uniqueness. In addition to the cognitive implications this may have on 

drawing the line between given and new, this may also mean that the grammatical 

definiteness partly is more reliant on shared knowledge within a culture, while the pragmatic 

word order is determined by text internal matters.    

 

So, if you go beyond the morphological non-correspondence between Norwegian and polish, 

you may find that they do share the category definiteness at a conceptual level, but there may 

be internal differences within the concept that still makes Polish differ from Norwegian. 

 

 

 



This was an objective view on the similarities and differences – and I will now turn to the 

learners’ subjective view on similarities and differences, an important factor in trying to make 

predictions about the actual contrastive work that is done by learners when meeting a new 

language (and what actually triggers transfer). 

 

It is not obvious that the learners recognize the similarities and differences that we formally 

describe for definiteness. Regardless of the objective similarities in the two languages, the fact 

that they are expressed at different sublevels makes it less likely that the learners can 

recognize this similarity. Transfer resulting from similarities across the sublevels word order 

and morphology is not dealt with in the literature4, so whether learners can facilitate on 

similarities at different sublevel needs to be further elaborated in order to make predictions 

about the learners’ hypotheses.  

 

The difference between two types of subjective similarities is important here. Jarvis and 

Pavlenko refer to them as perceived similarities and assumed similarities (Jarvis and 

Pavlenko 2008: 179), where the former is a judgement based on the L2 input in a kind of 

conscious or unconscious contrastive analysis, and the latter is an L1 based hypothesis of how 

the L2 works, without reference to L2 input.  

 

In trying to make predictions about the learners’ ability to recognize similarities, I would say 

that perceiving similarities may be less likely, due to the problem of different sublevels, but 

that an L1 based assumption about Norwegian also having definiteness may be facilitating as 

it makes the learner look for ways of expressing it, and the learners problem may be 

recognizing the right type of expression and the different internal organization of definiteness 

in L1 and L2. This discussion is of course a lot more complicated than just this, but it will do 

as a presentation of what I am up to. 

 

What I find interesting by the assumed similarities is that they are only reliant on the L1, they 

lack the reference to L2 input. If there are elements in the L1, like “thinking for speaking”, 

that forces their speakers into a language specific perspective, and this is partly determined by 

the obligatory status of grammatical categories in the L1, as Slobin claims, then the distance 

from the objective contrastive analysis to the assumed similarities is not that big. My point is 

                                                
4 The sublevel issue may only be relevant for the category definiteness. I am not sure whether any other 
categories are expressed both morphologically and by word order. 



that some of these assumed similarities may be idiosyncratic and made by “coincidence”, but 

that the assumed similarities that actually lead to statistically provable transfer within a group, 

is more than just ”assumed” – they are constrained by the structural properties of the L1, and 

in the same way that language foregrounds some categories through grammatical marking and 

being obligatory, this constraint foregrounds some L1 hypotheses about the target language.  

 

As it is the target language that has the grammatical category in my case, and not the source 

language, this idea needs to be stated differently. But I do need to think more about whether 

definiteness-as-word order inhibits the same degree of compulsoriness as grammatical 

definiteness. I have found many discussions of the relationship between lexicalized concepts 

and grammaticized concepts/categories, but I am not sure if word order can be grouped as a 

grammatical category together with the kind of morphological marking we find in Norwegian 

and English. Actually the idea that word order is a kind of expression of definiteness can also 

be questioned, and some (for example Trencik 2002) claim that definiteness in these 

languages is a pure pragmatic category; it is not marked, it is inferred from the context. A 

perspective like this can be worth going into as it also has cognitive/conceptual implications 

on the way the users perceive definiteness. 
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PRODUCTION PROCESS IN ESTONIAN AS SECOND LANGUAGE  

OF NATIVE RUSSIAN AND FINNISH STUDENTS 

Olga Pastuhhova 

Tallinn University 

 

I am a first year doctoral student and my doctoral dissertation is in the very beginning at the 

moment. In this paper I would like to give a short outline of what I am planning to do in the 

nearest four years.  

 

My research belongs to the area of Estonian as second language acquisition. The thesis aims to 

investigate the writing process in Estonian as second language of native Russian and Finnish 

learners from the psycholinguistic point of view. Language acquisition is studied on both product 

and process level. So far Estonian language acquisition has been studied mainly on product level, 

process has been very little studied. As the process investigation is identified through product 

(Odlin 1989), I will concentrate in my thesis on process, but I will approach the investigation of 

process through product.  

 

The theoretical background of my thesis at the outset is based on Competition Model of Brian 

MacWhinney (1987, 1990). According to it target language acquisition is seen as construction of 

a system of new grammatical categories. Target language acquisition and production are directed 

by a lots of factors that function together but at the same time compete with each other. I would 

like to explore the interaction and mutual influence of these various factors. Identifying the 

production difficulties I will rely on usage based language acquisition theories, which focus on 

the form function and construction instead of form itself (Argus 2008).  

   

In my thesis I will try to explain with introspective methods the role of rules and analogy in 

writing process. It was found that if a source and a target language are typologically related 

languages, source language analogy is used in writing process in addition to target language 

analogy. If there are typologically distant languages learners will rely rather on rules. (Kaivapalu 

2006)  

 

Research questions of my thesis are as follows: 

1) Where do Estonian language learners experience production difficulties and what 

linguistic background do these difficulties have? 

2) What is the interaction of different language levels (phonology, morphology, syntax, 

lexis, pragmatics)? 
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3) What is the influence of Russian and Finnish as sourse languages on Estonian as target 

language acquisition? 

4) How are the analogy and rules related in Estonian language acquisition? In what cases 

learners base upon analogy and when upon rules? What are the differences in production 

processes of related language (Finnish) and distant language (Russian) user? 

5) How are consciousness and subconsciousness related in production?  

 

The research will be qualitative and corpora based. The data will consist of essays. ScriptLog 

computer programme will be used for data collection and writing process investigation. 

ScriptLog fixes all stops, deletions, changes that a writer does and they refer to production 

difficulties. With the help of mentioned programme problematic places of each writer will 

become clear. To investigate these problematic items I will use after completion of essay the 

method of introspection.  During the interview I will aim to get to know linguistic backgrounds 

of their stops, deletions and changes. If needed I will compose a test for further investigation and 

will use the method of thinking aloud during the completion of the test. Oral data will be 

recorded. 

  

The informants are groups of native Russian and Finnish learners of Estonian. The writing 

process of learners with different Estonian language level is going to be analysed.   

 

Since the direction of planned doctoral thesis will become essentially influenced by the collected 

research data, the more specific focus of the research will become clear later. The research 

hypotheses are the next:  

1) Production is potentially conscious process. 

2) With the improvement of learner language skills the production process will become 

smoother and the positive influence of source language which is related to target 

language will increase. The negative influence of source language will stay the same. 

3)  Not depending on mother tongue the learners of Estonian use both analogy and rules in 

writing process but its distribution is different and depends among other things on mother 

tongue. Native Finnish learners of Estonian rely more on analogy, native Russian learners 

of Estonian on rules.  

 

I will be very thankful for any kind of recommendations, suggestions and remarks concerning 

the designing of my research.  
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My PhD project explores the way in which translators process the meaning of non-literal 

expressions by investigating the gaze times associated with these expressions. 

Specifically, I wish to investigate whether professional translators invest more cognitive 

effort in the translation of metaphorical expressions than in non-metaphorical expressions. 

Eye-tracking was used to collect data, which is a methodology that enables us to observe 

– albeit indirectly – the cognitive processes of the participants. An increase in gaze time 

was taken to indicate an increase in cognitive effort, as is the norm in research employing 

eye-tracking in methodology. It was hypothesised that the participants would display longer 

gaze times for metaphorical expressions compared with those for non-metaphorical 

expressions. The justifications for this hypothesis are the fact that when translating 

metaphorical expressions several translation strategies are available to translators and 

accordingly they have to evaluate the suitability of the metaphorical expression in the 

target language. 

;9!<.("*(&%4,0!)*,+(="*5!

;98!>(&,-."*!&.("*3!

Establishing a consistent and workable definition of the constituents of a metaphor is a 

crucial challenge, perhaps even more important in a project using eye-tracking technology 

as it is necessary to be able to clearly identify the word or words to be included in the 

“Areas of Interest” (AOIs). As pointed out by Cienki & Müller (2008), definitions may vary 

according to the aim of the research project (2008: 496).  

Andersen (2004: 35) cites a definition by Steen (1994), which was used as a 

point of departure for the identification of a metaphorical expression: “linguistic metaphors 

are those expressions that can be analysed on formal grounds as involving two semantic 

domains”. Lakoff and Johnson (1980: 5) have also defined the essence of metaphor as 

“understanding and experiencing one kind of thing in terms of another”. In continuation of 

these views, this project took into account the overall semantic domains of the two 

experimental texts in order to identify the metaphorical expressions and their boundaries. 

  Convincing arguments have been put forward for the lack of ambiguity in 

metaphors. Glucksberg (2001: 28) states in his work on understanding figurative language 

that, if embedded in a context, metaphors are not ambiguous and will not be interpreted 

literally.  

  In an eye-tracking study, Inhoff et al. (1984) investigated the cognitive effort 

invested in metaphor comprehension. They found that metaphor comprehension does not 

constitute an increase in cognitive effort as compared with literal expressions. 

 However, this does not necessarily mean that the translation of metaphors will not 

involve increased cognitive effort. This study hopes to be able to contribute to the ongoing 

debate. 
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One reason for opting for authentic texts from news magazines as the basis 

for the experiments was the opportunity they offered to find novel and innovative 

metaphors. Novel metaphors have not lost any of the imagery properties as conventional 

metaphors may have. This view is also shared by Croft & Cruse (2004). They argue that 

newly created metaphors are the only instances of metaphorical expressions which have 

retained all their original properties whereas “conventionalized metaphors have 

irrecoverably lost at least some of their original properties” (2004: 204). 

There are several metaphor translation strategies available to the translator. 

The definition of these vary according to the research project and researcher in question, 

but they essentially all cover the same basic elements. Dobrzynska (1995: 595) suggests 

that translators have the following metaphor translation options at their disposal: 

• use of an exact equivalent of the original metaphor (M-M), 

• choice of another metaphorical phrase with same meaning (M1-M2) or 

• paraphrase (M-P) 

It was assumed that the choice of translation strategy would have an effect on the 

cognitive effort involved in the metaphor translation and hence an effect on the gaze times. 

  

!"!!#$%"&'()*+,-!+,.+)(&/'0!(,.!%12%'+3%,&(4!5$2/&5%0%0!

In reading, the eye remains fixated on a particular word for as long as the word is being 

processed (Just & Carpenter 1980: 330), and Just & Carpenter’s eye-mind assumption 

posits that “there is no appreciable lag between what is being fixated and what is being 

processed” (1980: 331). Therefore, it was assumed that gaze data are indicative of 

underlying (though not directly observable) cognitive processes that take place during a 

particular task, in this case a translation task.  

Following the rationale of the eye-mind assumption, the present study 

investigated total gaze time, which is here defined as the combined duration, in 

milliseconds, of all the fixations on a given area of the screen during a given task. An 

increase in total gaze time was taken to be indicative of more cognitive effort.  

6"!7%&5/./4/-$!

6"8!#9:+23%,&!(,.!(,(4$0+0!

The participants were seated in front of the eye-tracker at a distance of no more than 55 

cms from the monitor. Calibration was done in both Translog/GWM and ClearView, the 

latter running in the background while the participants worked in Translog. Translog 

presents the source text in the upper half of the application window while the target text 

appears in the lower half of the application window. ClearView was used for collecting the 

eye-tracking data. 

The total mean gaze time for all participants and for all linguistic metaphors 

was divided by the total number of characters in the metaphor not including spaces. This 

value was then compared with the total gaze time for the entire text divided by the total 

number of characters in the entire text (excluding gaze time and characters in metaphors). 

These calculations enabled us to compare gaze times for the metaphorical expressions 

with gaze times for the remaining part of the experimental text.  
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The participants for this study were all Danish translators with at least 12 months of 

professional experience. The background of the participants varied in terms of the fields 

they normally work in, ranging from translation of literature to translation of medical texts. 

Data from ten participants were analysed for this paper. All participants except one were 

female. 

 

!"!!-.*/&(0/+'%1!'/.',!

As stated above, to improve the ecological validity of the data, the project used authentic 

text shown in its entirety rather than presenting individual sentences one at a time. The 

two experimental texts each consisted of approximately 150 words in English (the 

participants’ L2). The individual sentences were extracted from an English news magazine 

article and made into an abbreviated version of the original article. According to the Flesch 

reading ease index scores, the difficulty level of the two experimental texts was 

comparable. The two texts were on different subjects. 

For the purposes of this project, the boundaries of each individual metaphor 

were identified using the criterion that the constituents of the metaphorical expressions 

must differ from the text in terms of semantic domain.  

To illustrate what is meant by a different semantic domain, an example from 

one of the experimental texts may be helpful: “But the suitors must first gain the approval 

of regulators, who are sure to supervise the courtship with care because of the size of the 

dowry” (metaphor AOIs in bold). The subject of the text was the current high number of 

mergers between companies, and the overriding metaphorical semantic domain for the 

merger is marriage (and the parties and processes involved in a marriage). 

 

!"2!3%,4!!

The participants were asked to translate two texts from English into Danish (L2 into L1). 

The presentation order of the two texts was interchanged among participants. After 

translation of both texts was completed, the participants were asked questions on any 

identified comprehension difficulties, the content, and also on any identified translation 

difficulties. The questions were open-ended and were given in Danish to encourage 

answers given freely and spontaneously. No time constraints were imposed for either of 

the two texts. No translation aids of any kind were available. 

2"!$&/1(0(+%&5!&/,61',!

In this paper, only the eye-tracking data from the translation task have been analysed. The 

preliminary findings from the translation task are tentative to the extent that a number of 

variables have yet to be controlled for. These variables include word frequency, length, 

and repetition of both words and metaphors. Other variables which could have an effect on 

the results include position of the metaphor (AOI) in the sentence.  

Keeping these uncertainties in mind, the data would appear to indicate that 

the amount of cognitive effort involved in the translation of a metaphor depends on how 

appropriate and prevalent the translator takes the suggested equivalent metaphorical 

expression to be in the target language. The metaphors in the first of the two experimental 
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texts applied the semantic domain of marriage as a metaphor for business mergers. The 

second text on the crisis in the British economy used the semantic domain of patient and 

health as a metaphor for the national economy. 

 There seems to be a link between the translation strategy chosen by the 

participants and the gaze time data; see below. Text 1 on business mergers contained a 

higher percentage of the translation strategies M1-M2 (a new image with the same 

meaning) and M-P (paraphrasing) than Text 2 on the British national economy as a 

patient. The mean distribution of the translation strategies is illustrated in percentages in 

Figure 1. 

 

 
Fig. 1. Mean distribution of translation strategies in percentages 

 

It is interesting to note that there seems to be a slight correlation between the 

distribution of translation strategies in the two texts and the mean gaze times.  

 

 
Fig.2 Mean within-subject gaze time per character 
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Figure 2 shows the differences in gaze time between the two experimental 

texts. As noted earlier, the gaze time is calculated per character, not because it is 

assumed that there is any cognitive processing at character level but only to provide a 

measure of comparability between the metaphorical expressions and the entire text in 

which the metaphor occurs. Zero values were the only gaze time values that were 

excluded from the total.  

There is marked individual variation and therefore the participants’ mean 

values may not reflect reality. But what turned out to be interesting is the indication of inter-

text variability, which we are unable to explain from any difference in potential lexical 

problems. The first text, which consisted of metaphors from the semantic domain of 

marriage, yielded longer gaze time/character for the metaphorical expressions compared 

with the text in its entirety, whereas the second text, which consisted of metaphors 

originating from the semantic domain of patient or health, showed only a negligible 

difference in gaze time. A tentative explanation could be that Danish news articles on 

business mergers may use more conventional marriage metaphors and, as the 

questionnaires revealed, some of the participants did not feel that the original metaphor 

was equally appropriate in the target language. It was, in other words, not equally 

prevalent in the target language. This resulted in a higher percentage of the M-P 

translation strategy in Text 1. 

!"!#$%&'(')*$+!,-),&./'-)!
There seems to be some indication that the cognitive effort invested in the translation of a 

metaphor is in fact related both to the frequency and applicability of the metaphorical 

image in the target language. The translation strategies of paraphrasing (M-P) and use of 

a different image (M1-M2) seem to require more cognitive effort than the direct transfer of 

the metaphorical image (M-M). This tentative claim is based on the apparent correlation 

between an increase in the percentages of M1-M2 and M-P translation options and an 

increase in metaphor gaze time in Text 1 relative to Text 2. It is perhaps not surprising that 

paraphrasing (M-P) seems to require a higher cognitive effort than direct transfer of the 

image (M-M). Paraphrasing not only requires a shift from one semantic domain to another 

– as in the case of M1-M2 – but also a shift from the metaphorical to the literal. 

 Total gaze time was used as the baseline measure as it is the most 

comprehensive measure in eye-tracking methodology, but both fixation duration, number 

of fixations, and regressions may also contribute important information to the type of 

research reported in the project and will be included in future analyses.  

The difference in the semantic domains of the two experimental texts and the 

related differences in the preferred translation strategies certainly seem to indicate that 

any generalisations on the cognitive processes in metaphor translation must take into 

account both the context and the frequency of the semantic domain used metaphorically in 

the target language. Results such as these would not have emerged in a standard type of 

experiment with isolated constructed sentences out of context. This paper has sought to 

argue the value of naturalistic experiments with high ecological validity as well as take a 

step in the direction of a deeper understanding of a translator’s cognitive processes in the 

translation of metaphors. But, more importantly, this niche of research may also contribute 

to a better understanding of a translator’s more general cognitive processes. 



6 

 

!"#$"%&'()*+!

 

Andersen, M. S. (2004), Metaforkompetence – en empirisk undersøgelse af semi-

professionelle oversætteres metaforviden [Metaphor competence – an empirical 

study of semi-professional translators’ metaphor knowledge] Copenhagen: 

Copenhagen Working Papers in LSP. 

 

Cienki, A. and Müller, C. (2008), Metaphor, gesture, and thought, in R. W. Gibbs (ed.), The 

Cambridge Handbook of Metaphor and Thought. New York: Cambridge University 

Press. 483-501. 

 

Croft, W. & Cruse, D. A. (2004), Cognitive Linguistics. Cambridge: Cambridge University 

Press. 

 

Dobrzynska, T. (1995), Translating metaphor: problems of meaning. Journal of Pragmatics 

24 (6). 597-603. 

 

Glucksberg, S. (2001), Understanding figurative language – from metaphors to idioms. 

Oxford Psychology Series 36. New York: Oxford University Press. 

 

Inhoff, A. W., Lima, S. D. and Carroll, P. J. (1984), Contextual effects on metaphor 

comprehension in reading. Memory & Cognition 12 (6). 558-567. 

 

Just, M. A. and Carpenter, P. A. (1980), A theory of reading: from eye fixations to 

comprehension. Psychological Review 87. 329-354. 

 

Lakoff, G. and Johnson, M. (1980), Metaphors We Live By. Chicago: University of Chicago 

Press.  

 

Steen, G. J. (1994), Understanding Metaphor in Literature: An Empirical Approach. New 

York: Longman. 

 

www.editcentral.com [accessed 16 June 2009 from http://www.editcentral.com]. 

 



!"#$%#$$&#'()*+,&%-&.'

!"#$%&'()*+$$,&'(%*$-./0'.0*$1/23'*/%*+$4&55&/$6"*&(*78%.3$./9$:*7"&9&3&08%.3$4".33*/0*)$8/$,*%&/9$

-./0'.0*$;%<'8)878&/$./9$6(./)3.78&/$,7'98*)$

/,+0,"1'22'3'24'567,)8,+'9::;$

$

2'

'

The patterns of use of the most typical constructions in different contexts of 

MAKE/DO and BE in standard Estonian and Estonian interlanguage 

dissertation project 

This dissertation project is based on the master thesis defended in spring 2009. My dissertation 

project is by nature a corpus-based corpuses research to compare learner language and native 

language it uses the method of contrastive analysis. I compare the use of da- and ma- infinitives 

in learner language quantitatively and qualitatively with the forms used in standard language.  

Researching the Estonian language as a foreign or second language is a recent and rapidly 

developing area.  

Studies of other foreign languages, primarily English and Estonian as a native language, offer 

researchers many fresh ideas, even though the results can’t be directly adopted. Those who learn 

Estonian as a second language find several linguistic constructions problematic that are of no 

concern to native speakers. The da- and ma- infinitives in Estonian language are a good example. 

In Estonian verbs are used in two infinitives but in Russian there is no opposition of two 

infinitives. Learners of foreign languages need rules and explanations presented in a logical and 

understandable sequence. This is why it is useful to study the learner’s language – how it differs 

from the normal use of the language (i.e. written language) shows where the centre of gravity 

lies. 

To make learning Estonian more effective and comprehensible for foreigners, we need to 

conduct contemporary corpus research, which in turn enables a systematic pedagogical 

description of the Estonian language.  

Based on the resources of the Estonian inter-language corpus created in 2005 at the Institute of 

Estonian Language and Culture at Tallinn University, it is now possible to describe the language 

of Estonian learners using contemporary scientific methods.  
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The presentation aims to compare the use of da- and ma- infinitives in standard Estonian and 

Estonian interlanguage based on verbs olema ‘to be’ and tegema ‘to make/to do’.  I have based 

this on a balanced use of the Estonian corpus at Tartu University
1
 and the Estonian inter-

language corpus
2
. I carried out a representative selection from both of these language resources 

(using Excel spreadsheets). Using selection, I pointed out the frequency of statistically important 

forms of ma- and da- infinitives as well as the patterns of use of the most typical constructions in 

different contexts (using WordSmith Tools). 

The base hypothesis in my thesis is that language learners use da- and ma- infinitives more 

seldom than native speakers and if they choose to use them, they prefer certain syntactic 

constructions with those infinitives that differ somewhat from the most often used constructions 

in standard Estonian. To prove this I have selected constructions of the most preferred da- and 

ma- infinitives from the corpus materials that are used at least twice and that can only be used in 

certain syntactic positions that are typical to users of contemporary written Estonian, and those 

that are common among learners of the language. After analysing the results, I point out the 

collocational entities and different syntactic constructions typical in different contexts that are 

characteristic to written Estonian and learner’s Estonian.  

The analysis showed that although the most frequent construction types of both periods resemble 

each other in terms of their structure, their main functions may be different. 

Most frequent verbs were tegema/teha ‘to make/to do’ and olema/olla ‘to be’. 

Verbs olema ‘to be’ and tegema ‘to make/to do’ were most used in ma-infinitive form in both 

learners and standard language. However, olema-infinitive in both corpuses is more commonly 

used compared to other forms of ma-infinitives. 

'''''''''''''''''''''''''''''''''''''''''''''''''''''''''''''
1' 'http://www.cl.ut.ee/korpused/ (28.06.2009) 
2' 'http://evkk.tlu.ee (28.06.2009) 
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Constructions of da-infinitives are used proportionally. Commonly used verbs are olema/olla ‘to 

be’, tegema/teha ‘make/to do’, saama ‘become’, leidma/leida ‘find’, teadma ‘know’, minema 

‘go’. 

Despite of the fact that forms of ma- and da-infinitives cover corpus ten times more in learners 

language than in standard language, we cannot conclude that in learners language there is more 

plentiful word- and  forms-usage. 

Situation is even contraversal because coverage is disproportional to frequencies of constructions 

where usage of ma- and da- infinitive is common. Regarding this, standard language has wider 

specter of constructions and transmitted meanings then leaners language. 

Syntactic structure of constructions used activly in both - learners language and standard 

language ma-infinitives and lexical attributes of finite verbs vary. 

Similarity comparing usage of these verbs indicates that in both verb olema is connected with 

modalverb pidama ‘must/have to’carring meaning of a compulsory action. 

Differences show that in standard language frequently used construction  juhtus olema ‘happen 

to be’ is not among most frequent constructions in learners language. However, in learners 

language construction with false infinitive selection (saavad + olema ‘will happen’ > 

compulsory action/Simple Future) appear to be most frequent. 

Regarding specifics of leaners language, a constructure where verb olema is used in a function of 

object not only as a part of complex subject is rather frequently used. Reason is pedagogical 

basis of learners language texts (texts are written on given topics), thus selection of words and 

forms is narrowed.   

In both standard and learners language with da-infinitive coincident syntactical constructions 

have been used.  
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In both ressources of corpuses verb olema expands modal auxiliary verbs saama ‘may’ and 

võima‘have to’ transmitting meaning of feasibility with modal auxiliary verb pidama meaning 

compulsory activities. Modal nuances are specified by context. 

Differences are related to future constructions. For example, near-future construction frequent in 

standard language was not used in learners language. 

As a result of comparing Estonian standard and learners language it can be said that there are 

differrences and similarities between these two language variants.  

Based on authentic material of standard language we can emphasize constructions and 

vocabulary which is most useful and should be included in learning material composing 

instructions. 

Keywords: corpus linguistics, learner language corpora, learner language corpora, corpus-based 

comparative analysis, Second Language Acquisition (SLA) and foreign language teaching (FLT) 
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Introduction 
My study is a part of the ASKeladden project at University of Bergen. I am in the first 
years of totally four, and my main objective is to study transfer (cross-linguistic 
influence) in learner texts within the semantic field of modality.  
 
Materials and methods 
The main material and tool is the learner text corpus ASK (Norsk 
andrespråkskorpus) that consists of texts written by learners of 10 different language 
backgrounds, with typically 200 essays for each language background. The texts are 
tagged for errors, and although the corpus is not enormous (700 000 words, around 
70 000 for each language background) it has many possibilities for search. The use of 
corpus enables me to discover patterns in the expression of futurity in Norwegian as 
second language within groups of different language backgrounds and hopefully 
will give me insight of different conceptualisations in different languages.  

The distribution between different linguistic means of expression (modals, 
modal expressions and words of different parts of speech, etc.) will be investigated in 
native Norwegian in comparison to Norwegian as second language for learners with 
German, Latvian and Russian language background, and German, Latvian and 
Russian1. In the project, I will investigate whether German, Latvian and Russian 
learners’ expression of futurity in Norwegian influenced by their native language 
and, if so, to what extent? Moreover, I will also study the same kind of texts as those 
in the ASK-corpus, written in these languages to compare, as well as questionnaires.   
 
Mental concepts and different languages 
A mental concept can be looked upon as a mental representation of items (objects, 
events, patterns) that are considered to be more or less the same so that they can be 
considered to be one group of items that differs from other groups. Such mental 
concepts in one language/culture can overlap fully or partially, or not at all with 
mental concepts in another language/culture.  
 
Language and thought 
Although it is possible to express all kinds of meanings in all languages, some 
languages demand to express certain semantic distinctions grammatically. This again 
may influence the way people conceptualise the world. This basic idea is not by any 
means new; almost two centuries ago Wilhelm von Humbolt expressed similar 
thoughts. A recent model for describing this is Scott Jarvis’ Conceptual Transfer 
Hypothesis. A more precautious present view is offered by Dan Slobin in his 

                                                
1 The reason for choosing these languages is that I have certain knowledge (intermediate – high) of these 
languages, which is very useful for language comparison.   
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“Thinking for speaking” hypothesis, which was my starting point when I started my 
PhD-studies one year ago. Slobin says that we all have the same mental images of 
our experience, but L1 makes us sample differently when we express ourselves about 
the world. There is a certain way of thinking that is connected to language 
production and that is activated during language production. (Slobin, 1996: 75-76). 
Categories for focusing on certain aspects of the world around us when we use the 
language, that are not general categories of thinking are  ”thinking for speaking”-
categories. (ibid, 91). 

According to Jarvis, Slobins “Thinking for speaking” is too weak, since we 
also percept the world differently due to language (Jarvis, 2007: 51).  
 
Transfer  
The object of my study is transfer. This is only one, but still an important, factor in 
several factors. Second language acquisition is an extremely complex process, and we 
are speaking about the acquisition a complex system. All the factors can barely be 
taken into consideration at the same time. Moreover, interlanguage is by nature 
dynamic and heterogeneous, but still, as for instance our learner corpus ASK shows, 
it is possible to observe common features within a group of learners with the same 
language background. In my understanding, transfer is the influence of conceptual, 
linguistic or extra-linguistic elements from one or more languages a learner has 
knowledge in to the production or perception of another language. Transfer can also 
go in the opposite direction, e.g. from the language the learner is acquiring to 
languages he or she has previous knowledge in.   

Transfer does not appear only as errors or mastering, but also in the pattern of 
distribution of linguistics means to express certain semantic meanings. These 
patterns do not only show what is present or not, but also the frequency, thus 
showing overuse and underuse of certain features. This might be more difficult to 
spot in smaller studies. 
 
To detect transfer 
In order to investigate transfer, I am using Jarvis’ method on inter-group 
heterogeneity and intra-group homogeneity.  Scott Jarvis, trying to sort out some of 
the confusion in transfer studies, advocates a new framework for the area of studies 
of the L1 influence (Jarvis, 2000). He says that transfer studies should consider at 
least three potential effects of L1 influence, and these are 
1) intra-L1-group similarities that is homogeneity within one L1-group. This type 
of evidence is necessary to show that language background correlates with certain 
interlanguage behaviour. The L1-group behaves as a group in respect to the feature 
in question.   
2) inter-L1-group differences that is heterogeneity between L1-groups. This is 
found when comparable learners of a common L2 with different L1s diverge in their 
interlanguage performance. This type of evidence is important because it excludes 
developmental and universal factors as the cause for the observed interlanguage 
behaviour, that the behaviour in question is not something that every learner does 
regardless of their L1 background. 
3) L1-IL performance similarities, that is, congruity between L1 and 
interlanguage, that is when learner’s use of some L2 feature can be shown to parallel 
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their use of a corresponding L1 feature. This is important when arguing for L1 
influence since it clearly shows the relationship between the source and the effects. 
  
These principles, where you compare target language, mother tongue and 
interlanguage, using different language backgrounds, may help us to sort out 
possible transfer from other factors, like strategy. 
 
 
Modality and futurity  
Modality is one of the most interesting, challenging, though still one of the least 
investigated areas within second language acquisition. This area of study is difficult 
because it is semantically complex and is expressed by several different means of 
language – not only by modals and adverbs, but also by other parts of speech and 
collocations.  
 
Conceptualisations of futurity and questions for further studies 
Modal meanings are conceptualised differently in different languages. I have chosen 
to study different types of modality that also express futurity, i.e. not any particular 
linguistic structure. Some of the different types of modality connected to futurity are 
deontic modality, expressing the need of something in the future; dynamic modality, 
expressing something wanted in future; hypothetic meanings and epistemic 
meanings, evaluating the probability of actions in future. These meanings might 
seem universal, but differences in expressions in different languages, might indicate 
different conceptualisations. The concept of futurity, though, is present in all three 
languages in my study.  

For the expression of future, for instance, ASK materials show that Latvian 
learners of Norwegian seem to try to mark futurity overusing the modal verb skulle. 
In Latvian, futurity is grammaticalised with future tense and thus, it is linguistically 
a clear cut border between future and present. Such a difference between present and 
future is usually not marked in Norwegian, the use of modal verbs to express future 
events usually also indicate some modal meaning. For Latvian, but even more for 
Russian speakers it might be interesting to study whether the learners tend to 
marked completedness to a greater extent in their L2 Norwegian than Germans and 
native Norwegians. In my preliminary investigations (questionnaires and the usage 
of the modal verb måtte in Norwegian, it seems that learners with Russian language 
background to a lesser degree expresses uncertainty, than other groups. Another 
tendency found in the corpus and also in translation corpora I have used, is that 
Norwegians tend to use expressions with a hypothetical content to a smaller degree 
than people with other language backgrounds.  

But are we here in these cases dealing with a difference in mental concepts or 
only conceptualisations? Does it really go further than Slobin’s Thinking for 
speaking? Are there different worldviews or different kinds of thinking?  

A fact that may distinguish this study from previous conceptual transfer 
studies is that it to a lesser degree is concerned with our perception of the 
experienced world, but with a non-existing world. Future is though a projection of 
the world we do percept, as our thoughts about future events are based on our 
experience. The cultural differences in the perception of the world might also show 
in our projection of our percepted world.   



 4 

Jarvis & Pavlenko (2008) parts transfer research in four phases (p. 5-6). My 
project as planned as now would be characterised as a part of phase 1 and 2, namely 
recognition and investigation of transfer, maybe also phase 3.  Is this sufficiently, or 
should I strive to go further for phase 4? 

I have stated that I will use corpus as my main tool. For the contrastive 
analysis of the languages I have planned to use similar text in the three other 
languages and possibly translations of the same texts into all four languages. Are 
there other methods that would suit my studies well? 
 
 
Literature: 
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This paper is to give a brief outline of my PhD project which focuses on how Polish 

Norwegian speakers render prepositional phrases in L2. As this is the initial phase of the 

study, I present the investigations which I have already carried out and give a hint of 

theoretic approach I have decided to apply. 

 

The aim of my project is to investigate and present differences in ways one encapsulates   

the space by applying varied concepts. I believe that Polish and Norwegian native 

speakers conceptualize space on slightly different premises, which results in numerous 

mistakes in the target language, Polish being L1 and Norwegian, L2. 

 

As the idiomatic use of prepostions has already been investigated by many, my sight is 

focused on the very basic and original meaning of a preposition. I would argue that as long 

as one does not have a right feeling for preposition's genuine sense, it is almost 

impossible to develop more abstract uses. Which would originate from the preposition 

itself.  The reaseach will be supported by theories about cross-linguistic influence on the 

conceptual level.  

 

The spectrum of my research is predominantly focused on the use of two spatial 

prepositions, namely IN (Norwegian I, Polish W) and ON (No PÅ, Pl NA) as they are 

probably the first representants of the class of prepositions one encounters whilst learning 

Norwegian. Both I and PÅ are among the 30 most frequent Norwegian words (UiB 

frequency list based on 4.7 million texts) and the mistake rate is relatively high both on the 

genuine and more abstract level.  
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In this paper I will establish some prerequistites for understanding I's (W's) and PÅ's (Na's) 



genuine meaning, which are slighly different for the langauges in question. 

Both in Norwegian and Polish I (W) presupposes some kind of encapsulation, placement  

in a three-dimension container. However, the idea of the container might be vague and in 

some cases very distant from the prototypical one (e.g. bottle, sea, plane and air). 

Vandeloise (2006) defines it as a multidirectional support, which involves powers of nature. 

Additionally, Vandeloise claims that the objects need a contact with the support, which I 

think is arguable as there are many examples where the object is still in a container but 

contact is not inevitable (e.g. a fly in a jar, polloen in a room). 

 

In contary, this is the case when it comes to PÅ (NA). The object is localized on a 

horizontal or vertical plan and it requires support usually from under or side. (The book is 

on the table. The picture is on the wall.) This applies for Polish as well as for Norwegian, 

alothough the letter one shows a few inconsistences. 

 

In general the native speakers of Polish and Norwegian understand and express spatial 

relations in a very similar way , i.e. using prepositions (unlike some Subsaharian 

langauges which render them using verbs that imply e.g. to- and from-movement). In both 

languages all the three frames of references are applicable (absolute, relative and 

intrinsic). Although Polish is a case language, I would not consider it as a significant 

difference as far as the very concept of space is concerned. The discrapancy in 

distribution of the mentioned prepositions and followingly the difficulties which emerge 

while aquiring L2 are reigned by other aspects. 

 

The main difference lies in the fact that some objects and places can represent a double 

concept in Norwegian. The native speakers of this language distinguish between a place 

or a vehicle (being the most frequent case) understood as the very place and as an 

institution. The concept of institution is already misleading as it also percieved as vehicles . 

When a place is coneptualized as an instituition, one uses PÅ, whereas when it comes to 

a place itself, or a place which is a part of a bigger entity, I is more relevant. As I am a 

native-speaker of Polish, I realize that this difference is perceivable only to a certain 

extent, as we do not apply such categories. I believe that it is already here the conceptual 

transfer emerges. Some phrases with PÅ (NA) and I (W) may encapsulate both space and 

time (On the train children played cards. - at this particular time When I was in London I 

was really busy. - when I stayed there), but I do not think that such cases pose a challange 

as this is exactly the way one uses them in Polish.  



 

Another significant difference is related to dynamic/kinetic and static spatial relations. 

Although there is a Norwegian preposition which expresses movement towards a bigger 

object or landmark, its applicability is relatively constrained in comparison to Polish. TIL 

(to) implies approaching a landmark but the landmark is reached in a few cases only 

(towns and cities, people, countries and a few other). On the contrary, Polish DO  

(to) expresses both movement towards and reaching the landmark. This discrapancy is 

difficult to neutralize at the intial level of Norwegian language acquisition but  I believe  it is 

fully eradicatable. There are a few cases in Polish where one uses NA (on) istead of DO 

(to) but these are very few and rather predictable. 
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In the begining of this paper I mentioned I would present the investigations I have carried 

out. Although they differ in many aspects, all of them are qualitative and corpora based. 

As a different scope is applied in all three cases and they might be considered as 

irrelevant, they confirm the idea of the conceptual transfer adopted on this ground.  

 

The first one (2008) was carried out among Polish handworkers who were attending an 

intensive four weeks Norwegian course. The corpus consists of originally oral utternaces 

(82 informants at the initial level) including prepositional phrases of all types. The 

utternaces were incorrect and each mistake was taken at least 10 times, all togheter 50 

mistakes taken on different premises.  

 

The second research (2009) was more specified and it aimed at revealing mistakes in 

prepositional phrases which described spatial relations. This time I had only 6 infomants 

so the research is more qualitative than quantitative. All of them were 4th year students of 

Norwegian filology at the University of Poznan, whom I would place at C1-C2 level. The 

students were given a set of 144 Norwegian headings where the spatial prepositions had 

been removed. Below each heading there was a Polish translation. The students were 

asked to fill in the gaps with the most suitable, in their assesment, preposition. This 

research showed that  175 of a total 849 of the suggested prepositions were wrong and 64 

were omitted. The original prepoposition was rendered in only 513 cases, which  seems to 

confirm the difficulty that lies in this question. 

 

Finally (atumn 2009), I hope, the last but not the least research was taken. This time it was 



focused on the prepositions in question i.e. I (in), PÅ (on) and TIL (to) and it is based on a 

written Norwegian learner data corpora  (ASK).  As the corpora includes texts at different 

profficiency levels and 10 different language backgrounds, it was possible to investigate  

the problem in a broader perspective. I have chosen four languages, three Slavic (Polish, 

Russian and Serbo-Croatian) and English. Russian and Serbo-Croatian were taken into 

consideration so that I could learn whether there is a significant discrapancy within the 

Slavic group, and English was invenstigated for inclination towards Norwegian 

prepositional phrases.  As there are many separate results which have to be considered 

from different points of view, I will refrain from presenting the results. However, I think 

there is one worth mentioning. It is the fact that the native speakers of English made often 

much more mistakes than the Slavic informants. 
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In this paper I aimed at presenting the core of my project, i.e. introduce difficulties a Polish 

Norwegian learner encounteres whilst acquiring L2's prepositional phrases. Although the 

differences between the two languages may seem negligible, there are some language 

specific factors that jeopardize and block the appropriate expessing of spatial relations. As 

it takes place already at the very basis semantic level, language universals, I believe it is 

the result of the conceptual transfer that hinders more abstract notions of space at the 

basic level of language acquisition. 

 

E&1&,&%#&0"

Hickmann, Maya, Stephane Robert. 2006. Space, language, and cognition: Some new challanges. In 

Space in Languages. Linguistic Systems and Cognitive Categories. Amsterdam/Philadelphia: John 

Benjamins. 

 

Jarvis, Scott, Aneta Pavlenko.2008. Crosslinguistic influence in language and cognition. New York: 

Routledge. 

 

Lee, Dawid.2001. Cognitive linguistics – an introduction. New York: Oxford University Press. 

 

Saint-Dizier, Patrick.2006. Introduction to the syntax ans semantics of prepositions.   

In Syntax and semantics of prepositions. Dodrecht: Springer. 

 

Vandeloise, Claude. 2006. Are there spatial prepositions? In Space in Languages. Linguistic Systems 

and Cognitive Categories. Amsterdam/Philadelphia: John Benjamins.  



 

 

Non-finite Constructions in Old English, with special reference to syntactic borrowing from 

Latin 

 

Olga Timofeeva, University of Helsinki 

 

My dissertation is a corpus-based study of non-finite constructions in Old English (OE). It 

revisits the question of Latin influence on the OE syntax, offering a new evaluation of syntactic 

interference between Latin and OE, and, more generally, of the contact situation in the OE 

period, drawing on methods used in studying grammaticalization and language contact. 

I address three non-finite constructions: absolute participial construction, accusative-and-

infinitive construction, and nominative-and-infinitive construction, exemplified respectively in 

present-day English as 

 

! She looked like a pixie sometimes, her eyes darting here and there, forever watchful 

(BNC CCM 98); 

! My first acquaintance with her was when I heard her sing (BNC CFY 2215); 

! Charles the Bald was said to resemble his grandfather physically (BNC HPT 175). 

 

This study compares data from translated texts against the background of original OE writings, 

establishing dependencies and differences between the two. The emphasis is on what 

source/target comparison can tell us about the OE non-finite syntax and the typological 

differences between Latin and OE in this domain, and on whether contact-induced change can 

originate in translation. 

My research corpus consists of two samples: 1) written OE closely dependent on the Latin 

originals, based on editions of two gloss texts, five translations, and Latin originals of these texts, 

representing four text types: hymns, religious regulations, homily/life narrative, and biblical 

narrative (180,622 words); and 2) written OE as far independent from Latin as possible, based on 

a selection from the York-Toronto-Helsinki Parsed Corpus of Old English Prose (YCOE) and 

representing five text types: laws, charters, correspondence, chronicle narrative, and homily/life 

narrative (274,757 words). 

 

Anglo-Latin contact situation in the OE period: sociolinguistic preliminaries 

The specificity of the Anglo-Latin language contact in the historical period, i.e. roughly from 

597 – the arrival of the first Roman mission in Kent – to the end of the OE period, is the 

continuous lack of oral communication between speakers of Latin and speakers of English. It is 

true that Latin-speaking foreigners came and often settled in England, that English clerics 

travelled to Italy and other Romance-speaking and Latin-reading/writing nations, and finally that 

spoken Latin might have survived in early medieval England at least to some extent.
1
 However, 

notwithstanding the attempts of Theodore and Hadrian in the late 7th century, of Alfred in the 

late 9th, and of his successors during the monastic revival of the tenth century to educate the 

locals according to the patterns of continental Latinity, the situation, although fluctuating within 

certain limits, never changed dramatically – the only appreciated variety of Latin circulated 

mostly among the higher clergy of native origin. Even if their Latin competence spread as far as 

ordinary conversation among the equals, it would typically be acquired via literary competence – 

                                                
1
 For data supporting the latter claim see, e.g., Schrijver (2002, 2007, 2009) and Hall (forthcoming). See also Blair 

(2005: 10–34) for the non-linguistic evidence of the Roman inheritance in Britain after 400. 



 

 

via the trivium, via reading orthodox texts, the copying and glossing of manuscripts – but not the 

other way round. Though the mechanisms of language contact, such as code-switching, code 

alternation, passive familiarity, negotiation, gap-filling,
2
 etc., are attested in the surviving OE and 

Latin texts, most of them are only characteristic of the literary milieu, and hence take place 

within the bilingual group. 

Similar language-contact settings are classified by Loveday as distant but institutional: 

“[T]his kind of contact takes place when the acquisition of a foreign language is not part of 

community activities, unless in the domain of religion, but is promoted through an institution 

such as school” (1996: 19–20). In this setting, the speech community as a whole it typically 

monolingual or socially bilingual, and the knowledge and/or use of a foreign language is not 

widely distributed, while the language learning is often related to political and/or cultural 

dominance, moreover it may have a religious motivation. In Anglo-Saxon England, Latin was 

institutional in both religion and school, its learning was certainly motivated by religion, it was a 

necessary requirement for promotion within the church, and hence led to cultural and political 

dominance of the group that controlled both the means of language acquisition and the domain of 

its circulation. 

As to the size of this group, it can in fact be estimated with a considerable degree of certainty, 

based on the Domesday Book, a unique demographic-fiscal survey of 1086. The total population 

of 1086 has been calculated to be between 1,100,000 and 2,250,000 people (Russell 1944, 1948; 

Hatcher 1977; Miller & Hatcher 1978). In Timofeeva (forthcoming), I arrive at the figure 5,500 

as the estimate of the number of clergy at the time of Domesday.
3
 The estimate for this class is 

crucial as it dominated not only the church itself, but also education, legal transactions and, to 

some extent the court. How many among the laity could read or write Latin is hard to say, but the 

number cannot be very high as secular education was a rarity then. Thus the total of 6,000 would 

be about the correct number. This gives us between 0.27 and 0.55 percent of population, 

depending on the estimates of the population mentioned above. The degree of Latin proficiency 

certainly varied both between and within social groups. Among them the higher secular clergy, 

monks and nuns were more likely to be bilingual, or rather biliterate, than the others, which gives 

us an estimate of 1,000.
4
 

 

The possibility of contact-induced change 

If the equation between literacy and familiarity with Latin is correct, and if indeed most of the 

surviving OE was produced by and consumed within the same social group, it would not be a too 

far-fetched exaggeration to say that most of recorded OE represents but a very small language 

variety with some admixture of the second language, essentially a written language of high 

prestige. If this contact situation is evaluated in terms of intensity (Thomason & Kaufman 1988; 

Loveday 1996; Thomason 2001; Winford 2003), the bilingual group would be considered far too 

small to affect the language situation to any serious degree. With low intensity, language contact 

would result in a small number of lexical borrowings, typically nouns belonging to the non-basic 

vocabulary,
5
 while the possibility of structural borrowing would be ruled out. Therefore contact-

                                                
2
 See Timofeeva (forthcoming) for definitions, examples, and references. 

3
 The calculation is based on the analysis in Russell (1948). 

4
 See again my forthcoming article for the details of the calculation. 

5
 E.g., Strang’s estimate of Latin borrowings from the late Old English period is about 150 lexical items. She 

remarks that “[m]ost of these words, however, remain very much on the surface. They were borrowed from books 

by scholars, and remained, while they lasted, rather technical terms…” (Strang 1970: 314). Strang’s count, however, 



 

 

induced syntactic phenomena that I address in my study should be understood as happening 

within the described language variety, with extremely low chances of surviving the OE period. 

 

Mechanism of syntactic calquing 

The mechanism behind syntactic calquing has been described variously as replica functions for 

equivalent morphemes (Weinreich 1968 [1953]), negotiation (Thomason 2001), code copying 

(Johanson 2002), grammatical replication (Heine & Kuteva 2003, 2005), etc.
6
 I would like to 

concentrate on several approaches to syntactic calquing that seem to be most relevant for my 

study. 

Thomason (2001) describes negotiation as a phenomenon which is at work when speakers 

adapt their native language to what they believe to be the patterns of another language, especially 

when trying to make sense out of sometimes confusing second-language structures. Most often, 

negotiation takes place in translations from a foreign language and results in gloss-like 

renderings of the source text. This notion is important as it brings to light situations in which 

language contact and translation can be connected. 

In their studies of contact-induced grammaticalization, Heine and Kuteva (2003, 2005) pay 

more attention to the technicalities of calquing, relying on several terms and concepts introduced 

by Weinreich, such as model languages (M), providing the model for transfer, and replica 

languages (R), making use of the model, interlingual identification (1968 [1953]: 7–8, 30–31), a 

way to equate grammatical concepts in languages M and R, etc. The mechanism of grammatical 

replication is sketched in the following way (Heine & Kuteva 2003: 533, 539, 2005: 80–81, 92): 

 

a. Speakers of language R notice that in language M there is a grammatical category Mx. 

b. They create an equivalent category Rx, using material available in their own language R. 

c. To this end, they (i) draw on universal strategies of grammaticalization, using 

construction Ry in order to develop Rx, or (ii) replicate a grammaticalization process they 

assume to have taken place in language M, using an analogical formula of the kind [My > 

Mx] = [Ry > Rx]. 

d. They grammaticalize category Ry to Rx. 

 

Heine and Kuteva stress that this mechanism “relates to a gradual process … and may involve 

several generations of speakers; (d) in particular may extend over centuries” (2003: 533). The 

two options in (c) suggest that language R can either follow a universal path or an areally 

confined one, rarely encountered cross-linguistically. 

Further, Heine and Kuteva distinguish between pragmatic and categorial aspects of 

grammatical replication (2005: 40–122). They maintain that grammaticalization, including 

contact-induced grammaticalization, starts out “with pragmatically motivated patterns of 

discourse that may crystallize in new, conventionalized forms of grammatical structure” (70). 

Thus the earlier stages of contact-induced grammaticalization can be described as discourse-

pragmatic, referring to such parameters as context and frequency. As long as the replica unit 

remains pragmatically marked, it is termed use pattern rather than category. In contact situations, 

new (replicated) use patterns or, more commonly, infrequent (native), minor use patterns may 

                                                                                                                                                       
does not include semantic loans, loan-translations, and loan-creations discussed in detail by Gneuss (1955, 1985, 

1993) and by Kastovsky further in CHEL I (309–317). 
6
 For the discussion of available terminologies and approaches to contact phenomena in grammar, see Johanson 

(2002: 35–37), Heine and Kuteva (2005: 6–13). 



 
 

become more frequent and less marked, that is, develop into major use patterns (44–62).7 This 
process can be summarized in Table 1. As use patterns develop from minor to major, they 
“increasingly acquire properties of distinct categories, and eventually may turn into 
conventionalized grammatical categories” (75). This progression can be seen in Table 2. 

The distinction between the discourse-based and categorial structures seems to be particularly 
useful for my study. My analysis of the Latinate non-finite constructions in the original OE texts 
shows that most of them fit the criteria of the minor use pattern: they are infrequent, restricted to 
particular text types and contexts, and weakly grammaticalized. Following this distinction, I 
would like to suggest that in situations of written language contact, we may be dealing with 
translation-induced grammaticalization that is initiated by the mechanism of grammatical 
replication/copying, leading to the establishment of translation conventions/patterns that may or 
may not give rise to full-fledged categories. 
 
Language contact through translation 

A graphical representation of translation is suggested by Nida and Taber in their seminal The 

Theory and Practice of Translation (1969). This diagram of the three stages of translation (see 
Figure 1) corresponds to some extent to Heine and Kuteva’s scheme cited on page 3. 

In Figure 1, A stands for source language, B for receptor language, X for the kernel level of a 
surface structure in language A, and Y for the kernel level of this structure in language B. The 
three stages of translation include: (1) analysis, in which the surface structure is analyzed in 
terms of grammatical relationships, meanings of words and word combinations, (2) transfer, in 
which the analyzed material is transferred in the mind of the translator from language A to 
language B, and (3) restructuring, in which the transferred material is restructured in order to 
make the output acceptable in the receptor language (Nida & Taber 2003 [1969]: 33–34). 

If we map the two figures, it would seem that up to stage (2), translation mechanism may 
work in the same way as grammatical replication. The progression from transfer to restructuring 
is one that either accepts or rejects formal equivalence of categories in languages A and B (cf. 
Baumgarten & Özçetin 2008: 294), while stages (b) and (c) in Heine and Kuteva are ones that 
accept and require formal equivalence. Hence it is plausible, and negotiation analysis in 
Thomason (2001: 142, 146) supports this claim, that translation and grammatical replication do 
not only share mechanisms of linguistic transfer, but rather that they are technically one and the 
same phenomenon with different time, space and goal inputs, in that translation as a process or 
mechanism stands behind contact-induced grammaticalization, while translation as an end result 
would normally go a step further and supply an idiomatic construction for its counterpart in the 
source language. 

Accordingly Heine and Kuteva (2005: 222–225) suggest that translational work (or the 
process of creating translational equivalence between two languages) can be used for the 
reconstruction of speakers’ behaviour in situations of contact. They acknowledge that the 
mechanism behind grammatical replication resembles translation, although it is important to 
stress that translational equivalence does not (necessarily) imply structural equivalence between 
Mx and Rx, the latter being better described in terms of structural isomorphism, rather it reflects 
a search for a closest equivalent of Mx (Johanson 2008: 77), which relies on previous translation 
experience and continues an established translational convention.8  

                                                
7 Cf. Johanson (2002: 10–11, 2008: 69–70). 
8 Cf. Heine and Kuteva (2005: 223, 225). 



 
 

The role of translation conventions as triggers of language variation and change is 
emphasized by Koller in his study of the history of German (1998). He suggests that their 
influence on target language can be seen on the level of system innovations (Systeminnovationen, 
i.e. innovations in language system) and norm and style innovations (Norm- und stilistische 

Innovationen, i.e. innovations in particular text types (Koller 1998: 212)), which brings us back 
to the distinction between category and use pattern. The scenario of translation-induced 
innovation is described by Baumgarten and Özçetin (2008: 294–295) as follows: “The frequent 
translation of source text structures by grammatical, but less used linguistic structures of the 
target language can, over time (through sheer frequency), marginalize other linguistic means 
used for the particular communicative function in the target language, and it may eventually 
override prevailing norms of usage in translation and original text production in the target 
language.” 

Later on, innovations may become prescriptive in particular contexts and, potentially, spread 
to other contexts and the language system more generally. This seems to suggest that translation-
induced grammaticalization relies on mechanisms of contact-induced grammaticalization. Thus, 
there exists considerable overlap in scholars’ understanding of linguistic change based on 
translation and linguistic change based on contact. Graphically the mapping of the two processes 
can be seen in Figure 2. 

Both in language contact and in translation, the output of the transfer can bring about 
replication or restructuring, depending on the input parameters. Let us contrast the role of time, 
space, and goal parameters for contact-induced grammaticalization and translation. Below I 
distinguish between translation-negotiation as a process and mechanism (T1) and translation as 
an end result (T2). CIG stands for contact-induced grammaticalization. 
 
Time parameters: 

1) CIG starts as T1 and extends over centuries, creating translational equivalence, either 
structural or semantic, between languages A and B. 
2) T2 starts as T1 but normally does not extend over time. However, in situations of 
translation from a language of high prestige to a language of low prestige, or in translation 
from language A that has text type D, either underdeveloped or non-existent in language B, 
certain translation patterns may result in an established translation strategy and spread to 
original texts of the same text type, and gradually even beyond this type. 

 
Space parameters: 

1) CIG requires geographical proximity of the contacting languages and is normally 
accomplished by a language community as a whole. It seems that CIG typically starts in 
spoken language and later spreads (if at all) to written language. 
2) For T2 geographical proximity/remoteness is not essential, and it is typically accomplished 
by one person or a group of persons. However, in favourable circumstances (see time 
parameters above), this person or group of persons can establish a translation pattern for a 
certain Mx category. If the translation pattern sets in, it is more likely that it spreads from 
written to spoken language, although in present-day situations, one may expect translation 
patterns to spread from spoken translated texts to spoken native texts via radio and television 
media (e.g., via transmission of foreign dubbed films). 

 
Goal parameters: 



 

 

1) CIG is more typically an unplanned and unconscious desire of speakers of language R to 

establish some kind of equivalence relation between categories of languages M and R.
9
 

2) T2 is planned and conscious, aimed at producing acceptable target text via T1, the latter, 

however, may or may not be a conscious process. Moreover, in certain educational situations, 

acceptability may be less desirable than formal equivalence, which brings about glosses and 

gloss-like translations. Furthermore, in situations with no previous or broken translation 

tradition, formal equivalence may become a default solution before any more elaborate 

translation strategies develop. In the OE period, early translations are typically more gloss-

like, but as the translation tradition develops towards the late tenth century, formal 

equivalence gives way to acceptability. After the break of the translation tradition following 

the Norman conquest, the translation strategies of the late OE period were abandoned; ME 

translators had therefore to begin from scratch and repeat the same story: from structural 

equivalence to acceptability. 

 

Thus, it seems that even when time, space, and goal parameters of CIG and T2 differ, the 

borderline between the two is often difficult to make out, especially since T1 is a shared 

mechanism resulting in replication or restructuring, again, the two outcomes that can be found in 

situations of both contact and translation. 

                                                
9
 See, however, Thomason (1997; 2001: 149–152; 2008: 47) on contact-induced linguistic change through deliberate 

decision by speech community. 
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Appendix 

 

Stage Frequency Context Meaning 

0 Low frequency Restricted Weakly grammaticalized 

I Increase in frequency 
Extension to new 

contexts 

An additional, more 

grammatical meaning may 

emerge in new contexts 

II High frequency Generalized 
Generalization of the new 

grammatical meaning 

 

Table 1. From minor to major use pattern in the replica language (Heine & Kuteva 2005: 46) 

 

 

 

 

Stage 0 Ia Ib II III 

 minor use pattern > major use pattern 

  incipient category > full-fledged category 

 

Table 2. Discourse-based vs. categorial structures in grammatical replication 

(Heine & Kuteva 2005: 75) 

 

 

A (Source)      B (Receptor) 

 

 

 

     (Analysis)      (Restructuring) 

 

 

 

X   (Transfer)   Y 

 

 
Figure 1. Translation diagram (Nida & Taber 2003 [1969]: 33) 



 

 

 

 

Source/model language    Target/replica language 

 

 

       replication [Mx > Ry > Rx] 

 

 

category Mx             analysis             transfer  

 

 

       restructuring [Mx : Rz] 

 

 
Figure 2. Diagram of contact-induced grammaticalization and translation 
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Source language influences – a possible reason for certain 
instances of monitoring of output and repairs in simultaneous 
interpreting 

 

1. Introduction 

The oral immediate translation of simultaneous interpreters leaves little room for extensive 

editing or revision. Yet, as Ivanova (1999:174), among others, has shown interpreters bear 

witness of regular monitoring of output. There are of course many reasons for monitoring 

(accuracy, emotion, timing and so forth) however, bearing in mind cross language influence 

in other situations as discussed by e.g. Jarvis and Pavlenko (2008:1-4) or  language contact as 

described by Thomason (2001:10-11) source language influences are likely to be one 

important reason for monitoring. 

Repairs are one indication of processing, cf. Schiffrin, 2006, and, just as for monitoring, 

repairs may be due to many different things. For simultaneous interpreters, one reason may be 

a first attempt to produce a sentence syntactically, for instance, too close to the source 

language and thereby incompatible to target language rules. Realizing the problem as the 

utterance is on its way, the interpreter may start again and thereby performing a repair. 

2. Background 

In my PhD project I investigate the process and the product of 13 interpreters on different 

levels of experience. In a cross sectional set of data I analyze the difference of process and 

product of nine interpreter on three different levels of experience (long experience, short 

experience and no experience) and in a longitudinal set of data I analyze four interpreter’s 

difference (development?) of process and product over time (15 years between first and 

second recordings).  

The process is analyzed using a method developed by Ivanova (1999) for categorization 

and analysis of processing problems, instances of monitoring and strategy use. Ivanova let her 

subjects (n=16) interpret the same speech (a recorded conference speech), after interpreting 

her subjects performed retrospection. Retrospection is a variety of introspection where 

subjects report after completion of a task on the processes used while performing that 

particular task. For a thorough description of introspection and retrospection see for instance 

Vik-Tuovinen, 2002 or Ivanova, 2000. Ivanova’s categorization of features occurring in 

retrospection was data driven and resulted in 9 categories of processing problems, 7 

categories of monitoring and 8 categories of strategy use. She concluded in her material that 

the experienced interpreters (n=8) experienced fewer processing problems and had more 

strategies at hand than the interpreting students (n=8). If my cross sectional material confirms 

Ivanova’s conclusions it means that I can use her method to determine whether there is any 

initial difference of the process by the interpreters in the longitudinal material and furthermore 

whether there is any individual difference over time. Do the interpreters in this material 

develop their skill over time so that they experience fewer processing problems and use more 

strategies? And lastly is there any observable difference between those interpreters today? 

 In my ongoing analysis of the cross sectional material I have noticed a few categories 

(difficulties with the simultaneity of the task and difficulties due to speed and difficulties in 

rendering a  SL chunk into TL)  where the results are not concurring with Ivanova. One of the 

possible reasons that I have identified to explain the differences is different target languages  
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which may mean different norms (both in terms of interpreting and in terms of language) and 

different influences of the source language on the two target languages.  

3. Aim 

The aim of this short paper is to briefly explore how English as a source language may 

influence the interpreting process. In order to do so I will look at particular instances of 

monitoring and repair in the retrospection and the interpretings in my cross sectional set of 

data.  

4. Material and Method 

4.1 The interpreters 

Nine subjects were recorded in the cross sectional study. There were three interpreters with 

training and very long experience (+25 years), three interpreters with training and short 

experience and finally three subjects with neither interpreting training nor interpreting 

experience. 

4.2 The source speech 

The speech used for interpreting was a ten-minute speech from the European Parliament. It 

was rerecorded with another speaker to avoid difficulties due to speed and dialect. The 

interpreters interpreted from an audio recording. 

4.3 Retrospection 

Retrospection was performed immediately after interpreting. The interpreters were given a 

transcribed copy of the speech with normalized punctuation. They were asked to go through 

the speech sentence by sentence while trying to remember and report on everything they had 

thought or felt while interpreting. The retrospection was recorded. 

4.4 Preparing the data 

Once the recordings were done the interpreting and the retrospection was transcribed in order 

to be analyzed. This means that for the analysis made for the present study there were nine 

ten-minute long interpretings and nine retrospections with a length of 20 to 45 minutes 

available. 

5. Examples from the material 

In this paper I only give a short list of examples from the transcribed material from the first, 

second and third interpreter. The first and second interpreters are experienced interpreters 

with more than 25 years of experience. The third interpreter has interpreting training and 2 

years of experience. 

5.1 Repairs 

First interpreter 

In example one the interpreter renders committee where in this case another Swedish word 

with no other English equivalent is usually used. The interpreter makes a pause before 

correcting his/herself to the appropriate Swedish word. 

Example 1: 
Interpreting:  debatten om kommitténs (0.5) ö:h utskottets betänkande 

Gloss:     this debate on the committee (0.5) ö:h committee report 

Original:      this debate on the Committee report  



Elisabet Tiselius 

Phd student 

Department of foreign languages, University of Bergen 

Centre for studies in Bilingualism, Stockholm University 

Institute for Interpreting and Translation Studies, Stockholm University 

In example two the interpreter starts off with the English what, but has to change when s/he 

realizes that s/he needs to use the pronoun that corresponds better to Swedish syntax. 

Example 2: 
Interpreting:  vad vilka tillsatser 

Gloss:   what which additives 

Original:   what additives 

 

In example three the interpreter, again chooses one word that seems to be appropriate but has 

to change when the context becomes clear. 

Example 3: 
Interpreting: för att som sponsring 

Gloss:   to to sponsor 

Original  to sponsor 

 

Second interpreter 

In example four and five there is a transfer of the English word very similar to Swedish one, 

but not exactly.  

Example 4: 
Interpreting: TB och lung- och levercancer  

Gloss:  TB and lung- and liver cancer 

Original:  TB and lung- and liver cancer (In Swedish TBC) 

 

Example 5: 
Interpreting: Lärobok 

Gloss:   Textbook 

Original:   Textbook example (in Swedish skolexempel) 

 

In example 6 and 7 the interpreter starts by using the English term in English (like some sort 

of unintended code-switch) but repairs and uses Swedish one. 

Example 6: 
Interpreting:  dobbel- dubbelmoral 

Original:   double standards 

 

Example 7: 
Interpreting:  col- färgfotografier 

Original:  colour photos 

5.2 Monitoring 

First interpreter  

In example 8 the first interpreter brings up the danger of being too close to English (both 

syntactically but also in terms of interpreting lag i.e. the time between perception and 

production) 

Example 8: 
Monitoring: Ja, just det, för att annars är faran med engelska, är ju att du ligger 

så nära, för att du kan ligga så nära 

Gloss: Yes, right, because otherwise the danger with English, is that you are so 

close, because you can be so close 

 

The comment in example 9 is interesting from the point of view that it seems as if the 

interpreter would like to avoid cross linguistic interference. S/he is omitting something that 

does not sound Swedish. 

Example 9: 
Monitoring: Här tog jag nog bort att Commission was happy to accept för det tycker 

jag är så larvigt sätt att uttrycka sig på. Det tycker jag är så osvenskt. 

Gloss: Here I think I omitted that Comission was happy to accept because I think it 

is such a ridiculous way of expressing yourself. I think it’s so un-Swedish. 
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Finally in example ten, a terminology discussion comes up, the interpreter 

knows there is another “correct” term but s/he cannot come up with it. 

Example 10: 
Monitoring: Sen vet jag inte om jag fick det här textbook example, jag tror inte 

jag fick fram det lika tydligt. Jag tror jag sa bara bra exempel och det är ett 

skolexempel egentligen, skulle jag säga, och det visste jag med mig själv att här 

fattas det någonting nu, men det bara kom inte. 

Gloss: Then I don’t know if I got this textbook example, I think I didn’t get it 

through as clearly. I think I just said good example and really it is a 

skolexempel, I would say, and I knew, myself, that something is missing here now, 

but it just didn’t come. 

 

Second interpreter 

The second interpreter makes a comment of the same nature as the first interpreter in example 

9. S/he omitts something that does not sound Swedish. 

Example 11: 
Monitoring: Valuable legislation, tycker jag är ett löjligt uttryck. (skratt) men 

det tror jag inte att jag tog med, jag tog inte nåt adjektiv, eller kanske jag sa 

viktig. 

Gloss: Valuable legislation, I think it’s a ridiculous expression (laugh) but I 

don’t think I included it, I didn’t take an adjective, or maybe I said important. 

 

This example is in line with example 10, a terminology discussion where the interpreter is 

aware of “something else” that s/he cannot come up with.  

Example 12: 
Monitoring: Och så, de här takvärdena, jag vet inte om jag borde använt gränsvärden 

eller tröskelvärden istället. Det var inte någon särkilt lyckad formulering jag kom 

med. 

Gloss: And so, these ceilings, I don’t know if I should have used gränsvärden or 

trösklevärden instead. It wasn’t a very successful formulation I came up with. 

 

Third interpreter 

Example 13 echoes example 8 from the first interpreter. The interpreter comments on the 

dangers of being too close to the English original. 

Example 13: 
Monitoring: Jag kände att jag låg för nära engelskan. Jag började för tidigt kände 

jag (SKRATT) så att det låg verkligen nära. Och jag trasslade till det därför. 

Gloss: I felt that I was too close to the English. I felt that I started too early 

(LAUGH) so it was really close. And I got entagled because of that. 

 

Both example 14 and 15 are terminology discussions. Just as example 10 and 12.  

Example 14: 
Monitoring: Okej. Textbook example var också svårt att komma på att det inte heter 

så på svenska. Lärobok... det är ju inte det. 

Gloss: Okay. Textbook example was also difficult to come up with that it is not 

called that in Swedish. Textbook… well it is not that. 

 

Example 15: 
Monitoring: Och jag sade tak, direkt då för ceiling. Jag kunde inte... nivåer eller 

någonting.  

Gloss: And I said tak, direct then for ceiling. I didn’t know… levels or something. 
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6. Conclusion 

Although these are only a few examples from the whole material this seem to indicate three 

different categories of source language influences that the interpreters both report of and show 

evidence in their production of; 1) Syntactic structure, 2) Terminology, 3) Code Switching. A 

fourth and interesting category would be the one where the interpreter reacts on the fact that 

the sentence does not sound Swedish and use a strategy to solve that. 

My PhD project deals with simultaneous interpreters experience and possible expertise. It 

would be interesting to pursue this very brief investigation in order to see whether there is any 

difference in the occurrence of repairs and the use of monitoring due to source language 

influences between less and more experienced interpreters. 
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Translating the Other –  

Lapland in French travel literature and Finnish translations 

 

Introduction 

 

My PhD research project is a case study of three historical French travel accounts of Lapland and 

their modern Finnish translations. The aim of the study is to examine the representations of the 

Finns and the Saamis in these travel depictions and their translations, by analyzing the discourses, 

identities and ideologies that are being construed in these texts, with the methods of critical 

discourse and text analysis.  

 

Travel literature, which evolved in the course of the 16th and 17th centuries into a quantitatively 

and qualitatively significant form of literature, had a great influence on the development of 

scientific discourse and the spread of new information. As a research subject, however, travel 

literature has only rather recently gained more prominence. Joan-Pau Rubiés defines in his article 

(2007, 6) travel literature as “the genre of genres”:   

The category of ’travel literature’ […] can be defined as that varied body of writing which, whether its 

principal purpose is practical or fictional, takes travel as an essential condition for its production. […] 

Travel literature is therefore best described as a ‘genre of genres’, since a variety of kinds of literature 

defined by a variety of purposes and conventions share travel as their essential condition of production. 

 

The French travel depictions typically contain exoticism and exaggerations, errors and 

misunderstandings, authentic and less authentic experiences: the built- in point of view is that of the 

Other. What happens when these texts are (back)translated into Finnish language and culture? What 

kind of translation strategies does the translator use and to what effect? Do the representations 

change and, if so, how and why? 

 

Research data  

 

The research material consists of three French travel accounts, the first one being from the 17th and 

the last one from the 19th century, and of their 20th-century Finnish translations: Voyage de 

Laponie, a description of a journey made in 1681 by Jean-François Regnard (published 
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posthumously in 1731 and translated into Finnish as Retki Lappiin, 1982), Journal d'un voyage au 

Nord en 1736 & 1737 by abbé Réginald Outhier (published in 1744, translation Matka Pohjan 

perille, 1975) and Relation du voyage by Xavier Marmier, depicting a journey through Lapland in 

1838 (published in 1843 and translated as Pohjoinen maa, 1999). 

 

The criteria for choosing these travel accounts were both temporal and geographical. I have taken 

into analysis only one travel account from each century, even though there are other French travel 

accounts from that era that have been translated into Finnish. However, each of these travel 

accounts describes the same Northern area, the valley of River Tornio in Finnish Lapland. The 

translations also have the same translator, Marja Itkonen-Kaila, who is a well-known Finnish 

translator with over 70 translations and a specialization in historical texts. She has also translated 

other French and Russian travel accounts of Finland. 

 

The research material consists of passages describing the Finns and the Saami collected from the 

texts (all together about 40 000 words) and of a translator interview, recorded in 2008. The target 

texts also include plenty of paratext, such as translator’s forewords, footnotes and explanations, 

which I have taken into account in the analysis.  

 

Theoretical framework and research methods  

 

The theoretical framework of my PhD project is that of Hallidayan systemic functional linguistics 

and critical discourse analysis (f. ex. Halliday–Matthiessen 2004). The analysis can be divided into 

two parts: a) analysing the discourses and representations of the source texts, and b) comparing the 

results with an analysis of the target texts. 

 

I am using Martin’s (1997) model of genre as a starting point for register and discourse analysis in 

which I analyze the ideational, interpersonal and textual metafunctions of the source and target texts 

in order to contextualise the texts and give a description of their general features and of the 

discourses construed. A more detailed and systematic comparison between the source and target 

texts is effected on the ideational level, where I analyse the roles and process types used in the 

depictions of the Finns and the Saami.  

 

Some early results  

 

The three travel depictions each form different discourses of Otherness, representing the Finns and 

the Saami as wild Others, through pity and sympathy and as romanticized Others. The translations 
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add to these a discourse of the translator, who acting as a researcher and mediator of facts and 

information, re-contextualises the texts (and the discourses construed in them). 

 

The travel depictions are characterized by a high percentage of material processes (around 50 % in 

each source text), describing concrete actions, as well as by a relatively high amount of relational 

processes (20–27 %), classifying and identifying entities, and mental processes (7–14 %). In 

general, the French travellers seem to typically take the roles of an ACTOR or CAUSER in a 

material process; they are also often BENEFICIARIES whom the material actions of the Finns or 

the Saami benefit. In the mental processes, the travellers are represented as SENSERS, who 

observe, watch, think and know and thus take the role of an expert. In verbal processes, the French 

are SAYERS, who ask, comment and tell. 

 

The Finns are mostly ACTORS in material processes, CARRIERS and POSSESSORS in the 

relational processes and also often SAYERS in verbal processes. The Saami, on the other hand, also 

take on the role of ACTOR in material processes, but they are also often PATIENTS. In mental 

processes, they are represented as negative SENSERS, who don’t know or are wrong in their 

thinking. The attributive relational processes are also typical in the description of the Saami, and the 

existential processes, too, to some extent. The following is an example from Regnard’s travel 

depiction: the French traveller takes here the role of an observing SENSER who by mental and 

relational clauses classifies and evaluates the Saami, whose physiology and actions are under 

scrutiny. 

Ce furent les premiers Lapons (Relational: Attribute) que nous vîmes (Mental: Senser), & dont la vûe 

nous réjoüit tout-à-fait (Mental: Senser). Ils venoient troquer de poisson pour du tabac. (Material: 

Actor) Nous les considérâmes depuis la tête jusqu’aux pieds; (Mental: Senser) ces hommes sont faits 

tout autrement que les autres. (Material: Patient) La hauteur des plus grands n’excéde pas trois coudées; 

(Material: Patient) & je ne vois pas de figure plus propre à faire rire. (Mental: Senser) Ils ont la tête 

grosse, le visage large & plat, le nez écrasé, les yeux petits, la bouche large, une barbe épaisse 

(Relational: Possessor) qui leur pend sur l’estomac. (Material: Location) (R90FR) 

 

Nämä olivat ensimmäiset näkemämme lappalaiset (Relational: Attribute), ja heidän ulkonäkönsä huvitti 

meitä suuresti (Mental: Senser). He olivat tulleet vaihtamaan kalaa tupakkaan. (Material: Actor) 

Tarkastelimme heitä kiireestä kantapäähän (Mental: Senser/Sensed) ja totesimme, (Mental: Senser) että 

nämä ihmiset on tehty toisella lailla kuin muut. (Material: Patient) Kookkaimmatkaan heistä eivät ole 

kolmea kyynärää pitempiä, (Relational: Carrier/Attribute) enkä ole hullunkurisempia olentoja nähnyt. 

(Mental: Senser/Sensed) Heillä oli iso pää, leveät ja litteät kasvot, litistynyt nenä, pienet silmät, leveä 

suu ja vatsalle asti roikkuva tuuhea parta. (Relational: Possessor) (R34FI) 

 
[“These were the first Lapps that we saw and the sight of them quite amused us. They came to trade fish 

for tobacco. We considered them from the head to the toes; these people are made differently from the 

others. The height of the tallest ones doesn’t exceed three ell; & I don’t see a figure more laughable. They 

have a big head, a wide and flat face, a flattened nose, small eyes, a wide mouth, a thick beard which 

hangs on the stomach.“ ] 
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The analysis, however, shows a marked difference between the source texts and the translations in 

the division of different process types and roles attributed to the Finns and the Saami: the amount of 

relational processes is significantly lower in the translations than in the source texts. The reason for 

this may be found in different lexical-syntactic structures of the two languages, such as ways of 

expressing focus or possession: 

! Relational > elision: 

• C’est là que la famille couche pendant tout l’Hiver (O107FR) 

 [“It is there that the family sleeps all of winter”] 

• Täällä perhe nukkuu talven aikana (O100FI) 

 [“Here the family sleeps during the winter”] 

 

! Relational into mental: 

• Il a pour le sol qui lui appartient une sorte d’affection enfantine (M12bFR) 

 [“He has for the land that he owns a sort of childlike affection”] 

• Hän tuntee omistamaansa maata kohtaan eräänlaista lapsenomaista kiintymystä (M55FI) 

 [“He feels for the land that he owns a sort childlike affection”] 

 

However, there is also a number of cases where the translator has opted for a less direct translation 

and where this choice then seems to have been motivated by a different factor than linguistic 

structure (possibly an ideology, a translation universal?). These cases necessitate further analysis.  

! Relational into material: 

• Il a été quatre ans maître d’école à Kautokeino, dix ans länsmand dans un district. (M347aFR) 

 [“He has been four years a school teacher in Kautokeino, ten years a rural police chief  

 in a district”] 

• Hän on toiminut neljä vuotta Koutokeinon koulun opettajana ja kymmenen vuotta erään 

piirin nimismiehenä. (M26FI) 

 [“He has worked for four years as the teacher in the school of Koutokeino and 10  

 years as the rural police chief of a certain district]  

 

! Relational into existential: 

• Sans d’autres endroits sur ces petites Rivieres, ils ont de très-petits Moulins à moudre les 

grains (O78FR) 

 [“Without other places on these little rivers, they have very small mills to grind the  

 grain”] 

• Useissa paikoin näiden pikkujokien varsilla on myös pieniä myllyjä (O76FI) 

 [“In several places along these little rivers there are small mills”] 

 

In addition to the differences in the division of process types, the translations seem create more 

variation in the roles attributed to the Finns and the Saamis, which is reflected on both functional 

and semantic level. In her interview, the translator described her translation strategy to be “to 

translate as faithfully as possible and as freely as necessary”. While on a large scale this seems to 

apply, the above examples provide food for thought as to the “faithful” translation and the role of 

the translator in representing the Other. 
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Productive vocabulary acquisition: Complementing EFL vocabulary usage patterns 

with word association data 

Svetlana Vetchinnikova 

“When I use a word,” Humpty Dumpty said, in a rather scornful tone, “it 

means just what I chose it to mean – neither more nor less”.  

Lewis Carroll 

 

Introduction 

Productive vocabulary acquisition is the topic of my PhD study. In this paper I attempt to 

interpret vocabulary usage patterns of an EFL writer complemented by her word association 

task responses in the light of the idiom principle and lexical priming theory. Analysis of the 

data seems to suggest that lexical priming theory holds for an EFL speaker, and that the 

idiom principle is available to her. 

Theoretical background 

Idiom principle 

The idiom principle (Sinclair, 1991) works if lexical items are co-selected to form a unit of 

meaning which can be described by 5 categories: core, collocation, colligation, semantic 

preference and semantic prosody, with only two of them, core and semantic prosody, being 

obligatory. The core is the organizing power of the unit of meaning and the semantic prosody 

is its “discourse function” (Hunston, 2007: 266) or “the reason why it is chosen” (Sinclair, 

2004: 144). Colligations are “the grammatical patterns a word appears in and the grammatical 

functions it serves, including the grammatical categories it realizes” (Hoey, 2007: 7). 

“Semantic preference is the restriction of regular co-occurrence to items which share a 

semantic feature, for example that they are all about, say, sport or suffering” (Sinclair, 2004: 

142) or in other words “ the meanings with which the word is associated” (Hoey, 2007: 7). 

Lexical priming 

However, this is a human-being who operates on the idiom principle not the language itself; 

therefore, there should be a psychological explanation of the phenomenon, and it is 

conveniently provided by Hoey’s lexical priming theory which states that we tend to 

reproduce recurrent combinations of lexical items (or syllables), and that each individual is 

primed differently (to a limit of course) on the basis of his/her experience with the language. 
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In other words our lexical primings lead us to forming particular associations with the core of 

the unit of meaning: collocational, colligational, semantic, and pragmatic (Hoey) or that of 

semantic prosody (Sinclair). 

Methodology 

Concordances 

In order to observe the usage of particular words and track patterns associated with them, we 

will look at the concordances retrieved from one student’s 8 writing samples collected during 

the period of roughly 9 months: 2 one-page compositions and 6 consecutive drafts, which 

assemble into a Master’s thesis. Each concordance in the examples presented in the data 

analysis section is marked with the number and date of its submission. 

Word associations 

The sets of concordances are supplemented with word association responses of the same 

student. The word association task (WAT) has been administered several times in pursuit of 

the opportunity to check a significant amount of words on the one hand, and on the other 

hand present some of the words more than once to observe any possible changes in 

associations and association patterns. Furthermore, it is taken into account that associations as 

well as usage patterns are formed with words not lemmas (e.g. Hoey, 2005; Hunston and 

Francis, 1999) or word families; therefore, cue words in WATs are in the same forms as they 

are used in the student’s writing samples, and often more than just one word form is checked. 

By combining the two types of data the student’s “word profiles” are compiled. Some 

of the word association responses and lexical choices made in writing are commented by the 

student during the interviews which are recorded.  

Data analysis 

Below are a number of observations that can be made about EFL writer’s association and 

usage patterns on the basis of some examples of “word profiles”: 

1. Word associations and usage patterns are interrelated 

The first question that needs to be raised is whether there is a direct relationship between 

word associations and vocabulary usage. Theoretically, the generally acknowledged 

assumption is that WATs can throw light on the organization of the mental lexicon, which is 
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very hard to prove in practice. However, it seems that the data suggests at least the existence 

of the interrelationship between word associations and vocabulary usage.  

For example, the student is presented with the cue word comply and responds with 

agree, which is a paradigmatic response and points out to her understanding of its meaning. 

This meaning is realized in her usage as displayed by the concordances (all concordances 

retrieved are presented): 

each word entry topic makes sure that all entries comply with the same structure, and all information that      5_140909.txt 

he built-in entry generators, all the new entries comply with the same format as the old ones and the data 5_140909.txt 

 

The realization of word associations in usage is revealed in case of syntagmatic responses as 

well. In the following examples the cue word and the response word collocate in usage: 

core (cue word) – vocabulary (response word) 

lausible is the fact that the words come from the core vocabulary of Sumerian and range over the whole o 1_170309.txt 

for cognates from the basic vocabulary. Using the core vocabulary of a language for the purpose of lingu 2_140509.txt 

dating. Swadesh assumed that every language has a core vocabulary that is more resistant to borrowing th 2_140509.txt 

 into the system, access is given only to the few core members or the project. When most of Parpolas's d 5_140909.txt 

 

undergo - change 

chments which are uploaded via browser and also undergo version control in that previous versions can be      5_140909.txt 

metimes so strong that it keeps the word from undergoing otherwise regular sound changes. Onomatopoetic    3_250609.txt 

at it is more likely for one  language to have undergone a change than for many languages to have changed     2_140509.txt 

by separate sound changes that the words have undergone independent from each other. The probability for    3_250609.txt 

ed from each other a long time ago, they have undergone many changes and the cognates might look very dif  2_140509.txt 

 have retained p and only Hungarian would have undergone the change p  > f.   The next guideline to help d    2_140509.txt 

 (*p), because only Hungarian would have undergone the change *p > f while Finnish and Udmurt would        2_140509.txt 

 

Interestingly, the associations with members of the same word family are different and the 

difference is reflected in usage: 

attached - to 

ndividual cognates, and due to the forms that are attached to each entry, information can be retrieved autom 5_140909.txt 

their Finnic cognates. The topic template that is attached to each newly created match entry defines default 5_140909.txt 

attachments – upload 

applications. Additionally topics can contain attachments which are uploaded via browser and also underg     5_140909.txt 

 

Further, there seems to be a connection between word associations and categories of co-

selection of higher abstraction (than e.g. collocation as in the previous examples). For 

example, the response for overview is general, and it may be said that overview occurs in her 

writing with the “textual semantic association” (Hoey, 2005: 13) with ‘introduction’ and 

‘giving a general account’: 

features of the Sumerian language along with an overview of its history. This makes the special problems o 4_100809.txt 

principles of the two-level model and present an overview of the of the rule compiler, and, for the lacking 6_300909.txt 
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mplementation. In the following I will provide an overview on the relationship of computational and historic 4_100809.txt 

 

Likewise, while association pairs are required – must, requirement – must have, requires – 

need, the concordances suggest that instances of usage are indeed united by the semantic 

prosody of ‘necessity’: 

Economy least favors option [3](p h) which would require all three languages to have changed,(p h >  p in  2_140509.txt 

s of the field. While the first three columns are required, the Tooltip message is optional and used for dis 5_140909.txt 

iginal proto-word. Catching such correspondences requires a careful and systematic comparative study so th 1_170309.txt 

 remove suffixes before the alignment, since it requires analyzing each word separately and therefore would c_110209.txt 

eline, Economy, favors the reconstruction which requires fewest independent  changes. Hence,it would also  2_140509.txt 

he operator <= accepts Y as i in all contexts but requires Y to always be realized as i in front of an epent 6_300909.txt 

 

2. Synonyms are not interchangeable in actual usage patterns 

But let us return to paradigmatic responses. Some of them seem to be made on the basis of 

their synonymous relationship, like comply – agree. According to the lexical priming theory, 

synonyms should differ with respect to the patterns they form.
1
 We have already looked at the 

usage of comply, what about agree? 

 key aspects that most modern Sumerologists can agree on. The list is adopted from one of the        4_100809.txt 

of prevailing theories that have first generally agreed on, but that have later been proven faulty.      1_170309.txt 

ythian'' or ``Turanian'' (Ural-Altaic). This was agreed upon by most Assyrologists for a long time.  1_170309.txt 

symbols is not always straightforwardly agreed upon. Also, the reconstruction of for example         5_140909.txt 

 

The two words comply and agree consistently appear in different grammatical patterns or 

colligations: comply colligates with with, and agree colligates with on/upon. So, “on semantic 

grounds they are interchangeable, but on collocational grounds they are not”, which 

characterizes them as tending towards idiomaticity (Sinclair, 2004: 29).  

A similar case, where synonyms enter into different colligations, is observed with the 

association pairs significant – important, essential – important: while significant and 

essential act as attributive adjectives: 

to be valid after closer inspection, but after a significant amount of checking has been done, it is plausible          1_170309.txt 

ms can be seen as a regular relation. It makes no significant difference on the theoretical side, but influence     4_100809.txt 

omparative method, it is important to clarify the essential terms and definitions used in the field. The foll           2_140509.txt 

onstraints that work simultaneously.  This is one essential way in which the two-level model differs from oth    6_300909.txt 

 

 important is almost always predicative, moreover, more that half of the instances reflect the 

pattern it v-link ADJ to-inf (Collins COBUILD grammar patterns, 1998: 497): 

sound and justified. However, even quantity is important. If the number of comparable elements is very low 1_170309.txt 

ample of the use of the comparative method, it is important to clarify the essential terms and definitions us 2_140509.txt 

                                                
1
 Co-hyponyms and synonyms differ with respect to their collocations, semantic associations, and colligations. 

(Hoey, 2005: 13). 
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ghter languages by thousands of years, so it is important to consider what types of words can most likely be 2_140509.txt 

atterns (Campbell, 2004, p. 143). Therefore it is important to check the plausibility of the reconstructed so 3_250609.txt 

s not due to a common ancestor language.    It is important to consider all evidence available when construct 3_250609.txt 

attested link between two cognates added. This is important because this way it is possible to survey the ent 5_140909.txt 

s in the database can be disputed, so it is first important to carefully present all the evidence for a given 5_140909.txt 

n edit view.   The form contains a field for each important piece of information that is related to an entry. 5_140909.txt 

or it to be evolving and open to editing. This is important especially in fields like historical linguistics, 5_140909.txt 

 

Likewise, two words are associated with following: successively – following and cascaded – 

following, but the usage of following itself seems to be restricted to the pattern [in] the 

following [I will] having the metatextual function of ‘anticipation’: 

ch are usually cascaded, so that information is successively passed on from rule to rule. The constraints desc 6_300909.txt 

the relation is portrayed as a composition of cascaded replace operations or an intersection of parallel 4_100809.txt 
other phonological grammars which are usually cascaded, so that information is successively passed on fr 6_300909.txt 

 possible because the content is well categorized following  from the use of forms in all topics.   TWiki pro 5_140909.txt 

tial terms and definitions used in the field. The following list is adopted from (Campbell,2004,p. 125-126).  2_140509.txt 

el rules which I use in the implementation. The following sections are by no means exhaustive accounts on t 6_300909.txt 

  subgroups: Finno-Permic and Ugric. In the following example, Campbell uses cognates from  three subg 2_140509.txt 

roves the accuracy of the implementation. In the following I will provide an overview on the relationship of 4_100809.txt 

s much as it does the implementation. In the following I will summarize some key studies where knowledge 4_100809.txt 

innic, Indo-European, Germanic and Altaic. In the following I will explain the structure of the entries with  5_140909.txt 

ncode such morphological alternations, and in the following I will concentrate on describing the first practi 6_300909.txt 

 

3. Lexical items are co-selected and form units of meaning 

If we look back at all the examples presented above and summarize them, we can say that the 

EFL student co-selects lexical items which form units of meaning on the basis of the 

categories of co-selection: collocation (undergo + change, core + vocabulary), colligation 

(comply + with, agree + on/upon, it is important to), textual semantic association (overview 

with ‘general’ and ‘introduction’), semantic prosody (require with the prosody of ‘necessity’, 

following with the metatextual function of ‘anticipation’, if we agree with Hunston that 

semantic prosody is the discourse function of a unit of meaning).  

 

Conclusion 

In sum, it seems that: first, WAT may indeed be useful in looking for patterns of EFL 

vocabulary usage and, possibly, acquisition and, second, idiom principle is available to EFL 

writers, although the associations underlying it may be different from average or NS ones, 

which sounds in line with the lexical priming theory. According to it, “words are never 

primed per se; they are only primed for someone” (Hoey, 2005: 15), and consequently EFL 

speakers are primed differently from, for instance, NSs whose primings are reflected in 

general corpora and dictionaries since they learn English in different settings.  
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 In relation to the phenomenon of transfer it may be possible to further speculate that in 

the light of the lexical priming theory and the presented data, this phenomenon seems to be 

rooted in the mode of acquisition, that is EFL learning and teaching which rely on L1 

background and enhance associations being formed with L1 lexical items.  
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The English progressive in learner narratives 

Stephanie Hazel Wold 

 

Data and method 

This project is an analysis of the use of the progressive aspect in learner texts. The English 

progressive – BE + V-ing – is notoriously difficult to acquire for L2 learners, not least 

because it is hard to pinpoint exactly what is “right” and “wrong” usage. As for instance Croft  

(2002) very well demonstrates, just about any verb can be used in the progressive as well as 

the simple past/present, and will thus convey different perspectives on a given situation. 

 The data used are from a learner corpus of written texts based on the well-known “frog 

stories” first presented in Berman and Slobin (1987). This is a method where informants are 

instructed to write a story based on a series of pictures depicting a little boy who, together 

with his dog, search for his pet frog that has escaped during the night. During their search, a 

number of troublesome situations arise, before they finally reunite with the frog.  

The corpus consists of texts from Norwegian learners from two different age groups – 

10-11 and 15-16 – and thus provides for a quasilongitudinal study. For the sake of 

comparison, native-speaker texts (American) have been collected from the same age groups. 

Care has been taken to ensure that the native speakers are all monolingual and the foreign 

language learners have no or limited knowledge of other languages than English and 

Norwegian. This is to ensure that any evidence of transfer is indeed from L1 Norwegian to L2 

English, without the complicating factor of bi- or trilingual competence. As Jarvis and 

Pavlenko (2008:12) point out, three different types of transfer may be identified: forward (L1 

to L2), reverse (L2 to L1) and lateral (L2 to L3) transfer. This project will only be dealing 

with the possibility of forward transfer, which is why this measure has been taken to rule out 

the latter two types. 

 The informants wrote their texts using a web site specifically designed for this 

purpose, which included a set of instructions, all the pictures from the book Frog, where are 

you? (Mayer 1969), a small questionnaire to provide a bare minimum of background 

information1, and a text box for writing a story based on the pictures. A total of 273 texts were 

collected, but 114 of them were discarded for various reasons, leaving 159 texts (around 40 in 

each group) for analysis. The following reasons were used for discarding texts: 
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• Informants had good knowledge of languages other than Norwegian and English, or 

had lived in an English-speaking country or international environment with English as 

lingua franca. 

• The texts were incomprehensible due to very poor command of English. 

• Not enough time had been allotted to complete the tasks, and the students were 

therefore pressed for time and the texts largely incomplete. 

• In the case of the oldest native-speaker group, there were more texts than needed, and 

as the primary focus is not on this group, texts were randomly selected among those 

that were not already discarded for the above reasons. 

 

 

The progressive 

The progressive aspect is expressed morphologically in English, while Norwegian verbs are 

only marked for tense. While it is possible in Norwegian to express something similar to the 

progressive, this must be done by means of lexical words. English verbs thus represent a 

challenge to Norwegian L2 learners in that they must learn to distinguish between two 

different forms in addition to tense and choose between them every time a verb is used. Such 

a difference in what is expressed grammatically is what Slobin (1996) calls thinking for 

speaking, a modernized and perhaps more moderate version of Whorf’s (1956) (in)famous 

principle of linguistic relativity: Languages differ in what is conventionalized, that is, which 

concepts are obligatory to convey and that speakers therefore must pay attention to when they 

choose the words needed to relate an event. In English it is always necessary to consider the 

relative duration of an event2, in Norwegian it is usually not. 

 Learners of English who do not have the progressive aspect or something equivalent in 

their native language, tend to overuse this feature, especially in the earliest stages of learning. 

One explanation for this may be that the progressive is a very salient feature of English and 

learners are drawn to it. Many will tell you that they like to use it because it makes the text 

look more English. Overuse is also reported in translated texts as compared to original works 

(see e.g. Halverson 2003). 
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Aims and analysis 

The purpose of this project is to study the use of the English progressive at the initial stages of 

learning and then at a later stage to take a closer look at the development of this usage. 

Norwegian children formally start learning English in their first year of school, at age six, and 

English is very much present in the Norwegian society, not least through the extensive use of 

English-language television programs. As elsewhere, it is also a high-status language and thus 

one that many are eager to learn. Yet for the first four years, the bulk of the teaching takes the 

form of oral interaction and playful exploration of the language. It is not until the fifth year 

that writing is introduced and the rudimentaries of the progressive are taught toward the end 

of the year. My informants, who wrote their texts at the beginning of the sixth year, have 

therefore only recently been made explicitly aware of the structure and its usage, but must be 

assumed to have amply exposed to it throughout their schooling. At the next stage, age 15-16, 

they will have had much more experience with written English and improved their overall 

language skills. The question is how this is reflected in the use of the progressive, not only in 

mere quantity, but also as to the distribution of the form.  

 These two L2 groups will be compared to each other, but also to the same-age native 

speaker groups. Presumably, there will be a much greater development with age in the L2 

groups, but it is my belief that it is fruitful to compare each of the L2 groups to native 

speakers that are at the same stage in their intellectual and emotional development, as this 

may have consequences for their writing style, which in turn may influence the use of the 

progressive. Granger (1999) stresses the importance of looking beyond the sentence level 

when dealing with the choice of verb forms, and it may be useful to consider the learners’ 

grasp of the narrative genre and not just each token of the progressive. Strömqvist et al. 

(2004) offer valuable insight on this matter. 

 A preliminary analysis shows that the L2 learners do indeed overuse the progressive as 

compared to the native speakers. Not only that, there is also great differences as to which 

verbs are used in the progressive. Another very noticeable difference that the native speakers 

use the present participle in other capacities just as much as in the progressive, whereas the L2 

group has a very high preference for the progressive. I have not yet looked at the use of 

adverbials, but I should think this would be relevant to consider in this connection. Any 

opinions regarding these matters will be greatly appreciated. 
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