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RESUMEN

Los movimientos migratorios siempre han posibilitado el contacto y el acercamiento de culturas y lenguas
en principio lejanas y desconectadas. Aparentemente, las historias de dos paises como Argentina y
Eslovenia poco tienen que ver y, sin embargo, existe un fuerte vinculo entre ellas desde que, a finales
del siglo XIX, tuviera lugar una primera migracion de campesinos eslovenos hacia el otro lado del
Atlantico. En las ultimas décadas ha ocurrido el fendmeno inverso: los descendientes de aquellos
emigrantes vuelven a sus origenes y traen consigo un bagaje cultural y linglistico heredado, en el que
la lengua espafiola funciona como nexo dentro de esta particular comunidad.

Este trabajo pretende analizar las creencias y actitudes respecto al espafiol como lengua heredada de
un grupo de cinco hispanoeslovenos. El objetivo es tratar de establecer conclusiones acerca de sus
intenciones respecto a la transmision del espafiol a la siguiente generacion, lo que podria suponer la
futura existencia de un nicho de investigacion en este campo.

Palabras clave: lengua de herencia, hispanoeslovenos, creencias, identidad

ABSTRACT

Migratory movements have always made possible the contact and rapprochement of cultures and
languages that were initially distant and disconnected. It seems that two countries such Argentina and
Slovenia have little in common, and yet there is a strong link between them. Namely, at the end of the
19th century, the first Slovenian countrymen migrated to Argentina. In recent decades, the reverse
phenomenon has occurred: the descendants of those emigrants have been returning to their origins and
have brought with them an inherited cultural and linguistic background, in which the Spanish language
functions as a link in this particular community.

The aim of this paper is to analyse the beliefs and attitudes of a group of five Hispano-Slovenians towards
Spanish as an inherited language. The objective is to establish conclusions on their intentions regarding
the transmission of the Spanish language. Possibly leading to a future existence of a research field in
this area.

Keywords: heritage language, Hispano-Slovenians, beliefs, identity

68


https://creativecommons.org/licenses/by-nd/4.0/deed.es_ES











































estudiante. Este autor parte del contexto estadounidense, un pais que acoge una
significativa mezcla de culturas, en el que confluye un nimero mucho mas elevado de
estudiantes y, por ende, de variedades de espafiol, como ya sefialé Martinez Mira (2009).

Para los demas entrevistados, utilizar otra variedad distinta a la suya parece mas una
cuestion de comodidad a la hora de comunicarse y entenderse con los interlocutores que un
problema de estigmatizacion.

El segundo objetivo trataba de discernir si la lengua heredada favorecioé el aprendizaje
de otras lenguas o resultd beneficioso a nivel laboral.

En primer lugar, se aprecia una clara diferencia entre los informantes que han dirigido
sus carreras hacia el espafiol una vez emigrados a Eslovenia y los que se han dedicado a
otras profesiones. Dos de las entrevistadas que han seguido estudios universitarios
hispanicos comentan que el hecho de ser hispanohablante contribuyo a elegir estudiar otras
lenguas parecidas al espafiol. Por otro lado, ocurre también que deciden aprovechar su
lengua de herencia para profundizar en ella e, incluso, dedicarse profesionalmente a su
enseflanza. Esta afirmacidon enlaza con la idea de Valdés (1995) segun la que, a menudo,
los hablantes de espafiol como lengua de herencia que siguen estudios superiores de espafiol
0 que acuden a clases de espafiol buscan ampliar su bilingliismo y mejorar su competencia
en la lengua heredada.

En lo que se refiere a la posibilidad de que el espafiol haya podido suponer una ventaja
en el ambito laboral, en general los entrevistados coinciden en estimar que no. Si aclaran,
no obstante, el valor afadido que representa hablar varias lenguas. Solo uno de ellos
considera que el espafol si le ayudd en el terreno laboral, proporcionandole la oportunidad
de ampliar su proyeccién artistica.

El Ultimo de los objetivos atiende a la cultura, identidad y proyecciones de los sujetos
para descubrir el grado de conexién con la cultura hibrida heredada.

En cuanto a la vinculacion actual con la cultura hispana, todos los entrevistados afirman
tener nexos de unidén con esta, pero mas bien a través de iniciativas personales que de
forma colectiva. Si bien todos se consideran en contacto de una u otra forma con las
costumbres, el idioma, las personas etc., las actividades comunes se reducen practicamente
a relaciones personales dentro del propio circulo de amigos. También es comun la intencién
de transmitir el espafol a los nuevos integrantes de la familia ya nacidos en Eslovenia. Esta
pretensidon remite a la idea expresada por Azevedo (2019), segun la cual la familia es la
clave de la transferencia cultural y linguistica, puesto que los recién llegados no viven en el
entorno de la lengua heredada. La actitud de los familiares que son conscientes de su papel
transmisor resulta pues fundamental.

Por ultimo, se observa variedad de pareceres en lo que respecta a la identificacion con
una u otra cultura. Tres de los entrevistados afirman sentirse un poco de ambos lados. Solo
el informante que mas tiempo ha vivido en Argentina se desmarca de la opinidon mayoritaria
y comenta que se siente mas afin a su nueva cultura. Esta reflexion encaja con la nocién de
Azevedo (2019), quien afirma que las actitudes de los hablantes hacia lo heredado no
dependen solo del propio individuo, sino también de las de otros actores de la sociedad vy
de la misma sociedad en su conjunto.

La diversidad de opiniones en este sentido revela, por un lado, la identidad "hibrida y
compleja" (Azevedo 2019: 155) que muestran Barbara, Alenka y Matias. Por otro lado, en
los sentimientos contrapuestos manifestados por Juan y Tomas encontramos la subjetividad
de la que habla también Azevedo (2019) cuando se refiere a que la cultura y la lengua
heredadas pueden despertar emociones antagdnicas dependiendo de |la experiencia de cada
sujeto. No debemos olvidar que hablamos de vivencias personales y, por tanto, subjetivas.



7. CONCLUSIONES

Se trata a continuacién de responder a los interrogantes planteados al principio de este
trabajo. En las indagaciones sobre las creencias linglisticas y culturales de este grupo de
hablantes de herencia de espafiol, se ha prestado especial atencién al caracter hibrido de
su cultura para comprender sus ideas acerca de su proyeccidén identitaria y de sus
intenciones de cara a la transmisién de la lengua espafiola.

Las posibles controversias hacia su espanol una vez instalados en Eslovenia se reducen
a una mera cuestion de constatacién personal de las diferencias de acento y Iéxico. Si bien
no se advierten rasgos de percepcion de su espanol como poco prestigioso o inferior en
términos de desviacion —como ha sucedido con otros hablantes de herencia (Potowski
2005)—, si es comun la tendencia de todos hacia la sustraccion de su variedad en favor de
la espanola, variedad que se revela como mayoritaria tanto en el terreno académico como
en el social de nuestros informantes, y que ellos consideran mas neutra.

En cuanto al sentimiento de importancia de la lengua heredada, las dos entrevistadas
que siguieron estudios superiores de espafol admiten que el hecho de tener una lengua
heredada si influyd en su decisidén a la hora de elegir carrera universitaria u otras lenguas
de estudio. Sin embargo, la opinidon generalizada es que ser hispanohablante en Eslovenia
no representa per se ninguna ventaja particular; en todo caso, consideran que lo que resulta
realmente beneficioso es el dominio de varias lenguas, al margen de la mayor o menor
popularidad del espafiol en esta zona.

En lo que se refiere al vinculo con la cultura de herencia y el sentimiento identitario
hacia esta, todos se declaran unidos de una u otra forma a la cultura hispana, si bien este
contacto suele surgir sobre todo de iniciativas particulares mantenidas en el tiempo,
basadas, principalmente, en relaciones de amistad con individuos con quienes comparten
un origen comun. Asimismo, es unanime el deseo de proyeccién y transmisién de la lengua
y la cultura hispanas de aquellos que cuentan con nuevos miembros en sus familias, que en
el caso de nuestros informantes son sobrinos ya nacidos en Eslovenia. Posiblemente estos
nuevos herederos no tendrian muchas opciones de participar de dos culturas de no ser por
el empefio de quienes las han vivido de primera mano. De Houwer (1999) sefalé que las
creencias de los familiares sobre su papel de transmision de la lengua influyen en sus
comportamientos linguisticos.

El espanol como lengua de herencia en las aulas eslovenas es todavia un fendmeno
relativamente nuevo —por tanto, poco explorado—, sobre todo en comparacién con el
contexto norteamericano. En este trabajo se da cuenta de una pequefia muestra de relatos
sobre experiencias en una realidad culturalmente distinta y significativamente mas reducida
en cuanto a nimero de hablantes que la estadounidense. Ademas, aun se necesitan estudios
especificos sobre los rasgos caracteristicos de la adquisicién del espafol en el entorno
esloveno. No obstante, estos testimonios bien nos permiten aventurar que, quiza en un
futuro no tan lejano, una tercera generacion de hablantes de herencia esté presente en
escuelas y universidades de esta parte de Europa. Por eso, quizas seria deseable, como
indica Acosta Corte (2001) respecto a la situacidon en la zona Asia-Pacifico, la implantacion
de programas institucionales que ayuden a mantener el espafol a los hijos de
hispanohablantes, con vistas a lograr un alto grado de bilinglismo en estos hablantes.

Por Uultimo, conocer al alumnado de herencia, sus creencias, representaciones
identitarias y la relaciéon de estas con su autoestima puede ser muy valioso para la labor
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docente. Por un lado, para evitar situaciones como las que ocurren a menudo en otros
escenarios, en los que no se prestigia el acento o el lIéxico de estos estudiantes —a veces
incluso por parte de un determinado sector del profesorado—. Por otro lado, para valorar e
integrar, realmente, los saberes del alumnado con las singularidades de cada variedad del
espafol, considerando que enriquecen y favorecen un proceso de aprendizaje formal que,
en estos casos, viene amparado por un bagaje paralelo adquirido por herencia.
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NOTAS

1 Las transcripciones completas se pueden consultar en el anexo a este trabajo.

2 En la transcripcién se ha utilizado el sistema de codificacién del Grupo de Investigacion
sobre creencias de los profesores de lenguas del Departamento de Didactica de Lengua y la
literatura de la Universidad de Barcelona.
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ANEXO. TRANSCRIPCIONES DE LAS ENTREVISTAS
ENTREVISTADA 1

1. Fatima: La primera pregunta es si | a tu regreso a Eslovenia tuviste alguna dificultad en el
colegio | por el hecho de provenir de otra cultura no? Y no haber ehh recibido eh la escolarizacion
digamos en esloveno

2. Barbara: Bueno en realidad algo de escolarizacion tuvimos porque ehh la comunidad eslovena
en Argentina es muy ehh es muy fuerte | y ahi tenemos también muchas escuelas eslovenas ehh
bueno en realidad en Buenos Aires creo que hay nueve y hay una en Mendoza que también es muy
grande y en Cérdoba y en Bariloche | estas son las mas grandes | ehh solo que bueno |
aprendiamos el esloveno | en la en la escuela pero:: | ehh los sabados si? No lo aprendiamos
como:: como aprendemos el espafiol que ibamos a la escuela regular entonces al::go de
aprendizaje tuve | pero nunca me fue muy bien ((risas)) el esloveno | asi que tuve | mm bastantes
problemas no diria m::uchos | pero algo algo de problemas si igualmente siempre tuve ehh siempre
tuve maestras o profesoras muy buenas conmigo | trabajé mucho | pero bueno creo que ahora ya
| tengo un nivel de esloveno como los nativos | igualmente también me dicen que mi esloveno es
muy bueno y cuando les digo que:: naci en Argentina me dicen ah bueno pero hablas muy bien
((risas))

3. Fatima: Qué pasa con el espafiol es decir tu cuando volviste a Eslovenia | y tuviste que usar el
espafiol | ehh sentiste alguna vez que tu espaiol era diferente al del resto?

4. Barbara: Si:: | ehh si por qué? Porque justo:: | porque naci en Argentina y el dialecto de
Argentina es muy distinto | al al que usan aqui porque aqui | ello::s o sea en la escuela | hablan
el espafol de Espafia | entonces hay muchas palabras que son distinta::s | y bueno el dialecto
también igualmente después | con el tiempo y bueno:: | después fui | a estudiar el espafiol y todo
traté de | ehh | de adoptar | u::n un | dialecto | una forma neutral en espanol

5. Fatima: Aha | un acento un poco neutral no?

6. Barbara: Eso | si pero al principio no tenia | el acento como bien argentino | rioplatense ((risas))
7. Fatima: Y ahora también lo tienes

8. Barbara: Si un poco ((risas)) depende depende porque ya ((risas))

9. Fatima: Si | supongo que se va mezclando

10. Barbara: Si | pero igualmente con mis alumnos trato de tener un acento neutral

11. Fatima: Aha | claro

12. Barbara: Una opcién mia igual | no sé | si eso es bueno o es malo hay gente que dice que es
malo | que tienes que tener un acento:: bueno pero | no sé | al principio entonces | no es que tuve
problemas solo que si noté que es diferente del espafiol que se ensefia aqui
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13. Fatima: Aha | vale eso esa es la:: idea central de la pregunta | Ehh | tienes algun recuerdo
de que | en algin momento tu:: pues eso por tu acento tu léxico u otro aspecto tu espanol | haya
sido cuestionado? O:: | bueno no cuestionado sino que hayas notado quizas que habia algun |
estigma con | con tu acento | o que te consideraban diferente?

14. Barbara: Creo que no | solamente en la facultad hay un par de veces que:: | mm | que yo
me cuestioné | ehh el uso de alguna palabra o de alguna:: | de alguna forma ehh que | yo creia
que era:: que era correcta y | puede ser que en Espafa se usaba diferente o no se usaba | entonces
como que yo cuestioné si | o sea mi creencia es | verdadera o sea si es correcta no? Entonces ||
ahora no te puedo dar un ejemplo porque no me acuerdo | pero me pasoé

15. Fatima: En todo caso fuiste tU misma no? TU misma te cuestionaste | cosas

16. Barbara: Si

17. Fatima: Vale | de acuerdo | esta claro | una vez has vuelto a Eslovenia has estudiado otros
idiomas?

18. Barbara: Si | estudié muchos idiomas

19. Fatima: Qué suerte

20. Barbara: En la secundaria estudié:: | aleman:: y francé::s y un poco de ruso y en la facultad
también un poco de italiano | siempre me gustaron los idiomas por eso también | hice una carrera
no? | Escogi el espafnol porque bueno ya lo sabia y | creo que | quise como que | desarrollar esa::
| ese conocimiento que tenia no?

21. Fatima: Y las otras lenguas que estudiaste ehh aleman ruso etcétera | por qué escogiste esas
en concreto?

22. Barbara: Creo que el aleman porque era | mmm | porque era una idioma germanica o sea no
era ni:: eslava ni romanica | o sea para estudiar algo:: diferente | el francés siempre me gustod | y
el italiano después en la:: | en la facultad porque bueno un poco de francés | una base de francés
ya tenia y espafiol también | ehh y bueno:: | decidi como:: tener las bases también del italiano
igualmente entiendo mucho pero un poco como | las reglas || que también me ayuddé mucho | en::
la comprensién de los errores que hacen mis alumnos | porque hay mu::chos que hacen errores
porque tienen esa:: | esa mezcla con el italiano

23. Fatima: Crees que ser hispanohablante te ha facilitado de algun modo el acceso al mercado
laboral?

24, Barbara: Mmm | creo que si creo que | tener | dos lenguas maternas es:: | ehh es un punto
fuerte | mio | y bueno ya porque trabajo con las lenguas también

25. Fatima: Si un poco porque ese ha sido tu:: camino no?

26. Barbara: Si

27. Fatima: Y:: crees que ser hispanohablante puede tener otras ventajas ehh estando aqui en
Eslovenia? | Al margen de tu trabajo?

28. Barbara: Como qué? Ventajas:: | me das un ejemplo?

29. Fatima: Pue::s ehh | por ejemplo el hecho de:: por hablar espafiol | puedes intentar trabajar
en otro:: ambito ehh | pues no lo sé imaginate yo qué sé | ehh | puedes | lanzarte a se::r guia
turistico para espanoles o...

30. Barbara: Sisi si | en el turismo seguro | ehh bueno en realidad el conocimiento de lenguas |
ya sea materno o no creo que es es es un | fuerte | plus no?

31. Fatima: Si si si

32. Barbara: Para:: | para | en cuanto a la carrera o cualquier cosa no? | O sea:: || no sé por
ejemplo | eh | cuando escuchas musica:: o ves pelicula::s | eh entiendes mas ((risas))

33. Fatima: Has hecho algo o haces algo para mantener el contacto con | con la cultura hispana
| sé que aqui en Eslovenia hay:: | bueno pues hay asociaciones no? Que tratan de | de mantener
este | esta conexidn | has participado alguna vez?

34. Barbara: Ehh | creo que con estos grupos | asi de argentinos no:: tanto | sé que a los
argentinos les gusta mucho conectarse también aqui en Eslovenia | pero:: | creo que | que nosotros
volvimos una generacién antes nosotros volvimos en el dos mil uno | entonces en ese tiempo
estdbamos en una asociacién que en realidad es eslovena | y trabaja para los eslovenos por el
mundo | no es tanto para los argentinos | sino que es para todos los eslovenos que | que fueron
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los que inmigraron durante la guerra | o antes de la guerra no? | Ehh se le llama Slovenija v svetu?!
entonces

35. Fatima: Si he leido sobre ello si

36. Barbara: ahi trabajaba eh trabajaba bueno ayudaba también | eh | fui miembra [sic] y todo |
ehh y:: bueno entonces es que | esta organizacion también | eh el director es también argentino::
y bueno amigo de mi padre entonces es como que | eso | no:: de estos grupos asi argentinos
argentinos no

37. Fatima: Bien | ehh | tienes algun familiar | que haya nacido ya en Eslovenia? Pues no sé un::
| no sé si tienes ehh algun sobrino o:: o hijos

38. Barbara: Tengo:: tres sobrinos tengo | no hijo no todavia ((risas))

39. Fatima: Tienes tres sobrinos ya nacidos aqui

40. Barbara: Si | pero son pequeiiitos | tienen:: cinco afio::s | tres ano::s y:: ahora:: el:: mas
chiquito va a tener ahora en marzo | un afio

41.Fatima: Y:: crees que a tus sobrinos | bueno | imagino que son hijos de un hermano o una
hermana tuya no?

42. Barbara: Si mi hermana

43. Fatima: Y:: tu crees que a tus sobrinos | ehh les vais a inculcar de alguna manera la cultura::
| el idioma no? La cultura en general

44. Barbara:Yo creo que a mi hermana le gustaria que que aprendan porque es también:: | parte
de nuestra cultura no? Y:: ehh | pero no es que se los force [sic] igualmente a los nifios no les
puedes forzar nada porque les gusta aprender de todo ((risas)) entonces ya conocen los colore::s
y los nimero::s y bueno juega::n con:: | para aprender el vocabulario o algo asi | pero no mucho
no es que se los force [sic] a aprender

45. Fatima: Claro claro | bien | entonces tenemos ya la Ultima:: | te sientes identificada mas |
con una u otra cultura o:: | o con las dos por igual

46. Barbara: (silencio) Yo creo que con las dos no sé si por igual | mm creo que asi mm | de
sangre soy muy:: como los argentinos muy de | sangre caliente ((risas)) | es como que siento
mucho pero igualmente | veo que | de alguna forma soy también muy eslovena | ehh igualmente
todos mis abuelos | mis cuatro abuelos fueron eslovenos entonces algo:: | tengo no? ((risas))
46. Fatima: Claro

47. Barbara: O sea la sangre es eslovena | solo que igualmente:: | ehh | hay | yo creo que
también tengo algunos rasgos | argentinos por haber vivido ahi doce afios

48. Fatima: Claro

49. Barbara: No es que prefiera una cultura o otra creo que las dos | me complementan no?

ENTREVISTADA 2

1. Fatima: Entonces la primera pregunta es si cuando volviste a Eslovenia tuviste algun tipo de::
dificultad en el colegio | por provenir de otra cultura eh? Y no haber ido a la escuela | no haber
recibido | escolarizacion en esloveno

2. Alenka: Bueno en realidad lo primero que queria decir justo leyendo esta pregunta es que::
que | no es cierto del todo que no recibi escolarizacion en esloveno porque los sabados teniamos
eh | escuela eslovena

3. Fatima: Ibas al dom?

4. Alenka: Si | eran pocas horas | entonces un poco:: de educacion hubo pero bueno nada que
ver con lo que es una:: | escolarizacion formal | y también digamos el nivel de esloveno que se
maneja y todo eso es diferente no? | Ehh | pero si si que me acuerdo que al principio cuando

! Significa Eslovenia en el mundo. Asociacion creada en 1992 por descendientes de emigrantes que
retornaron tras la independencia.

2 Asociaciones de emigrantes eslovenos en Argentina donde, entre otras actividades, se impartian
clases de esloveno a los nifios. Doma significa "casa".
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llegamos ehh | nosotros llegamos a mitad de afio | y | muy rapidamente le dijimos a mi ma si nos
podia ((risas)) inscribir en el colegio porque | ehh estdabamos aburridos en casa entonces | ehh
fuimos al colegio y me acuerdo que al principio si:: que nos daban clases extra especialmente:: en
lo que fue esloveno no? O sea lengua seria | ehh se nos notaba en el acento que hablabamos
diferente | ahh habia digamos vocablos que no conociamos y ademas bueno también hay que tener
en cuenta los dialectos | ehh que no se manejan en en el colegio esloveno alld en Argentina | ehh
y nosotros fuimos a la zona de Primorska3 primero y después nos mudamos a Gorenjska* | y bueno
va al caer mitad de aflo siempre es problematico y después ademas con esta digamos | este cambio
| ehh y estas diferencias linglisticas | si | si que se notd | no nos podiamos expresar | del todo con
todo | el vocabulario | necesitabamos | eh este apoyo extra en lengua y creo que | me acuerdo de
lengua pero me parece que hubo también algunas otras materias donde también nos daban algunas
clases | clases extra | en mi caso yo tenia doce afios | una edad un poco critica no? | Tuvimos ehh
| bullying también | nos hicieron bullying en | en el colegio

5. Fatima: Qué mal

6. Alenka: Mm | si | ehh pero:: | nada demasiado traumatico no? ((risas)) | Pero si como los
chicos hacen no? | Ante no solo una persona nueva sino encima una persona | ehh | completamente
diferente

7. Fatima: Distinta | claro

8. Alenka: Si | si distinta ademas esto era | hay que tener en cuenta que era un colegio | o sea
era un pueblo muy aislado | era gente que todos se conocian | o sea que ya entramos en un circulo
cerrado | por asi decir | mas cerrado | del resto no? | Me acuerdo que al principio una de las
primeras memorias del primer dia fue que me dijeron que hablaba diferente que sonaba como la
gente | de Primorska porque suelen decir que nuestro | cantar | en esloveno es parecido | al de la
gente de Primorska no por haber vivido en Primorska no?

9. Fatima: Entiendo entiendo

10. Alenka: Pero:: | si | pronto yo creo que al afo ya:: ya esto de la diferencia linglistica por lo
menos en mi caso no se noté

11. Fatima: Pasamos a hablar del espafiol. Alguna vez sentiste que tu espafiol era distinto al del
resto de tus compafieros? En ese ambito de estudio del espafiol de tener que usar el espafiol
sentiste que era distinto?

12. Alenka: ((silencio)) ehh bueno tuve como materia optativa en séptimo y octavo me parece
ehh aca | el espafiol pero ya cuando llegué a ese grado yo ya sabia que habia diferencias en el
acento entre el espafiol que se ensefiaba en los colegios aca que era un espafol de Espafia y bueno
mi espafol que era un espafol | de Argentina no? | Y o sea la Unica diferencia que vi fue | la
diferencia que se da por ser otro tipo de espafiol | tanto en el acento como en algunas palabras
pero | fuera de eso no:: | no noté gran diferencia y en Filofaks®> también se da que algunos
profesores o sea no todos hablan | con el espafiol de Espafia sino que hay una que tiene por ejemplo
una profesora en particular habla con acento venezolano y asi | bueno la mayoria habla obviamente
con acento de Espafia pero también habia:: compafieros | bueno de hecho habia algunos
compaferos mios que también eran argentinos | entonces como que no noté gran diferencia en
ese sentido

13. Fatima: Entonces supongo que tampoco:: sentiste:: que cuestionaran en algin momento tu::
acento tu Iéxico:: u otro aspecto de tu:: lenguaje no? Nunca | no te ha pasado

14. Alenka: No simplemente se daban cuenta ((risas)) que soy argentina porque tenemos un
acento bastante particular | pero fuera de eso no

15. Fatima: Vale estupendo. Has estudiado otras lenguas una vez has vuelto a Eslovenia? Has
estudiado mas idiomas?

3 Regidn situada en el litoral esloveno.
4 Regién situada en el noroeste de Eslovenia.
5 Facultad de Filosofia de la Universidad de Liubliana.
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16. Alenka: Si ehh en la secundaria estudié francés | y después en la:: en la facultad tomé::
algunas materias de inglés e italiano | y obviamente en todas estas lenguas me ayuddé mucho el
espanol ((risas))

17. Fatima: Y elegiste esas lenguas por algun motivo en concreto o no? Sin mas porque eran las
gue habia disponibles o eran las que te gustaban?

18. Alenka: Bueno ehh | en la secundaria | ehh | el francés lo elegi porque | me parecia mas
interesante que:: el aleman que no me gusta ((risas)) y el ruso | ehh y | simplemente bueno
porque sabia que era un idioma romance entonces que iba a ser | capaz un poco mas facil
aprenderlo por saber espafol | y en la facultad ehh bueno el italiano siempre me gusté también
porque mi papa estuvo trabajando en Italia e ibamos mucho a Italia | y ademas tengo familia en
Italia tengo | tres primos y tias y tios | ehh entonces siempre me gusté mucho:: y de hecho sigo
queriendo perfeccionarlo y aprenderlo | y el portugués lo estudié también porque era un | un idioma
parecido al espafol y:: si tenia que elegir entre las diferentes materias optativas que me daban la
verdad que preferia | no sé aprender un idioma nuevo siempre me gustaron los idiomas no? |
Entonces | también porque es parecido al espafiol y todo eso

19. Fatima: Bien y crees que ser hispanohablante te ha facilitado | de algin modo | acceder al
mercado laboral?

20. Alenka: ((silencio)) Ehh ehh bueno en realidad la mayoria de:: del trabajo que hice antes de
entrar en esta empresa fue | ehh e::n inglés mas que en espafol | pero también tuve clases de
espafnol ehh y:: || y en este trabajo en concreto estaban buscando una persona para ensenar inglés
pero después cuando se enteraron | ehh que yo hablaba espafiol en ese momento esa empresa
estaba pensando ehh abrir una sucursal una suerte de sucursal en México | y:: de hecho habian
planeado ir alla:: hablar un poco como iba a ser todo ese tema | y:: me iban a usar de intérprete
| ehh asi que:: ehh al principio supongo que eso también fue parte de de la estrategia por la que
me tomaron | pero si que he dado clases tambié::n de espanol a alguien que | o sea también le
brindamos clases a alumnos | en verano por ejemplo | ehh a los hijos de los empleados y pueden
elegir entre inglés y espafiol es verdad que la mayoria elige inglés pero también hay algunos que
eligen espafiol entonces también tengo la oportunidad digamos de | de hacer uso de mi lengua
21. Fatima: Muy bien muy bien y crees que tiene mas ventajas el hecho de hablar espafiol aqui
en Eslovenia es decir el hecho de ser hispanohablante en Eslovenia? | Crees que puede tener ehh
otro tipo de ventajas?

22. Alenka: Yo pienso que || no sé si tiene que ver con el espafiol en concreto | siempre es una
ventaja hablar muchos idiomas ehh pero no no no sé si diria que | por ser espafiol ehh que tiene
mas ventajas concretamente en Eslovenia | me parece que no | o sea tiene mas que ver con |
saber mas idiomas que con otra cosa

23. Fatima: Estupendo bien | qué has hecho para mantener el contacto con la cultura hispana
aqui en Eslovenia es decir | has participado en alguna asociacido::n o en algin movimiento cultural
| relacionado con Argentina | o con la lengua?

24. Alenka: Ehh bueno en parte la razén por la que elegia el contacto constantemente con el
espafol era también para o sea tanto como materia optativa en la primaria como después por qué
elegi el francés también en parte fue por eso | ehh y también siempre me gustdé como idioma | y
de hecho estaba decidiéndome antes de inscribirme en la facultad si elegir la combinacién francés
inglés o inglés espanol y terminé eligiendo inglés espafiol | a pesar de que uno diria para qué | si
ya sabés la lengua ((risas)) | pero tiene que ver con que me gusta la lengua no? Siempre me gusté
siempre me parecié una lengua muy rica | ehh | un poco también en casa que cambiamos digamos
| o sea fuimos de hablar esloveno en casa eh para mantener el idioma a | paulatinamente o sea
fue un cambio

25. Fatima: Muy interesante esto

26. Alenka: Si si 0 sea todo:: digamos la forma de pensar no? Ehh los habitos y demas

27. Fatima: Una vez volvisteis a Eslovenia fuisteis cambiando la lengua en familia y entonces
pasasteis a hablar ehh espanol en familia

28. Alenka: Si mas que nada en realidad no no quiero tomar todo el mérito ((risas)) pero como
para mi fue un cambio muy brusco porque era justo una edad bastante | problematica | entonces
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al principio siempre como que estaba muy negada y como queria y buscaba la conexién con
Argentina entonces un poco también fui | ehh insistiendo no? En casa no? | Pero no es todo mérito
mio porque ((risas)) podian no haber | digamos colaborado con mi idea pero se fue cambiando
también en parte porque | mi hermana menor se mudd con dos afios y ella lo poco que habia
empezado a hablar era esloveno obviamente porque estdbamos en casa entonces | daba lastima
digamos perder todo un idioma que ademas tenemos parientes que no hablan esloveno o sea ella
no podia comunicar con | con mis tios con alguno de mis tios con alguno de mis primos y se perdia
todo este aspecto también cultural | de raiz digamos argentina y es una lastima entonces también
por eso yo también | como siempre tuve mucha conexion con ella también | como que traté de
inculcarle eso:: ehh pasamos mucho tiempo digamos | exponiéndola a | a material espafol no?
Tanto peliculas como | como musica y llegué a darle como clases un poco de mentira no? También
de eso ehh y | hubo algunos intentos ehh de digamos | ehh de juntar argentinos y teniamos como
unas noches argentinas pero durdé muy poco ehh tenemos amigos | eh familiares que son
argentinos | y una vez al mes ya desde el principio ehh | hubo misas en espaiol | y se les decia
misa argentina pero hoy en dia ya es completamente en espafiol porque el cura que da la misa es
espafol no? | Eso fue un contacto digamos que fue constante desde el principio una vez por mes
siempre ehh | y si no bueno por motu proprio digamos hablando con los parientes yo personalmente
sigo estando en contacto con amigas de la primaria asi que | el contacto estuvo también por ese
lado

29. Fatima: Muy bien ehh la siguiente pregunta creo que ya me la has contestado no? Porque::
ehh la siguiente pregunta es si tienes algun familiar cercano ya nacido en Eslovenia | para si ese
es el caso pues eh preguntarte si se le inculca la cultura hispana o la lengua | bueno me has dicho
gue tu hermana no nacié en Eslovenia pero vino muy pequefiita | entonces

30. Alenka: Si bueno ahora | mi hermana mi segunda hermana | somos cuatro o sea la que me
sigue porque yo soy la mayor | ehh tiene tuvo un hijo en febrero y la idea es que hablen espafiol
no? | Ehh | mi mama es bastante constante mi papa no tanto ((risas)) y yo | también como la tia
((risas)) como ya lo hice con mi hermana menor también quiero:: inculcarle ya le traje:: | que
estuve en Argentina el afio pasado:: le traje unos libritos para que | le vaya leyendo mi hermana
y la idea es que él hable también espafol que esté en contacto con la cultura mi hermana también
toma mate | por ejemplo | mi cuiiado aunque no habla el espafiol o sea no habla bien | pero a mi
hermana le gustaria que mi que mi sobrino también eh | pudiera | hablar espafiol y estar en
contacto

31. Fatima: Muy bien ehh bien pues llegamos a la | Ultima la pregunta es si te sientes identificada
mas con una u otra cultura o con las dos por igual | no? | Bueno en tu caso has vivido mitad y
mitad no? | Mitad de tu vida en Argentina mas o menos mitad en Eslovenia | mas o menos

32. Alenka: Mmm ya pasé la mitad ((risas)) | ya diecisiete afios aca | casi dieciocho y doce alla
asi que | ya estoy mas tiempo aca que alla

33. Fatima: Aha vale y cdmo lo ves?

34. Alenka: No sé yo aca no:: nunca me senti del todo en casa por asi decirlo | es dificil decir con
cual me identifico mas porque todavia estando en Argentina nunca fui del todo argentina no?
Porque | siempre tuve esta doble:: | identidad no? Ya de chiquita

35. Fatima: Si

36. Alenka: Pero:: | si tengo que | elegir en qué cultura me siento mas en casa | ehh | o me
siento mas comoda digamos | ehh | diria que es la argentina

37. Fatima: Aha aha

38. Alenka: Mas allad de que estoy | mas tiempo aca

39. Fatima: Por qué crees que es asi?

40. Alenka: Ehh yo diria que es por la cultura por la forma de ser de las personas ehh aca siento
que hay muchos cédigos y aun estando dieciocho afios acd nunca estoy muy segura de ((risas)) o
sea nunca me siento comoda del todo no? A pesar de que ya entiendo | todos los cédigos o sea |
es como que no termino de de:: digamos | adoptar la cultura no? | En Argentina me siento como
un poco mas suelta | ehh como que hay menos | rigidez no sé cdmo decirlo como uno puede ser
un poco mas | uno mismo
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ENTREVISTADO 3

1. Fatima: La primera pregunta es si cuando regresaste a Eslovenia con tu familia tuviste alguna
dificultad en el colegio | por el hecho de | no haber ido a la escuela en | en Eslovenia yo no sé si
fuiste al dom | en Argentina

2. Matias: O sea yo en Argentina:: eh | iba al dom pero no fui a la escuela de esloveno | por
tanto cuando llegué yo no sabia esloveno | no sabia nada de esloveno y y me meti directamente
al curso intensivo de esloveno estuve un afio | en eso y:: bueno a mi me paso6 que justo o sea y
habia terminado la secundaria | en Argentina | y habia empezado la:: la facultad habia empezado
a estudiar literatura | ehh unos tres meses estuve ahi y después fue esta decision que fue todo
muy rapido no? | Entonces al llegar a Eslovenia digamos que no me podia meter directamente a
la facultad | por tanto tuve que hacer el afio ese de:: de de esloveno | y después me meti a
estudiar y en la parte de literatura comparada que es la que era en esloveno era | estar estudiando
con con el diccionario al lado | ehh ya fue muy muy complicado | yo me acuerdo que ese afio
solamente tuve:: una semana de vacaciones una cosa asi asi que estaba blanco o sea porque no
veia el sol

3. Fatima: ((risas)) Claro claro porque tu en familia cuando vivias en Argentina entiendo que
hablabais | hablabais espafiol en casa

4. Matias: Si

5. Fatima: Vale claro

6. Matias: Otras familias por ejemplo la familia de mi esposa | ehh ella ya de chiquita hablaban
en esloveno asi que || ehh no tuve esa suerte

7. Fatima: Bien y qué pasd con tu espaiol es decir cuando volviste a Eslovenia y empezaste a
estudiar espafiol y literatura | sentiste que tu espafiol era distinto | al del resto de tus compafieros?
8. Matias: Si | eh o sea sobre todo cuando empecé a estudiar espafiol en la facultad | ehh fueron
surgiendo muchisimas cosas ehh | o sea no tanto por ejemplo al encontrarme con espafoles en
la calle que hay bastantes o cubanos | ehh | entonces hay pero | claro | yo ya de por si era como
gue ya habia internalizado que tenia que empezar a hablar un espafol un poco mas neutro | o sea
no utilizar el argentino

9. Fatima: Ahh y por qué? | Por qué paso6 eso?

10. Matias: Porque porque muchas veces notaba que que si hablaba con argentinismos o cosas
asi no no me entendian | en primer lugar los compafieros de clase obviamente no me bueno
compafieros COMPANERAS | porque éramos setenta y uno | setenta mujeres y yo

11. Fatima: ((risas))

12. Matias: Entonces | ellas no me entendian | okey? Y después las profesoras que a ellas les
gustaba | o sea les gustaba que yo hablara en argentino pero | a veces también tenian que o::
0:: o readaptar la frase porque alguna cosa se escapaba | o:: y obviamente los ejercicios | los
ejercicios eran en espafol de Espafia o bueno | o un espafiol neutro no iba a utilizar el vos o cosas
asi

13. Fatima: Ya te entiendo

14. Matias: El vos es una cosa solamente pero...

15. Fatima: Ehh | pero era mas una impresion tuya o tl notabas que alguien cuestionaba tu::
Iéxico tu acento:: el voseo...

16. Matias: Yo creo que mas una impresion mia | no es que alguien me haya dicho no tenés que
usar el argentino no?

17. Fatima: Y una vez volviste a Eslovenia estudiaste otras lenguas?

18. Matias: O sea si | a ver | estudié italiano | italiano poco tiempo un mes o dos meses o una
cosa asi porque ehh | queria ir a estudiar a Italia a Milan ehh | guion y produccién de cine | okey?
Entonces | estudié lo que pude de italiano y me fui para alld pero bueno eso es llegar y no saber
nada practicamente asi que después era:: estar seis horas al dia hablando italiano | eso pero casi
por obligacién porque lo necesitaba

19. Fatima: Si
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20. Matias: Y después lo otro fue inglés porque en Argentina el nivel de inglés no es muy bueno
porgue no lo necesitamos no? | Ehh o sea no escuchamos musica en inglés | por ejemplo | ehh
porgue nos sobra la musica en espanol | obviamente

21. Fatima: Claro

22. Matias: Y entonces claro acéd obviamente ehh | uno necesita del inglés | y entonces me dije
| o sea tengo que ponerle al inglés | pero también eso de ir a un curso | y empezar de de cero no
te sirve | entonces estuve en un curso de conversacion | directamente | y después lo que sigo
haciendo todos los dias | es estudiar inglés por mi cuenta por medio de:: | de los tutoriales de
Youtube o sea siempre me exijo de poner subtitulos en inglés | o sea escuchar en inglés y subtitulo
eninglés | y | con eso aprendo muchisimo | ehh | eso por un lado después con respecto a la parte
asi laboral | en realidad en Eslovenia en si no:: o sea yo estuve dando clases particulares de
espafiol pero no me:: no me gusté o sea | como que no me venia no me veia con eso

23. Fatima: Si si

24. Matias: A mi me encanta ensefar pero cine | no espanol

25. Fatima: Claro lo que te lo tuyo vamos digamos lo que:: | lo que te gusta claro

26. Matias: Exacto sin embargo | como estuve viajando desde Eslovenia bueno a varios paises
por tema de filmaciones por ejemplo estuve en Lituania en una ocasién | ahi conoci a un espafiol
| que queria empezar a dedicarse al cine | a la escritura o sea al guion no? | Entonces con él quedé
en conexién después cuando estuve en Espana me reunia con él | y con él seguimos trabajando
en espafol | ah | en temas de guiones ya llevamos no sé como seis afios escribiendo guiones |
después el otro trabajo o sea yo me fui a trabajar a Espafia ehh | también por el espafiol o sea
digo | yo estuve en Italia estudiando:: este | master de guion y produccion y entonces | el el jefe
este de Espafia se quedd sin sin el digamos el ayudante y en esa ocasion justo viajé a Italia se
encontrd con el director de mi master | y el director de mi master le dijo que que conocia a un
esloveno que hablaba espafio::l y tal no sé qué

27. Fatima: Ahh qué bueno no?

28. Matias: Si fue como una cosa también rapida o sea le dio mi contacto hablamos por Skype
un lunes y el miércoles ya tenia que viajar a Espafia para trabajar

29. Fatima: Ahh qué bueno si si

30. Matias: O sea que también | por el espanol | pero si no en Eslovenia | no tanto o sea por el
espafiol no es que haya:: | conseguido trabajo o sea ahora por ejemplo estoy eh trabajando en
una:: en una | una empresa de cine okey? | En una productora de cine | ehh | como guionista
como director y como editor | ehh y y bueno tengo que escribir guiones en esloveno con mi
esloveno asi medio primitivo | ahh pero | entonces ahi un poco como que es un problema no o
sea | el | el el seguir pensando todavia en espafiol porque al fin y al cabo yo hablo esloveno pero
pensando en espafiol

31. Fatima: Y crees que ser hispanohablante en Eslovenia tiene alguna:: | puede tener alguna
otra ventaja? | En tu caso? | O no?

32. Matias: (silencio) Mm no sé si tan relacionado con eso a ver yo | también es cierto que veo
en muchos amigos que son hispanohablantes que les es una ventaja | que por ahi a mi también
en ciertas cosas | ahora con respecto a mi trabajo | al cine | no? | Yo lo veo como que que por
ejemplo | dentro de la empresa yo tengo una vision un poco mas amplia | ehh | que los demas |
0 sea por ejemplo siempre estoy pensando | en en en hacer cosas con Espafia o con algun otro
pais con Italia por ejemplo | en cambio los otros en la empresa | a excepcion del jefe | que tiene
una visidén muy amplia | que es una cosa rara en Eslovenia | no? Eso es asi | pero pero los demas
no | es como bueno la visién eslovena te habras dado cuenta es como | pais pequefio y bueno
okey somos pequefos ((risas))

33. Fatima: Si si si

34. Matias: Es lo que hay

35. Fatima: ((risas)) Si

36. Matias: Ehh entonces | entonces eso ehh | yo creo que que:: | no sé me parece que que un
poco hablar diferentes idiomas o venir de otro lugar | creo que te da también un poco un poco esa
idea esa vision
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37. Fatima: Muy interesante esto que me comentas | bien vamos a la siguiente pregunta qué has
hecho para mantener el contacto con la cultura hispana aqui en Eslovenia has participado en
alguna asociaciéon o en algun movimiento cultural relacionado con Argentina | o con el mundo
hispano?

38. Matias: Si o sea no no exactamente una asociacion cultura::l o algo asi pero digamos que
hay hay un grupo | de argentinos que nos conocemos y y y a veces nos juntamos una vez al me::s
0 una cosa asi ehh | también por ejemplo:: bueno ehh | por ejemplo se celebra una vez al mes
misa en espafol por ejemplo y entonces vamos | a veces nos reunimos y después de ahi han
surgido grupos como de amigos | okey? | Y entonces después pues por ejemplo varios nos
conocemos de ahi y cada tanto hacemos un asado no? O nos juntamos en la casa de alguien |
después también de ahi conoci a dos amigos en realidad son padre e hijo que también les gusta
el cine | entonces junto con mi hermano y otros amigos mas también bueno mi esposa | eh las
hermanas de mi esposa y tal formamos un digamos una productora | de cine independiente

39. Fatima: Qué bueno

40. Matias: Y haciamos peliculas entonces | hemos hecho varios cortos entre ellos algunos que
suceden en Eslovenia pero que hablan en argentino | no? Y | y entonces es interesante ahh | eso
por ejemplo y bueno obviamente | aca en Eslovenia conoci a Martina | okey?

41. Fatima: Tu mujer no?

42. Matias: Y y bueno nos casamos | si exacto entonces ella es de Buenos Aires | y bueno yo de
Mendoza entonce::s | por un lado es bueno hablar siempre en argentino pero muy diferente
porque el portefio es diferente

43. Fatima: Si si claro claro

44, Matias: Pero siempre tratando de conservar también las costumbres argentinas tomar ma::te
comidas eh eh | de todo qué sé yo

45. Fatima: Vale otra pregunta seria | tienes algun familiar | cercano | ya nacido en Eslovenia?
Por ejemplo no sé si tienes hijos

46. Matias: No | no todavia | bueno tengo:: tengo muchos sobrinos okey? | Ahh mm si

47: Fatima: Ellos ya nacieron aqui | no? | Me imagino

48: Matias: Si si

49: Fatima: Y crees que a tus sobrinos se les inculca | o se les va a inculcar en el futuro la:: | la
cultura hispana? O o bueno el idioma o...

50: Matias: Yo creo que si o sea bueno | todos intentan hablar en casa en espafiol || ah asi que
yo creo que si | yo creo que si algunos mas que otros por ejemplo o sea | un hermano esta casado
con una eslovena entonces ahi es mas costoso sin embargo:: ya ves que que que la:: la hijita va
aprendiendo palabras y tal | entonces bueno | pero por ejemplo o sea | ellos conocen por ejemplo
mucha musica o sea no? Ehh se pone ahi la hijita a cantar canciones en espafiol con con el papa
no? | Y canciones de folklore

51. Fatima: Nos queda solamente la Ultima pregunta | tu te sientes identificado mas con una u
otra cultura | o con las dos por igual?

52. Matias: Es gracioso porque bueno es la tipica pregunta que te hacen | o sea donde es mejor
te preguntan | okey?

53. Fatima: Ahh ya dénde es mejor

54. Matias: En esloveno te preguntan o sea traducido al espafiol seria mas o menos donde es
mejor | donde te gusta mas o una cosa asi

55. Fatima: Si si

56. Matias: Eso en primer lugar no se puede responder no? | En primer lugar | o sea si uno
empieza a responder a eso pueden ser diferentes razones o sea por seguridad? | Okey es mejor
Eslovenia obviamente | pero siempre me pas6 y me sigue pasando | que tengo como suena mal
no? Pero un problema de identidad | o sea porque en Argentina | en el colegio | como tengo
apellido esloveno yo siempre era conocido como el esloveno | o sea que pase al frente el esloveno
gue pase leccion el esloveno o:: el rubio! Que ya ni siquiera soy rubio | pero bueno

57. Fatima: ((risas))
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58. Matias: Y entonces yo me tenia me tenia como esloveno | o sea también por costumbre de
comidas | no sé qué sé yo | pero al llegar a Eslovenia uno se da cuenta que no tiene nada de
esloveno | okey? | Que tiene mucho mas de argentino | y sin embargo no es del todo argentino |
estd como como partido en dos

59. Fatima:Si si

60. Matias: Y entonces eso por un lado pero por otro | o sea yo estoy pero | mas que encantado
y mas que agradecido por haber vivido en los dos lados | o sea por estar viviendo

61. Fatima: Es una suerte | sin duda

62. Matias: Ya si si si asi que bueno uno pierde muchisimas cosas | cuando se va pero | sobre
todo la gente eso eso es lo que mas cuesta | la gente aca es totalmente un trato totalmente
diferente | no que la gente sea peor mejor nada de eso pero es totalmente diferentey | yy | v
cuesta mucho:: encontrar un un grupo:: | un grupo de gente de amigos ehh parecido al que uno
tenia alla

ENTREVISTADO 4

1. Fatima: La primera pregunta seria | cuando regresaste a Eslovenia tuviste algun tipo de
dificultad | pues e::h a la hora de buscar trabajo o de relacionarte | por el hecho de provenir de
otra cultura y no haber ido a la escuela es decir no haber tenido una educaciéon formal | en
esloveno

2. Juan: Si totalmente | ehh con decirte que muchas veces cuando empezaba a hablar con
alguien le decia disculpen mi esloveno les decia | porque bueno yo provengo de la Argentina
((risas)) y este hablo en dialecto yo sé que me falta:: besedilo® o sea me faltan palabras que no
conozco como por ejemplo la primera vez que fui al médico | esto para mi fue terrible

3. Fatima: Claro

4. Juan: Porque el médico me hablaba con palabras eslovenas pero de medicina que yo jamas
en mi vida escuché | yo lo miraba y decia hablemos en inglés porque la verdad que no lo entiendo
lo que me esta diciendo | horrible | horrible bueno ((risas)) | y lo de buscar trabajo también
porque yo tenia que | mandar mi curriculum y tenia que escribir ojo hay que escribir bien |
entonces yo escribia y digo no:: necesito que alguien me ayude gracias dios | amigos mios que
vinieron antes | que yo a vivir aqui | antes como diez afios antes | entonces me fui a la casa de
ellos de un | amigo Bostjan le digo Bostjan por favor me escribis un curriculum yo te lo digo
traducimelo eh porque | justamente un curriculum no puedo mandar esta porqueria y se reia
mucho eh? | Decia pero Juan tenés que aprender si ya sé pero es que esto es terrible ((risas)) |
y asi empecé de a poquito no? | Y él me contaba | dicho sea de paso que tuvo el mismo problema
| ((risas)) cuando llegd aca | decia al principio es muy dificil entonces me dijo | haz una cosa
Juan | mira television esloveno | escucha la radio | lee libros léete historietas | las historietas te
van a ayudar mucho | y al principio fue asi | discilpeme mi idioma que esto que lo otro y hoy en
dia es gracioso porque yo sigo teniendo un acento que no es el acento esloveno | tengo como un
cantito | es como un espafol cuando habla esloveno también tiene un cantito no es lo mismo |
pero es muy parecido al de la zona de Primorska que linda con con Italia | y a mi me dicen usted
es de Primorska y yo miento y le digo si si soy de Izola” le digo

5. Fatima: Si si ((risas))

6. Juan: Y después le digo la verdad no no | soy argentino ohh! Pero hablas muy bien me dice
|| y recuerdo | el primer afio me habian hecho una entrevista | parecida a esta | pero en la radio
| querian saber como era un argentino que viene a Eslovenia | bueno como ve to::do | y me
costaba hablar que yo la miraba a la locutora digo ayudame porque no sé como salir de aca
entonces ella explicaba | no hay ningln problema eres de Argenti::na bueno justamente de eso

6 Texto.
7 Localidad costera eslovena.
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se trataba y al final salié bien con la ayuda de esta mujer no? | Pero la respuesta si si tuve
dificultades claro | y tuve mucha ayuda y lo agradezco realmente

7. Fatima: La siguiente pregunta es sobre el espafiol lo que pasa es que no sé si ha sido tu caso
es decir tu alguna vez ya cuando volviste a Eslovenia y tuviste que usar el espanol | sentiste de
alguna forma que era distinto al del resto de hispanohablantes o no te viste en esa situacion?

8. Juan: Si | de hecho | a ti te estoy hablando ahora en espanol | no estoy hablando en argentino
9. Fatima: ((risas))

10. Juan: Si te hablaria en argentino seria muy diferente y | tal vez no me entenderias

11. Fatima: Ahh claro mm vale

12. Juan: Primero no no hablaria de tu | te diria vos | o el famoso che que se dice en Argentina
che escuchame acéa digo escichame

13. Fatima: Es cierto fijate que no me estaba dando cuenta de que no estas utilizando el vos |
no me habia dado cuenta

14. Juan: No?

15. Fatima: No

16. Juan: Estoy utilizando el espaiol | el espanol de Castilla el castellano | si tendria que hablar
en argentino es muy muy diferente | también la acentuacion es diferente

17. Fatima: Claro claro

18. Juan: A veces con este amigo espafol | a veces yo le hablaba en argentino y me escuchaba
y me decia qué significa eso? | Y por ahi algunas palabras tienen otro significado ((risas)) y eso
es terrible

19. Fatima: Si si si lo sé

20. Juan: Qué estas diciendo? | Perddn qué dije de malo le decia ((risas)) bueno | pero bueno |
estando con ellos con estos espaiioles | eh me empezd a molestar a mi hablar en argentino | dije
no | voy a empezar a hablar en espanol me parece mas lindo | la cuestién es que aqui no hablo
argentino hablo espafiol | y cuando estoy con argentinos si hablo en argentino porque si no me
miran raro | qué le pasa a este hombre por qué habla asi? ((risas))

21. Fatima: ((risas)) En este trato que tuviste con hispanohablantes ya una vez en Eslovenia
ehh sentiste que en algun momento | ehh se cuestionaba tu acento tu Iéxico:: o:: o td mismo
22. Juan: Si | el argentino si | el |éxico argentino si | si si lo cuestionaron

23. Fatima: Ahay..

24. Juan: Si si les parecia raro

25. Fatima: Les parecia raro

26. Juan: Y habia hasta uno que me embromaba | me decia ehh che::! Como te va Juan | me
hablaba asi y no hablamos asi le digo ese era Gardel cuando cantaba tangos ((risas)) por qué me
habla en lunfardo | hay muchas palabras del lunfardo que era un idioma:: | por ejemplo en vez
de decir voy a trabajar | voy a laburar

27. Fatima: Laburar si

28. Juan: O tengo un buen laburo

29. Fatima: La siguiente pregunta es si has estudiado otras lenguas una vez | de vuelta en
Eslovenia | y qué lenguas has estudiado

30. Juan: No he hecho cursos de esloveno al principio

31. Fatima: Mm Mm

32. Juan: Porque me daba cuenta que leyendo historietas y | escuchando la radio no era
suficiente | hice cursos que me ayudd mucho | mas que nada las conjugaciones y eso me volvia
loco | si creo que es lo peor de todo

33. Fatima: Ahh lo::s | skloni® no?

34. Juan: Si::

35. Fatima: Es lo peor | si eso es lo peor

36. Juan: Mira si hasta hoy en dia tengo problemas a veces porque digo alguna palabra | y me
empiezo a reir no?

8 Conjunto de casos gramaticales del esloveno.
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37. Fatima: La siguiente pregunta es sobre si crees que ser hispanohablante te facilito | el acceso
al mercado laboral aqui en Eslovenia de algin modo

38. Juan: Si pero no fue tanto por el idioma sino que mas bien fue por los dibujos no? | Costé
entrar en el mercado porque es un mercado muy chico | consegui para dibujar para Espana
también | ilustrando algunos libritos para Espafa | o sea si si me ayudé mucho

39. Fatima: Ah muy bien

40. Juan: Si si me ayudd mucho | asi que | y trabajo para Estados Unidos también hago algunas
| ilustraciones algunos libros

41. Fatima: Y crees crees que:: | el hecho de hablar espafiol aqui en Eslovenia puede tener |
otro tipo de ventajas? | No sé socialmente o::...

42. Juan: Yo creo que socialmente si les agrada | les agrada ehh les agrada | el el latino el
hispanohablante nosotros tenemos una cosa en Argentina | los hombres ya nos sale el machismo
aca por favor | somos asi de agradar a una mujer decirle piro::pos abrirle una pue::rta pase
usted prime::ro pero es una galanteria no es porque ay hoy en dia con lo del feminismo hay que
tener cuidado con estas cosas pero vamos yo | yo con la mujer siempre fui asi en serio y eso les
Ilama mucho la atencién | estar en una parada de autobus y yo decir pase usted aca los hombres
no lo hacen suben primero

43. Fatima: No lo hacen no lo hace nadie | aqui | para subirse al autobus parece que es la guerra
| cuando llega el autobus no habia visto nada igual nunca

44. Juan: Y yo | pase usted en el supermercado igual | pase usted no no sefiora pase usted |
y:: te miran ra::ro como diciendo uh pero eso les llama la atencion y les gusta

45. Fatima: Has hecho algo para mantener el contacto con la cultura hispana aqui en Eslovenia?
Alguna asociacion o algun movimiento cultural? | Has participado?

46. Juan: Tanto como movimiento cultural no pero si yo dia a dia me contacto con gente de
Argentina | ya sea por Zoom por mail o lo que sea | con mi hijo acd hablamos en | argentino |
con nuestros amigos cuando nos juntamos | mira qué cultura | hacemos asado | y eso es una
tradicién argentina cdmo que no? ((risas)) | O tomar mate por ejemplo

47: Fatima: Tomar mate | otra persona que entrevisté el otro dia otra chica me lo dijo también
cuando le pregunté sobre esto me dijo tomo mate | si que ahi me di cuenta de lo:: de la
importancia no? Que tiene ese:: | el mate para vosotros

48: Juan: Si y en Uruguay también en Uruguay creo que son peores en Uruguay

49: Fatima: ((risas))

50: Juan: Si si si yo creo que son peores | estan con el termo bajo el brazo y toman mate todo
el tiempo

51. Fatima: ((risas)) Y:: | no sé si tu tienes algun familiar cercano nacido ya en Eslovenia |
porque la pregunta seria si a esa a ese familiar ya nacido en Eslovenia se le esta inculcando la
cultura hispana | no sé si tienes algun sobrino::

52. Juan: Si si tengo una buena respuesta a eso | una de las primas de mi mama | que al al
saber que yo venia se habia escrito en unos papeles palabras y la traduccion al espafiol porque
me queria hablar en espafiol ((risas)) | y cuando llegué yo se empezd a interesar y empezo a
mirar documentales de Argentina y ahora me dice yo sé todo de Argentina sé mas que tU me dice
| ya vi en el documental lo que paso el problema que hay alla que esto que lo otro dice | y:: se
interesod si si | muy linda la sefiora | ((risas)) | esa fue la experiencia que tuve que me llamo la
atencién no? | Un interés

53. Fatima: Si si el interés eso la verdad es que se ve a menudo si | se ve facil eh y tu te sientes
identificado mas | bueno en tu caso quizas es un poco:: | diferente al de las otras personas que
entrevisté porque | eh | td no viniste siendo nifio no? O adolescente en esa etapa un poco...

54. Juan: No claro claro | yo vine hecho y derecho

55. Fatima: Viniste de adulto | entonces yo no sé si te sientes mas identificado con una cultura
0 con la otra o con las dos por igual...

56. Juan: (silencio) Al principio con las dos por igual pero hoy en dia | no:: me siento mas
identificado con la eslovena

57. Fatima: Con la eslovena?
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58. Juan: Si

59. Fatima: Qué interesante | con la eslovena | y por qué?

60. Juan: No sé a mi me pasé algo muy raro cuando llegué a Eslovenia la primera vez ehh bajé
del avién y me puse a llorar | y me miraban qué le pasa a este hombre que se le murié alguien?
No

61. Fatima: ((risas))

62. Juan: Senti muy fuerte las raices de mis padres aqui

63. Fatima: Claro porque tu eres hijo de los emigrantes originales

64. Juan: Claro | no le pasa lo mismo a mi hijo por ejemplo

65. Fatima: Entonces claro en tu caso fue | tus padres quienes emigraron a:: Argentina y tu ya
naciste alli

66. Juan: Si y senti muy fuerte las raices aqui y cuando me inserté en la sociedad y empecé a
ver como funciona esto me empezo a gustar mas | claro hay una una cosa que tengo que decir |
Argentina hoy en dia es un desastre para vivir | o sea yo no me identifico con los argentinos de
hoy en dia | me identifico con alguna tradicion si | si | pero nunca fui ese de escuchar ta::ngos
ni esa nostalgia ni melancolia me gustan algo los tangos como me puede gustar otra musica pero
| yo soy mas bien de rock sinfonico ((risas)) ehh | y cuando vine aqui no no la verdad que al
principio | no senti desarraigo es increible | y a mi me lo decian los eslovenos pero no sientes
desarraigo? | No:: | pero si yo me siento asi yo me siento mas esloveno es increible

ENTREVISTADO 5

1. Fatima: Bueno entonces | la primera pregunta:: | ehh es | si cuando:: regresaste a Eslovenia
| ehh tuviste algun tipo de dificultad en el colegio | por | el hecho de provenir de otra cultura no?
Y no haber | recibido no haber ido al colegio en esloveno o no haber aprendido esloveno alli |
tuviste alguna:: | alguna dificultad?

2. Tomas: Mm bueno yo vine | a Eslovenia:: ya con veinte anos asi que lo que es escuela primaria
secundaria no lo hice aqui | ehh pero si hice un afio de:: universidad | que diria que:: si me costo
bastante | de hecho acabé abandonando | en gran medida por eso

3. Fatima: Por el idioma

4. Tomas: Si | como te comenté anteriormente no soy muy bueno aprendiendo | idiomas y eso y
me manejo con el inglés | que poseo | pero | bueno

5. Fatima: Ehh y bueno supongo que después aunque dejaste:: el colegio bueno la universidad
en este caso seguiste no? Estudiando:: esloveno o lo dejaste? | Y te manejas con el inglés en todo
momento

6. Tomas: No me enorgullece decirlo pero si lo dejé

7. Fatima: Aha vale vale vale de acuerdo

8. Tomas: Fui digamos que fui | mas o menos aprendiendo un poco mas hablando intentando
hablar con gente y eso pero | nunca me senti comodo con el esloveno

9. Fatima: Vale | y:: con el espanol | es decir cuando tu volviste a Eslovenia | realmente td eres
hispanohablante nativo légicamente

10. Tomas: Si

11. Fatima: Pero una vez tu vienes a Eslovenia el espanol pasa a ser lengua de herencia entonces
| cuando volviste a Eslovenia y tuviste que usar el espafiol sentiste que era distinto al del resto
de:: hispanohablantes?

12. Tomas: Ehh por fortuna no los hispanohablantes con los que:: mas contacto son también
argentinos asi que | de esa manera digamos que nos manejamos todos con el mismo | las mismas
expresiones o0 acento | este:: | pero en el trato con otras personas que no hablan el mismo acento
argentino que es | dentro de la cultura hispanohablante particular digamos | ehh se nota algo de
diferencia pero nunca le di demasiada relevancia

13. Fatima: Vale vale estupendo | bien ehh | notaste alguna alguna diferencia o algun
cuestionamiento en en pues por ejemplo en tu:: acento:: tu Iéxico:: u otro aspecto?
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14. Tomas: Diria que en general no pero siempre existe alguna algun que otro momento en el
gue | se le escapa a uno una expresiéon | bastante particular también de nuestro idioma que quizas
| el interlocutor no:: conoce no tiene por qué conocer y te preguntan no? Pero eso qué quiere
decir? | Bueno pero mas alla de eso no realmente no he tenido problemas

15. Fatima: Estupendo estupendo vale | cuando una vez en Eslovenia has estudiado otras
lenguas? | Aparte del esloveno? | Bueno entiendo que inglés por lo que me has dicho no?

16. Tomas: Si aunque bueno mi tema con el inglés e::s | particularmente por mi cuenta no porque
lo haya estudiado en escuela o nada de eso | pero curiosamente ((risas)) el afio que hice de
universidad aqui en Eslovenia fue estudiando japonés

17. Fatima: Ahh estudiaste japonés?

18. Tomas: Quiza fue | quiza fue una combinacidn en la que no debi haberme metido pero bueno
((risas)) | uno intenta cosas

19. Fatima: Y por qué por qué elegiste japonés concretamente?

20. Tomas: Ehh originalmente habia optado po::r | hacer una combinacion de | espafiol | con |
también con esloveno como para | poder entender mejor pero no entré en | en esa carrera digamos
| y la segunda opcion que habia puesto era japonés | a la que si entré ((risas)) y bueno me vi
ahi:: y dije no es lo que quiero pero bueno intentémoslo finalmente | digamos que fracasé pero |
es una experiencia

21. Fatima: Claro claro entonces tu estudiaste e::n Filofaks? | La:: espafiol y japonés | la:: el
grado o sea los estudios de espafiol y japonés

22. Tomas: No solo japonés era

23. Fatima: Ah solo japonés vale vale

24. Tomas: Si

25. Fatima: Mm eh crees que el hecho de ser hispanohablante te:: ha facilitado de algin modo |
acceder al mercado laboral?

26. Tomas: Ehh | no | donde me manejo con lo que yo hago no influye demasiado saber o no
espaifiol la verdad | asi que no podria decir que eso sea ningun tipo de ventaja

27. Fatima: Y crees que puede tener otra otro tipo de ventajas el hecho de hablar espafiol aqui
en Eslovenia? | Algun tipo de ventaja no sé socialmente o::

28. Tomas: Quiza podria ser hay bastante gente que sé que esta aprendiendo espafiol o que les
interesa aqui asi que | siempre es al menos tema de conversacién

29. Fatima: Bien bien | has hecho algo para mantener el contacto con la cultura hispana aqui en
Eslovenia? | Alguna asociacio::n o algin movimiento cultural?

30. Tomas: Si | de hecho | bueno los amigos que tengo son | también argentinos y:: en algun
momento se habia intentado formar un grupo de argentinos de varios hay muchos que ni siquiera
conocia este:: | hubo un par de reuniones creo que hicimos unas tres o cuatro pero después por |
equis razén | no sé mucha gente dejoé de venir y el tema | se quedd ahi | pero bueno con algunos
amigos mantengo el contacto y:: | cuando podemos o podiamos diria ahora en esta cuarentena
gue estamos teniendo ((risas)) ehh nos juntdbamos y eso | de hecho con con un par de amigos
de vez en cuando trabajamos en algunos proyectos

31. Fatima: Ah muy bien | eh | tu tienes algun familiar cercano que haya nacido ya en Eslovenia?
32. Tomas: Ehh no | quitando a mi papa que no ha nacido ((risas)) y no entra en el rango de la
pregunta no no tengo ningun familiar

33. Fatima: Vale no el objeto de la pregunta era saber si | en el caso de que tuvieras pues no lo
sé algun | primo sobrino:: lo que sea | el objetivo de la pregunta es saber si se le inculca o se le
estd inculcando la cultura hispana

34. Tomas: Podria:: responder un poco ahi porque al menos | conozco los hermanos de los amigos
gue te he comentado | que algunos son chiquitos | y diria que si se les | se les incentiva hablar |
espafiol | en las casas algunos hablan espafiol con los hermanos | intentan conversar en | en
nuestro idioma no? Con ellos | diria que si he visto otro caso de:: otra chica que directamente en
la casa no hablan espafiol y la nena | nunca lo habld | y no lo habla | no sé diria que hay de | hay
de todo
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35. Fatima: Hay de todo | muy bien | y ya llegamos a la Ultima pregunta que es | eh si te sientes
identificado mas | con una cultura o con otra con la hispana con la eslovena o con las dos por igual
36. Tomas: Ehh | habiendo | vivido | veinte afios alli en Argentina diria que no puedo | separarme
de:: esa cultura | ni aunque quisiera es algo que uno lo termina llevando en la sangre

37. Fatima: Claro

38. Tomas: Asi que | al final del dia:: diria que | necesariamente me siento mas identificado con
Argentina
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ABSTRACT

Vocabulary acquisition through reading has been repeatedly studied in second language learning
research and several recent studies conclude that incidental learning through reading needs to be
complemented with intentional learning activities that target specific words. These learning
opportunities are potentially present in graded readers (i.e., books adapted to the proficiency level
of the learners). Seeking to contribute to this growing area of scholarship, this study analyzes the
activities in 10 elementary Spanish graded readers. The framework used to measure the activities'
quality is Nation and Webb's (2011) Technique Feature Analysis (TFA). Results show that graded
readers include only a low number of activities explicitly focused on vocabulary. In addition, TFA
scores were extremely low for most of the activities. Overall, the study indicates the necessity of
increasing the quantity and quality of vocabulary activities in these books.

Keywords: Intentional vocabulary acquisition, Technique Feature Analysis, Spanish graded readers,
Incidental learning

RESUMEN

La adquisicién de vocabulario a partir de la lectura se ha estudiado repetidas veces en la investigacion
sobre aprendizaje de segundas lenguas y varios estudios demuestran la importancia de
complementar el aprendizaje incidental en la lectura con actividades intencionales de aprendizaje de
Iéxico. Un tipo de lectura que brinda esta oportunidad son las lecturas graduadas (es decir, libros
adaptados al nivel de los estudiantes). Tratando de contribuir a esta area de estudio, este trabajo
evalla las actividades incluidas en 10 lecturas graduadas de nivel elemental de espafiol. El marco
tedrico utilizado para medir la calidad de las actividades es Nation y Webb (2011): Technique Feature
Analysis (TFA). Los resultados muestran que las lecturas graduadas incluyen un nimero limitado de
actividades explicitas de vocabulario y que la mayoria tienen un TFA bajo. Estos datos confirman la
necesidad de incrementar la cantidad y calidad de las actividades de vocabulario en estos libros.

Palabras clave: Adquisicion de vocabulario intencional, Technique Feature Analysis, Lecturas
graduadas en espafiol, Aprendizaje incidental
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1. INTRODUCTION

As Horst (2010) demonstrates, the classroom environment does not provide enough
lexically rich input for students to learn the necessary vocabulary to understand most words
in a given text in their L2. Concretely, when she analyzed the words used by a teacher in a
language classroom in every session of a 9-week course, she discovered that many words
that would be useful for the students were either not introduced at all or repeated only a
few times, making it difficult for incidental learning to take place. In this context, reading,
and extensive reading in particular, can be seen as a welcome addition to provide learners
with the additional input that they need to develop a broad lexicon. The practice of extensive
reading has thus been considered as a complement to other language learning practices
that students engage in during L2 classes. Indeed, reading has a demonstrated impact on
reading comprehension (Martinez, 2017; Yamashita, 2008) and on the development of a
positive attitude towards L2 reading (Brantmeier, 2005; Martinez, 2017; Saito, Horwitz &
Garza, 1999; Sellers, 2000; Yamashita, 2004; Yamashita, 2013).

When it comes to vocabulary learning, there is currently a broad consensus that it is
possible to achieve some, although limited, incidental vocabulary learning through reading
(Pellicer-Sanchez & Schmitt, 2010; Pigada & Schmitt, 2006; Schmitt, 2008; Teng, 2014).
However, the extent of such learning is very variable across studies and learners, and many
researchers are now proposing to use a more explicit approach to vocabulary
learning/teaching, even in the context of reading activities (Eckerth & Tavakoli, 2012;
Pellicer-Sanchez & Schmitt, 2010; Pigada & Schmitt, 2006; Schmitt, 2008; Teng, 2014).
Specially, the idea is to complement non vocabulary-focused reading comprehension
exercises, which do not explicitly tap into any determined set of target words, with
intentional vocabulary learning exercises focused on specific word-learning goals. This
combination of incidental and intentional vocabulary learning opportunities aims to tap into
both explicit and implicit lexical learning, thus increasing the chances of learning new target
words.

Graded readers can potentially satisfy these requirements. By using graded readers,
students have the chance to complement incidental vocabulary learning through reading
with activities focused on specific words. However, while graded readers' structure seems
promising, the exercises’ effectiveness will affect the amount of lexical learning that can
realistically happen when using these books.

The present study is designed to examine the quality of the activities in a series of
graded readers. The framework Technique Feature Analysis, proposed by Nation and Webb
(2011), is used to measure these exercises. No previous study has used this framework
before to evaluate the quality of the activities in these types of books. In other words, the
aim of this article is to evaluate the activities included in ten graded readers for beginner
learners of Spanish to analyze the effectiveness of these books in developing lexical
knowledge.
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2. LITERATURE REVIEW
2.1. Reading and vocabulary learning

Hulstijn (2001) defined incidental vocabulary learning as the learning of vocabulary
produced by any activity not explicitly focused on vocabulary. A number of studies on
incidental word acquisition have focused on learning through reading (Eckerth & Tavakoli,
2012) and have specifically looked at the number of exposures to a target word necessary
for students to learn said word. Findings in this area do, however, show significant variation
across studies given the multifaceted nature of word knowledge. For instance, five
exposures could be sufficient for orthographic recognition of a new word but not enough to
develop a strong association between the word's form and its meaning (Brown, Waring &
Donkaewbua, 2008; Pellicer-Sanchez & Schmitt, 2010; Pigada & Schmitt, 2006; Webb,
2008). As an example of such studies, Pellicer-Sanchez & Schmitt (2010) measured the
acquisition of the spelling, word-class, and meaning of 34 words both at the receptive and
productive level when reading a novel. The authors concluded that ten exposures allow
students to learn spelling and recognition aspects. However, more than ten repetitions are
needed to correctly recall a new word and know its word class. For this reason, they
highlighted the importance of explicit vocabulary learning activities to consolidate the
potential of incidental learning that takes place through mere exposure, a conclusion that
was shared by Pigada & Schmitt (2006). The latter authors evaluated the acquisition of
word meaning, spelling, and grammatical behavior in one French student reading four
different graded readers. They examined whether one month of extensive reading enhanced
knowledge of a total of 133 target words. Results demonstrated that even after 20
repetitions the learner had trouble retaining some of the words' meanings, indicating that
repetition alone is an insufficient learning tool. This is particularly clear when considering
that the student involved in this case study was a highly motivated learner, thus the
incomplete learning cannot be due to limited motivation. The obvious conclusion is again
that incidental vocabulary learning needs to be supported by additional intentional focus on
target words. On the same page, Teng (2014) proposes that explicit word-recall tasks
should be included in any vocabulary learning endeavor, even when reading is involved.

In conclusion, available evidence shows that reading alone can slightly enhance a
variety of word knowledge aspects when repeated encounters are ensured, but that, at the
same time, explicit vocabulary learning tasks are expected to dramatically improve the
learning rate of specific target words from the text (Hulstijn, 2001; Schmitt, 2008). One
type of book that provides opportunities to meet both requirements is graded readers. On
the one hand, they provide level-appropriate reading materials to the learners, by
containing a majority of words that students are expected to know at a specified level, while
also providing exposure to lower-frequency words relevant to the story. On the other hand,
most of these books include activities that tap into different skills, such as grammatical
knowledge, vocabulary learning, or reading comprehension. Finally, graded readers are
known for positively affecting L2 learners' attitudes towards reading as they cultivate
confidence, foster enjoyment, and decrease reading anxiety (Martinez, 2017; Rodrigo,
2016; Rodrigo, 2011).

Therefore graded readers appear to be an excellent tool to complement incidental
vocabulary learning through reading with activities focused on specific words. However,
before we get to any conclusion, it is essential to measure the quality of the activities to
understand the amount of lexical learning that students can learn when using these books.

105



The present study aims to analyze the activities (both those explicitly aimed at vocabulary
learning and those that do so implicitly) included in a series of graded readers aimed at
beginner learners of L2 Spanish. The next section thus addresses the different models that
have been used over time to evaluate the effectiveness of several types of exercises in
developing lexical knowledge.

2.2. Ways to assess the effectiveness of reading activities for vocabulary learning

Two models have been used so far to determine pedagogical activities’s usefulness for the
purposes of lexical learning: Laufer & Hulstijn’ (2001) Involvement Load Hypothesis (ILH)
and Nation and Webb’s (2011) Technique Feature Analysis (TFA). ILH builds a motivational-
cognitive construct that is based on the assumption that deeper processing results in better
retention (Craik and Lockhart, 1972). The model consists of three components: need,
search, and evaluation. Need is the motivational component and can be moderate (1 point),
if an external agent imposes the activity, or strong (2 points), if the task is self-imposed by
the student. The two other components constitute the cognitive dimension. Search is the
attempt to find the meaning or the form of an unknown L2 word (e.g., by consulting a
dictionary or a teacher). Evaluation entails comparing the different meanings of a word, or
comparing similar words to choose the one that best fits in a specified context. If the task
demands students to compare the difference between words' meanings or choose between
several meanings of a word (as in a fill-in-the-blanks activity where the target words are
provided), it is considered moderate. If the evaluation requires a decision about combining
several words with the target word (as in an original sentence or text), it is considered
strong. Each of the three factors can be absent (0 points) or present to a higher or lower
degree, receiving 1 or 2 points respectively. The sum of the scores obtained for need,
search, and evaluation represents the total ILH of a given task, with six being the highest
ILH possible. Hulstijn and Laufer (2001) provide two examples of tasks to explain how the
involvement loads can vary. In task one, students have to write sentences with words
provided by the teacher. The task induces a moderate need, as it was imposed by an
external agent, no search, because the words were given, and strong evaluation, as
students have to write an original text. The final score of this activity would thus be 3 (1 +
0 + 2). In the second task, students have to read a text with relevant words glossed, and
answer comprehension questions. Need is moderate because it is imposed by the teacher,
and search and evaluation are not present in this task because the meaning of the new
words are provided. This activity's involvement load is of 1 (1 + 0 + 0), meaning that this
activity should be less effective to learn vocabulary than task one.

Several studies have examined the efficacy of ILH. Hulstijn & Laufer (2001) measured
the retention of ten words by adult English as a Second Language (ESL) students in Israel
and Netherlands after the completion of three different tasks: reading comprehension with
marginal glosses, with an involvement index of 1 (moderate need, no search, and no
evaluation), reading comprehension plus fill-in-the-blanks, with an involvement index of 2
(moderate need, no search, and moderate evaluation), and writing a composition using
target words, with an involvement index of 3 (moderate need, no search, and strong
evaluation). The findings related to the students in Israel were in line with the predictions
of the ILH. The composition group scored higher than the reading plus fill-in students, and
this group scored higher than the reading with glosses group. However, students of the
Netherlands obtained higher results in the composition group but the two remaining groups
did not show significantly different results. This latter set of data, thus, only partially

106



supports the ILH's predictions. Following Hulstijn & Laufer (2001), Kim (2008) used the
same three tasks (i.e., reading with marginal glosses, reading plus fill-in, and writing a
composition). The results were similar to those obtained by the Netherlands students in
Hulstijn & Laufer (2001) experiment. Writing a composition, the task with the highest ILH,
had the best score and, as in Hulstijn & Laufer (2001), there was no significant difference
between reading with marginal glosses and reading plus filling-in. Finally, Keating (2008)
measured retention after completing different tasks with beginning learners of Spanish. In
line with the predictions of the ILH, retention was highest in the task with the highest
amount of involvement (sentence writing using target words), lower in the reading plus
filling task, and lowest in the reading with glosses. In sum, ILH has received support in the
literature, based on evidence of its usefulness, but critics have also arisen who defend that
other factors may be more (or just as) important than the three aspects taken into account
in ILH in how words are ultimately remembered in the long term.

For example, Keating (2008) and Kim (2008) measured the role of time on task and
partially criticized ILH because it does not consider this important factor. Likewise, Folse
(2006) selected three tasks: one fill-in-the-blank exercise, three fill-in-the-blank exercises
(i,e., the same words were practiced three different times), and one original sentence
writing exercise. From the perspective of ILH, the third task was supposed to have the best
effect on learning but, when time on task was controlled, students doing activity 2
outperformed learners doing the other two tasks. Based on these results, the author claimed
that "the important feature of a given L2 vocabulary exercise is not the depth of word
processing but the number of word retrievals required" (Folse, 2006, p.273). Moreover,
Eckerth & Tavakoli (2012) worked with advanced learners of L2 English to investigate the
effects of the variables' word exposure frequency' and 'elaboration of word processing' on
word retention. Results showed that the elaboration with which unfamiliar words are
processed is more relevant to word retention than repeated encounters with the same
words. Finally, two more recent studies partially support ILH. Zou (2017) compared a cloze
task, a task that required writing a sentence, and another that asked students to write a
composition, and found that the first one (1+0+1) promoted less learning than both writing
tasks (1+0+2), which supports the ILH. However, the composition-writing outperformed
the sentence-writing even though they were accorded the same load. Yang et al. (2017)
showed that the task with the lowest involvement load (comprehension only) was
outperformed by sentence writing and cloze task as predicted by the ILH. Nevertheless, no
difference was found between the students' performance on the cloze task (1+0+1) and
the sentence-writing task (1+0+2).

In 2011, Nation and Webb created another theoretical framework: Technique Feature
Analysis (TFA). TFA introduced more criteria to operationalize depth-of-processing than
those in the ILH. This framework has five components: noticing, retrieval, generation,
motivation, and retention. These factors are formed of different criteria, and each of these
criteria can have a score of one, if it is present, or zero if it is absent (Nation & Webb, 2011).
As seen in Table 1, the highest possible score for an activity is 18, and, as in ILH, the higher
the score, the better the activity.
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CRITERIA SCORES

Motivation

Is there a clear vocabulary learning goal? 0 1
Does the activity motivate learning? 0 1
Do the learners select the words? 0 1
Noticing

Does the activity focus attention on the target words? 0 1
Does the activity raise awareness of new vocabulary learning? 0 1
Does the activity involve learning? 0

Retrieval

Does the activity involve retrieval of the word? 0 1
Is it productive retrieval? 0 1
Is it recall? 0 1
Are there multiple retrievals of each word? 0 1
Is there spacing between retrievals? 0 1
Generation

Does the activity involve generative use? 0 1
Is it productive? 0 1
Is there a marked change that involves the use of other words? 0 1
Retention

Does the activity ensure successful linking of form and meaning? 0 1
Does the activity involve instantiation? 0 1
Does the activity involve imaging? 0 1
Does the activity avoid interference? 0 1
Maximum score 18

Table 1. Technique Feature Analysis (adapted from Nation and Webb, 2011, p. 7)

Motivation is related to whether the activity has a clear vocabulary goal and motivates
learning. Noticing concerns whether the activity focuses attention on the target words or
not and if the activity involves negotiation. Regarding retrieval, the authors differentiate
between receptive and productive retrieval, the number of retrievals, and spacing between
them. They also determine if the activity focuses attention on recall or recognition of the
target words. Generation involves encountering (receptive generation) or using (productive
generation) a word in a novel context. Fill-in-the-blanks exercises with previously taught
words entail receptive generation, while sentence production activities involve productive
generation. Finally, retention focuses on whether the activity ensures successful linking of
form and meaning and if the activity involves instantiation or imaging, and whether or not
it avoids interference.

Nation and Webb (2011) made a scoring comparison between ILH and TFA on
different vocabulary activities, and they found some disagreements between these two
frameworks. For example, upon calculating the final score for a fill-in-the-blanks activity,
this task had a low TFA score (8 out of 18) but a high ILH score (4 out of 6). These diverging
results entail different predictions depending on what framework is used when evaluating
an activity. Therefore, a few studies have empirically examined and compared such
predictions. Hu and Nassaji (2016), for example, contrasted TFA and ILH in four different
tasks (i.e., reading a text with multiple-choice items, reading a text and choosing
definitions, reading plus fill in the blanks, and reading and rewording the sentences) with
adult ESL students who aimed to learn the meaning of 14 unknown words. These learners
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were divided into four groups and completed one of four vocabulary activities ranked
differently by TFA and ILH. The results showed two important conclusions: (1) TFA was
more accurate than ILH in predicting vocabulary learning gains during task performance
and in pretest to post-test vocabulary gains, and (2) form-focused tasks (i.e., activities
directly related to the target words) were more productive to gain lexical learning. Gohar,
Rahmanian, and Soleimani (2018) also worked with ESL students to assess the diverging
predictions of TFA and ILH into three different activities (i.e., sentence making, composition,
and reading comprehension). This investigation concludes that, although none of the
vocabulary frameworks predicted vocabulary learning entirely, TFA was better than ILH at
predicting the pretest to post-test score change, but was not as useful to predict students’
learning during the task. Finally, Zou et al. (2018) compared four different vocabulary tasks
to evaluate the TFA predictions' effectiveness. The post-test results were consistent with
the TFA checklist, and the authors approved the reliability of this framework to measure
word learning activities. The present study will rely on TFA, rather than ILH, as results from
previous literature seem to indicate that it is more precise and accurate to determine the
quality of a specific vocabulary learning task.

3. RESEARCH QUESTIONS

This investigation aims to use the TFA framework to assess the usefulness of the exercises
included in ten graded readers for L2 Spanish beginner learners and, therefore, answer the
two following research questions:
(1) How many explicit vocabulary exercises are included in each book's total number
of activities, as compared to other types of reading comprehension or grammar exercises?
(2) What TFA scores do all the books' activities have, both those that explicitly tap
into lexical learning and those that may do so more implicitly?

4. METHODS

4.1. Corpus

Ten graded readers were randomly selected from a pool of books from a variety of
publishers from Spain. It needs to be said here that locating published graded readers from
publishers that were not from Spain was extremely difficult, thus explaining the selection
bias towards Spanish books. As a consequence, six of the stories take place in Spain, while
only four take place in three different Latin American countries (Costa Rica, Cuba, and two
of them in Mexico). Based on CEFR standards (Common European Framework Reference
for Languages), the level of all the graded readers analyzed was between Al and A2,
ranging from El secreto de su nombre, an introductory Al level book, to La llamada de la
Habana with a high A2 level. In other words, these graded readers are focused on beginner
learners but have different publication years, editorials, and activities. The reason for this
diversity is to have a sample as much heterogeneous as possible to replicate the graded
readers market at the elementary level of Spanish. By doing so, we will be able to
understand what type of activities are proposed at this specific level.
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TITLE

Muerte en Valencia
La sombra de un
fotdgrafo
El secreto de su
nombre
Me llamo Yago, Yago
Ayala
La llamada de la
Habana
Fantasmas en la
escalera
Dos semanas con los
ticos
Ojala que te vaya
bonito
Amnesia
Historia de una
distancia

YEAR OF PUBLISHER LEVEL WORDS USED NUMBER
PUBLICATION OF
ACTIVITIES
1987 Edelsa Level 1 n/a 0
1991 Santillana Level 1 Less than 400 46
2014 Santillana  LNtroductory .. than 300 36
level
2014 EnClaveELE Al- A2 500 words 22
2003 Difusidn A2 + n/a 12
2009 Difusion Al n/a 3
2008 Difusién Al- A2 n/a 14
2014 Difusidn Al- A2 n/a 17
2002 Edinumen Initial Level n/a 26
2001 Edinumen Initial Level n/a 23

4.2. Activities in the books

Table 2. Graded Readers

In addition to the text itself, most graded readers include activities to work on listening and
reading comprehension, oral and writing production, and vocabulary and grammar
acquisition. Only one of the books, Muerte en Valencia, has no activities and Fantasmas en
la escalera has only three. On the other hand, La sombra de un fotégrafo and El secreto de
su nombre have the most activities with 46 and 36, respectively. The rest of the graded
readers include around 20 activities each.

ACTIVITIES
Word cards
Completing a word
parts table
Writing using target
words
Using the
technique

keyword

Filling in the blanks

Finding the words in
the text

FINAL
SCORE
11
9
8

8

EXAMPLE

An activity that uses cards to help students to remember the
meaning of the words.

An activity that asks students to use prefixes to form new
words.

An activity that involves oral or written production using
specific words.

An activity that requires students to use what a word sounds
like to visualize something memorable that will help them
later recall the definition.

An activity that requires students to complete a sentence
with a word retrieved from memory.

An activity that asks students to find sentences in the text
about a specific topic.
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Reading plus fill in 7
True/ False 6
statements

Multiple-choice items 6

about a given text

Rewording sentences 6
Reading the words, 6
choosing the definition

Reading with glosses 5

An activity that involves completing a text or a sentence with
words from a list.

An activity that involves students to answer comprehension
questions about a given text using true and false statements.
An activity that asks students to answer comprehension
questions about a specified text with multiple-choice
options.

An activity that asks students to rewrite a sentence.

An activity that requires students to join different
expressions with their meanings

An activity that focuses attention on the reading of a text

with the help of glosses.

Table 3. TFA applied to 12 different activities (adapted from Nation and Webb, 2011)

As an illustration of how the TFA framework could help define the characteristics of
L2 pedagogical activities from the perspective of vocabulary learning, Nation and Webb
(2011) calculated the TFA scores of 12 different activities shown in Table 3. Most of the
graded readers' activities were listed in those TFA analyses, but some exercises from the
books were not considered in the original table presented by the authors. To evaluate all
the activities in the books, three different Spanish teachers were asked to assess them
using the TFA framework. In the first round of ratings, two teachers attributed a TFA score
to each of the tasks and reached 80% of inter-rater agreement. In a meeting, the
differences in the tasks' scores were discussed to reach an agreement. Based on those
agreements, they wrote a detailed document with instructions on how to calculate TFA
scores. A third rater was then invited to use the document to rate the 20% of activities
where a consensus had not been initially reached. The final inter-rater agreement between
the three final raters for those activities reached 100%. Finally, the activities that did not
match any of the activities in Table 3 were organized in Table 4. The description, final TFA
scores, and examples of the types of activities that were not in the original study by Nation
and Webb (2011) are provided in this table.

ACTIVITIES FINAL EXAMPLE
SCORE

Look for words in the dictionary 8 An activity that focuses attention in a word to look
up the meaning.

Find information related to a 7 An activity that asks students to look up

topic information on the internet.

Look up target words and use 9 An activity that asks students to find words in a

them in oral or written text and write a text with them.

production

Join columns based on a given 6 An activity that focuses attention on reading

text comprehension and asks students to link the
information in the columns.

Identify similar words. 7 An activity that focuses attention on target words
and asks students to link the information in the
columns.

Reading and listening plus fill in 6 An activity that requires students to read or listen

about a text

to a story and answer questions about it.
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Read plus verify the information 6 An activity that asks students to read a story and
verify the information previously listened

Writing or speaking without 7 An activity that asks students to talk with other

target words students about a specific topic

Writing or speaking based on an 8 An activity that asks students to describe a photo

image

Writing or speaking specific 10 An activity that requires students to write the

vocabulary based on an image correct word to identify each illustration

Identify cognates 6 An activity that asks students to recognize the
words that are cognates.

Crosswords 9 An activity that requires students to complete a
crossword based on definitions or in a picture.

Write a list of words about a 9 An activity that asks students to think about a

specific topic. topic and write words related to it.

Inflectional morphology 6 An activity that asks students to write the plural

of a word or its conjugation.

Table 4. TFA scores and description of the activities that were not listed in Nation and Webb (2011)

5. RESULTS

The number of activities included in the analyzed graded readers varied greatly across
books. While most of the books analyzed had between 15 to 25 activities, two of them
included several tasks much higher than the rest: E/ secreto de su nombre (36 activities)
and La sombra de un fotégrafo (46 activities), both published by Santillana. On the other
hand, Fantasmas en la escalera included only three activities, and Muerte en Valencia did
not propose any activities. In this context, not all books presented the same potential in
terms of how much vocabulary could be learned through explicit activities. However, a book
with few activities focused on vocabulary learning may be more efficient in developing
lexical knowledge than a book with multiple activities that do not tap into specific vocabulary
at all, or do so with a very low TFA.

Therefore, all books’ activities were classified into (1) explicit vocabulary activities
and (2) other activities that did not explicitly tap into any specific target words to learn.
This second set of activities, however, could potentially require readers to use new
vocabulary or, at least, understand it, in order to answer reading comprehension questions,
for example. Thus, the main difference between both was that the former type of exercises
would explicitly aim at practicing and using a specific set of target words whereas the latter
would not specifically target any word in an explicit way. Table 5 provides a list of the total
number of activities in each book and the number of vocabulary-focused and non
vocabulary-focused activities. As evidenced in the table, vocabulary is rarely at the center
of the activities. Only in Fantasmas en la escalera are all the activities, albeit limited in
number, explicitly focused on vocabulary acquisition. The rest of the books include less than
40% of vocabulary oriented activities. For instance, in Me llamo Yago, Yago Ayala only 4.5%
of the total activities explicitly address lexical learning, La llamada de la Habana includes
12 activities, but none of them focus on vocabulary learning, and only 8.7% of the activities
in La sombra de un fotdgrafo are geared towards the learning of specific words. This last
graded reader deserves a special mention because it includes 46 activities, and only four of
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them are focused on vocabulary, which indicates that the inclusion of an overall high number
of exercises does not necessarily entail an increase in vocabulary activities. In the same
way, a clear relation between publishers and vocabulary activities was not found. In other
words, graded readers from the same publisher had different proportions of vocabulary
activities with no apparent preference among publishers for more, or less, vocabulary-
oriented activities. For example, La llamada de la Habana, Ojala que te vaya bonito, and
Fantasmas en la escalera are published by Difusion, but the first book includes 0% of
vocabulary activities while the second includes a total of 41.2% and the latter a total of
100% of such activities.

EXPLICIT OTHER TOTAL NUMBER OF

VOCABULARY ACTIVITIES ACTIVITIES

ACTIVITIES
Ojala que te vaya bonito 6 (35.3%) 11 (64.7%) 17 activities
Dos semanas con los ticos 4 (28.6%) 10 (71.4%) 14 activities
Historia de una distancia 8 (34.8%) 15 (65.2%) 23 activities
La llamada de la Habana 0 (0%) 12 (100%) 12 activities
Me llamo Yago, Yago Ayala 1 (4.5%) 21 (95.5%) 22 activities
Amnesia 9 (34.6%) 17 (65.4%) 26 activities
La sombra de un fotografo 3 (6.5%) 43 (93.5%) 46 activities
El secreto de su nombre 7 (19.4%) 29 (80.6%) 36 activities
Fantasmas en la escalera 3 (100%) 0 (0%) 3 activities
Muerte en Valencia 0 (0%) 0 (0%) 0 activities

Table 5: Number of vocabulary focused vs. non-vocabulary focused activities

In order to address the second research question, we further explored the TFA of all
the activities in the graded readers. Table 6 lists the average TFA scores of the activities in
each graded reader and the number of activities in each book that pertain to the following
ranges of TFA scores: 0-5, 6, 7-8, 9-10, 10+. As a reminder, a higher TFA indicates that
the activity is expected to better serve the students in learning new vocabulary, and the
maximum TFA score is 18.

ACTIVITIES 0-5 6 7-8 9-10 +10
AVERAGE

SCORE (TFA)
Ojald que te vaya bonito o o
(17 activities) 6.88 0 8 (47.1%) 9 (52.9%) 0 0
Dos semanas con los o o o
ticos (14 activities) 6.57 0 9 (64.3%) 4 (28.6%) 1 (7.1%) 0
Historia de una distancia o o
(23 activities) 6.39 0 16 (69.6%) 7 (30.4%) 0 0
La llamada de la Habana 6 0 12 (100%) 0 0 0

(12 activities)
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Me llamo Yago, Yago
Ayala (22 activities)

Amnesia (26 activities) 6.4 0 15(57.7%) 7(26.9%) 4 (15.4%) 0O
La sombra de un

6.18 0 19 (86.4%) 3 (13.6%) 0 0

0, 0, o,
fotégrafo (46 activities) 6.21 0 41 (89.1%) 4 (8.7%) 1(2.2%) 0
El secreto de su nombre o o o
(36 activities) 6.64 0 22 (61.1%) 12(33.3%) 2 (5.6%) 0
Fantasmas en la escalera o
(3 activities) 8 0 0 3 (100%) 0 0
Muerte en Valencia (0 0 0 0 0 0 0

activities)
Table 6. Activities Score

As evidenced in Table 6, most activities present low TFA scores, with all books, except
for one, having overall average scores that range between 6 and 7. Fantasmas en la escalera
is the graded reader with the highest average score, even though eight is far from the
maximum possible score of 18, and the book only includes three activities. Only four graded
readers have at least one activity with a score of nine: Dos semanas con los ticos (one
activity), Amnesia (four activities), La sombra de un fotégrafo (one activity), and E/ secreto
de su nombre (one activity). Finally, El secreto de su nombre is the only graded reader with
an activity that reaches a score of 10, which is the highest in this analysis. There are no
activities with a score lower than six and no activities with a score higher than 10.

6. DISCUSSION

Previous literature highlights the importance of incorporating explicit vocabulary learning
activities in otherwise incidental learning approaches based on repeated exposure to new
words through reading (Pellicer-Sanchez & Schmitt, 2010; Pigada & Schmitt, 2006; Schmitt,
2008; Teng, 2014). Because of their structure, graded readers have the potential of being
excellent tools to combine this type of complementary, incidental and intentional,
vocabulary learning opportunities. Indeed, these proficiency-adapted books offer repeated
exposures to target words and generally include activities at the end of the text. This
analysis aimed to respond to two questions that explore the usefulness of 10 beginner L2
Spanish graded readers for vocabulary learning:

(1) How many explicit vocabulary exercises are included in each book's total number
of activities?

(2) What TFA scores do all the books' activities have, both those that explicitly tap
into lexical learning and those that may do so more implicitly?

Upon analyzing the readers, it is evident that none of them focused their end-of-
book activities on specific vocabulary learning goals. In all the books, except for two,
vocabulary-oriented activities represented less than 40% of the total exercises proposed,
with some books including zero activities aimed at developing lexical knowledge. These
results indicate that graded readers' potential as tools for vocabulary learning is limited due
to the lack of opportunities for explicit lexical learning. This means that learners have to
rely almost exclusively on incidental learning through repeated exposure to learn new words
from the text. However, not only activities that are explicitly focused on vocabulary learning
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can promote such new word acquisition. For example, reading comprehension exercises can
require that learners go back to the text and use the new vocabulary to respond to the
questions, hence developing lexical knowledge in a more incidental way but with more
attention than by simple exposure through reading. Therefore, the second question
addressed the extent to which all activities, explicitly focused on specific target words or
not, could promote lexical acquisition, as evidenced by their TFA scores.

While the maximum possible TFA score for an activity is 18, most of the exercises
had a final score ranging between 6 and 8. This shows that the usefulness of those activities
for lexical development is relatively low overall. Nonetheless, these results are similar to
the ones presented by Nation and Webb (2011) when they analyzed a list of 12 different
activities, as most of the activities they studied also scored between 6 and 8. The highest
score found in their list was a word card activity with 11 points and a word part table activity
with 9 points. Two important conclusions can be drawn from this analysis. First, in this study
and in the examples proposed by Nation and Webb (2011) the results show that the final
score of tasks explicitly focused on vocabulary are higher than the score on non-vocabulary
focused activities. For this reason, this analysis claims for the inclusion of more vocabulary
focused activities on graded readers to complement the incidental learning approach of
reading and, therefore, increase the opportunities for lexical learning. Second, the fact that
no activities, either in this study or in Nation and Webb’s reach a score that is even close to
the maximum may also mean that the TFA framework includes too many variables to
actually reflect real activities.

This means that a revision of the framework may be needed to make it easier and
more useful for teachers. As a first step, it would be necessary to eliminate the points that
are not present in most of the exercises. From all the activities analyzed in this project,
there are five TFA criteria not presented in any of the activities and only presented in one
of the exercises introduced by Nation and Webb (2011). In other words, a number of the
criteria in the TFA framework are not relevant enough to evaluate the most important
activities for lexical development. As a second step, future studies should be focused on the
importance of each criterion. Although Nation and Webb (2011) give scores of one and zero
to each factor, it would be necessary to analyze if activities with different factors involved
but with the same TFA score have the same effectiveness. By doing so, language instructors
could use the TFA framework to choose the most valuable activities.

7. CONCLUSION

When the goal is vocabulary learning, graded readers can be useful in the L2 classroom.
These books provide an opportunity to learn new words incidentally through reading and
have the opportunity to complement this reading with activities that tap into different skills.
However, the exercises included in this study’s graded readers did not focus primarily on
lexical learning and, very few of the exercises presented a high TFA. Given that explicit
vocabulary learning tasks score the highest in terms of TFA, the most useful way to
complement incidental learning through reading would be for L2 teachers to design
additional exercises that tap into the specific words that they want their students to learn.
By letting students simply read the story and respond to the few available questions in the
graded readers, it would be unreasonable to expect much lexical learning to take place.
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One possible explanation for the lack of activities focused on vocabulary learning in
the graded readers analyzed can be the students' level. At the elementary level, graded
readers' tasks might have to be more focused on reading comprehension activities' to make
sure students understand the text's main ideas. When the student's level increases, graded
readers can dedicate more activities to work on grammatical knowledge and vocabulary
learning. For this reason, in future studies it would be relevant to include a broader range
of graded readers, which include books aimed at students with different levels of proficiency.

On the same page, a revision of the TFA framework is suggested by this study. Five
of the 18 criteria are not present in any of the activities analyzed in the graded readers and
are not relevant enough to measure vocabulary activities in the graded readers.
Furthermore, the TFA framework gives the same value to the 18 components. A future
study should analyze if a number of the criteria are more important than the others.
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ABSTRACT

This study examines and compares the English as a foreign language production of two groups of
speakers with respect to certain manifestations of the expression of the subject in discourse. One
of the groups consists of 12 advanced EFL university English majors living in Spain, the other of 9
adult Romance speakers having lived in an English speaking country for several decades. The
hypothesis is tested that subject inversion with unaccusative verbs and pronominal subject omission
when identified in discourse constitute fossilization phenomena as verified by their perseverance in
the second group of learners despite their long and rich exposure to the L2 and their frequent
interaction in it.

Keywords: English as a second/foreign language, (non) null subject language, fossilization, syntax/discourse
interface, adult language learning

RESUMEN

Este estudio examina y compara la produccion del inglés como lengua extranjera de dos grupos de
hablantes con respecto a algunas manifestaciones de la expresion del sujeto en el discurso. El
primero es de 12 alumnos espafioles avanzados de inglés como lengua extranjera al final de su
licenciatura en Filologia Inglesa, y el segundo de 9 hablantes adultos de lenguas romanicas
residentes en paises de habla inglesa durante décadas. Se intenta comprobar la hipdtesis de que la
inversion verbo-sujeto con verbos inacusativos y la omisidon de los sujetos pronominales
identificados por el discurso en la lengua nativa constituyen elementos de fosilizacion si su
pervivencia se mantiene en el grupo segundo, a pesar de su larga y abundante exposicién ala L2 y
su frecuente interaccion en la misma.

Palabras clave: inglés como lengua extranjera/segunda, lenguas de sujeto nulo, fosilizacién, interfaz
sintaxis/discurso, aprendizaje adulto de la lengua
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1. INTRODUCTION

The goal of this paper is to make the case for the fossilization of certain non-native
constructions of English as a second and foreign language (EL2, EFL, respectively. (2They
are related here to the expression of the subject by adult advanced Spanish learners
(mainly) as well as by other Romance language speakers. In order to do that, we will first
describe the concept of fossilization in L2 very briefly and concisely, its conditions and
possible causes. Then we will refer to some studies on fossilization about both the EFL of
advanced romance language students and of a romance language as a FL by advanced
English speaking students. Both are related to very similar manifestations of fossilization
dealt with here. Next, our data and hypotheses will be presented, comprising written and
spoken EFL/EL2 production of advanced adult romance speakers from both tutored and
untutored milieus, some living in Spain and others who have been living in an English-
speaking country for a long time but all of them having really started learning and/or being
exposed to the language in post-adolescence. They are presented to witnhess to our general
hypothesis that the kind of items referred to are true examples of fossilization. Finally, our
data will be discussed and some very brief comments will be made regarding how they
may impinge on the learning and teaching of the overt manifestations of the subject in
EFL.

Neither the linguistic features, the psycholinguistic mechanisms nor other kinds of
factors involved in L2 learning will be the central issue here since our interest is purely
factual, in the product, very concretely oriented and not directly concerned with the
specifics of the process. Our aim is not so much to look at the L2 knowledge of the learners
as to point to some particular linguistic elements and discourse constructions as candidates
for fossilization. We look at the English of advanced L1 Romance-speaking adult learners
and compare the linguistic production of two samples of them, one from last year L1
Spanish college English majors and the other from learners who have had many more
years of exposure and practice in the L2. The non-native constructions pointed out will be
referred to specific manifestations of an underlying linguistic description and some
comments will bear on the characteristics of the linguistic product and its acquisition.

This is a qualitative study so a quantitative analysis will not be carried out of the possible
contexts of actual native or non-native-like items with respect to a particular construction
from the production of these L2 learners (E2Ls. (2We just want to verify that the types of
items presented occur normally in the linguistic production of both groups in order to high-
light such “inconsistency” between native and non-native-like constructions present in the
L2 production. Furthermore, it is not our concern here whether these non-native
constructions only affect the level of externalization of the language or if they concern the
underlying L2 competence.

2. WHAT IS FOSSILIZATION

Selinker (1972) first called fossilization one of the features of L2 production whereby a
particular kind of (non-native) error! seems to persevere without wholly dissapearing
except in highly monitored tasks. This pervasive property of interlanguage (IL), or
transitional system of the L2 created by the learner, does not appear to be permeable, at
least in production, to either tutored or untutored abundant input, a fact which he ascribed
to neurological factors hindering the complete and permanent learning of certain structures
of the L2.
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Lightbown (1985) characterized it as the natural end of many aspects of the grammar
of adult L2 learners and Zobl (1980) hypothesized that fossilization is the result of
crosslinguitic influence in IL creation, which delays learning. Gass (1997) in her Input-
Output model of L2L mentions that fossilization occurs when input does not succeed in
restructuring the L2 learner’s linguistic system.

Summarizing with Savillle-Troike (2006), the term fossilization for L2Ls refers to the
fact that many of them will stop their IL development in some areas before reaching target
language norms. She points out as key factors in the process age, social identity,
communicative need and lack of motivation.

Han (2004, 2013) in her state-of-the art reviews on the topic and gathering information
from abundant studies and other summaries like Lightbown (2000, 2003) and Han & Odlin
(2006), states that in order to properly talk about fossilization certain preconditions have
to be met, like having the appropriate motivation to learn the language and getting both
abundant exposure and enough interactional practice. She also remarks that fossilization
is a local and selective phenomenon, affecting only certain individual elements of the
grammar, not the whole of it; that it truly becomes evident when the L2Ls use the language
to express their own meanings; and that L1 transfer is the major influence encompassing
it along with age-related maturational constraints. She also notes that fossilization belongs
in adult L2 learning rather than children’s, and that the following forces conspire towards
facilitating it: (a) the variable nature of the target structure (for example, an L2 apparently
displaying optionality between both presence or absence of S-V inversion or null subjects);
(b) non-robust input, because of a dearth of frequent contact with L2 native speakers and
real discourse; (c) crosslinguistic influence from an L1 unmarked usage, which may
happen, for example, when the L2 fossilizable structure has a wider distribution than in
the L1 (again, for example, the apparently optional presence of S-V inversion or null
subjects in L2 Spanish with respect to L1 English. (2Finally, she defends that fossilization
ought to be studied longitudinally in order to verify a well-established lack of progress in
those linguistic features supposed to have stopped in their development. All these are the
elements of her Selective Fossilization Hypothesis (2009. (2Thus, her notion about the
phenomenon could be summarized as a stable want of control of a second language
(feature) despite constant exposure to robust input.

In terms of the psycholinguistic factors involved in the process, Long (2003) adds that
the fossilization of a particular feature occurs because of lack of sensitivity to noticing the
difference between the L2 input and output. This, in turn, he notes, is proportional to the
perceptual saliency of the construction itself.

3. FOSSILIZATION IN ENGLISH L1/L2 AND ROMANCE L1/L2 LEARNING

The types of items discussed here are constructions found in the interaction of a Romance
L1 with EFL/EL2. They could be said to belong to what Sorace (2004) calls “soft syntax” or
grammatical aspects at the syntax-discourse interface, as these are L2Ls’ non-native
constructions occurring within a text, either written (as in the case of our group of
advanced college students) or oral (as in the interviews and lectures of our group of adults
having lived many years in an English-speaking country. (2She explains that they are not
purely formal non-native constructions, are intrinsically very hard to acquire and appear
late developmentally (Sorace & Keller 2005. (2This is so because of discourse aspects,
which might only be factored in if there has been a lot of rich environmental L2 input
exposure. Furthermore, adult L2Ls most probably behave here differently from child
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acquirers because, unlike the latter, whose knowledge of the correspondences between
grammatical forms and their functions is acquired without cross-linguistic influence, adult
L2Ls might be experiencing a competition of other factors as well, mainly related to their
L1 (Sorace 2004, 2005).

We will examine briefly some of the research that has been carried out in L2L with
respect to the expression of the subject. Though we distinguish between those studies that
have concentrated on the (external) syntax-discourse interface level from those that have
done so on the (internal) syntax-semantics one, things are not so clear-cut. It may be
simply a matter of where they have placed the weight of the linguistic computation giving
rise to the non-native constructions of their studies.

3.1 Research at the syntax-discourse interface level

Research in this area, at the level of the externalization of grammar and its interaction
with pragmatic-discourse factors in production, points to attrition in the knowledge of the
L2 relation between morpho-syntactic properties and discourse pragmatics or form-
meaning-function (FMF) mapping (Lardiere 2006, Montrul & Bowles 2009, Sorace &
Serratrice 2009, Han 2011; Han & Lew 2012. (2Besides, some of that research concludes
that fossilization may extend also to some structures at the internal syntax-semantics
interface (Montrul & Bowles 2009, Sorace & Serratrice 2009. (2

One of the phenomena that has been studied in Spanish L2 by L1 English speakers is
unaccusativity, which will also figure here in our own data. This is the property of certain
intransitive verbs whose internal NP theme argument is the syntactic surface subject
requiring inversion in Spanish according to contextual conditions. On the other hand, in
standard English, inversion requires the preverbal subject slot to be filled with the
pleonastic pronoun there?, e. g. Why did you send for more food? Because there came
many more people in the end (rather formal)/many more people came in the end vs
(Spa) porque (@) vino mucha mas gente al final/??porque mucha mas gente vino al
final. The interrogation marks show that though in Spanish S-V inversion might seem to
be optional in contextless syntactic terms, when the subject represents new information in
focus, inversion is required with such verbs3. Despite the fact that advanced adult L2Ls of
Spanish know rather early that both preverbal and postverbal subjects are syntactically
possible in Spanish they do not use them properly in discourse (cf., for example, Liceras
1989; Liceras & Diaz 1999; Al Kasey and Pérez-Leroux 1998; Hertel 2003; Lozano 2002,
2006; Montrul and Rodriguez Louro 2006; Dominguez, L. & Arche, M. 1. 2014. (2In the
case of tutored contexts, this is an aspect hardly practiced in class. The corresponding
construction is, thus, amenable to fossilization, or as Sorace (2005) calls it, “residual
optionality”, in the sense that some specific manifestation of it is implicitly considered
optional and there might lie the lack of ultimate attainment in proficiency.

Another area that has been the subject of studies about fossilization is the distribution
of null and overt subjects in romance languages: pronoun subjects may be null in null-
subject languages when referring to something already mentioned or understood in
context; overt ones are used when they refer to new participants in the predication or for
contrast with others (Fernandez-Soriano 1991)%. Advanced adult L2 learners from non-null
subject L1s soon learn that both null and overt subjects are possible in Spanish, but they
find it difficult to use them appropriately in discourse production, ruled as they are by those
FMF properties of the syntax-discourse interface (see, for example, Pérez-Leroux and Glass
1999; Liceras and Diaz 1999; Lozano 2003, 2006, 2009; Hertel 2003; Montrul 2005, 2006;
Sorace and Filiaci 2006; Belletti, Bennati and Sorace 2007, Pladevall 2013. (2
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Sorace (2005) found that near-native speakers of Italian overgeneralize overt subject
pronouns and preverbal subjects to contexts which would require null subjects and
postverbal subjects in native Italian. Obviously, these advanced speakers do not lack
syntactic knowledge and when they use null pronouns and postverbal subjects, they do so
correctly, that is, they have acquired a null subject grammar as shown in context-free
grammatical tasks. Again, it seems that the appropriate FMF mapping conditions for the
use of overt and preverbal subjects have not been learned as they present optionality
effects in their use. These may be due to the lack of specification of the interface features
[topic-shift] and [focus], as Sorace points out, which prevent the speakers from
interpreting overt subjects as shifted topics foci.

There is also research about residual optionality changes in the pronominal system of
native Italian speakers who have had very extensive exposure to English (Sorace 2000;
Tsimpli, Sorace, Heycock and Filiaci, 2004. (2Its results seem to show that these speakers
display a similar pattern of optionality as the English near-native speakers of Italian, since
they appear to extend overt subjects and preverbal subjects to contexts requiring a null
subject or a postverbal subject, both in production and in comprehension tasks. Thus,
there is an overlap between the end-state knowledge of English near native speakers of
Italian and the native knowledge of Italian near-native speakers of English with respect to
null/overt subjects and pre/postverbal subjects. In both cases, the speakers’ grammar
specifications licensing null subjects are in place but the syntax-discourse mapping rules
on pronominal subjects are affected by attrition. However, this occurs for different reasons:
in the case of the former group probably due to the lack of robust L2 data in their
environment and in the latter, just the opposite, because of the length of their exposure
to such robust input of contextualized native English, which has ended up permeating the
L1 with some of its interface conditions.

3.2 Research at the syntactic competence level

Although the studies reviewed so far restrict fossilization to the syntax-discourse interface
leaving syntactic knowledge intact, other studies suggest that this attrition might also
affect syntactic competence as well. These are studies that have used both oral or written
production tasks and grammaticality judgements, which might seem to be more directed
to the learners’ purely syntactic knowledge since no context is provided.

Lardiere (2007) presented a native speaker of Chinese, Patty, who had lived as an adult
in the USA for more than 20 years, with two grammaticality judgement tasks on English
adverb placement 18 months apart. She found that Patty’s knowledge of verb raising, as
related to adverb placement (for example, with respect to examples such as *the chef
cooked slowly the meat), was native-like but also that her verbal regular morphology
across both tasks might be considered fossilized (as compared with irregular verbs. (2The
findings of this study confirmed the results of a previous one looking only at production
tasks (Lardiere 1998. (2

The same attrition symptons have been found in EFL near-native Spanish speakers with
respect to that-trace effects in grammaticality judgments, fill-in-the blanks and wh-
question formulation tasks (Escutia 1999. (2The presence of the complementizer that in
such construction (e.g., Who did you say *that came to the party?) seemed to be optional
in the grammar of these advanced speakers, especially in the case of those whose real
exposure to the L2 had begun in their post-adolescent years. Most of them were EFL
teachers themselves who had never been made aware of this constraint. This would seem
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to be an example of residual optionality in their grammatical representation since no
discourse to respond to was provided.

In Escutia (1998, 2002) two study cases were reported of two respective adult Spanish
advanced learners of English who had both lived in an English speaking country for a long
time. Their L2 spontaneous (everyday conversation) and semi-spontaneous oral
performance (production uttered during a recorded interview) was gathered and presented
later to them in disguised form as individual contextless items in an acceptability judgment
task. Some (then considered) derived properties of the Pro-Drop and Verbal Agreement
parameters of Universal Grammar (UG), or innate constraints in the development of
natural grammars, were examined trying to show that the learners had not fixed them
univocally. The studies also tried to show that their L2 competence -as seen both from the
two different tasks, one more introspective and the other more spontaneous- was rather
uniform in that both their judgments and oral production showed lack of detection of some
of the differences between the L2 native grammar and their own non-native one.

Thus, the knowledge shown by the oral production data could not solely be ascribable
to circumstantial performance or discourse interface factors but reflected some kind of
more stable underlying grammatical representation. It was concluded that both learners
had developed an L2 grammar where certain aspects, supposedly derived from the fixation
of parameters, had not been univocally acquired. This seemed to be the case as indicated,
specifically, by the following phenomena: the presence of some null pronominal referential
subjects (those in embedded subject-correferential clauses: They don't think that *(they)
are coming); the absence of some pleonastic pronouns (especially in embedded clauses: I
think *(it) is important to be there); inverted subjects with unaccusative and passive verbs
(but then (it) happened many things; and also it was established a school) and in
embedded relative clauses with a relativized object (The moment that represents the
picture is my graduation); the presence of that-trace effects; and adjacency violations or
adverbial interruptions between a verb and its object because of L1 transfer of verb raising
(I saw physically the university. (2Still, in spite of the convergence found in the two types
of tasks, the more introspective one was somewhat more accurate probably because it
taps closer to the syntactic competence of the speakers while the other, less accurate, has
to deal more with discourse interface conditions.

On the other hand, Escutia (2008, 2010) studies how English and Spanish as a foreign
language (EFL and SFL, respectively) advanced students seem to construct their L2
grammar with respect to unaccusative and passive predicates as seen in consistent written
production data. As mentioned before, these are intransitive predicates which favor verb -
subject inversion (both in Spanish and in English) and (overt) expletive anticipation of the
notional postverbal subject (in Standard English, there for NPs and it for clausal subjects.
(2Those data, in turn, are examined in Escutia (2012) to compare the structures produced
by those learners, and conclude that both types of advanced learners may be using
similarly expletive or default pleonastic it and the Spanish pronoun se, respectively,
producing parallel fossilizable structures (e. g.: *it happened something terrible / *se
ocurrio algo terrible. (2The fact that Escutia (2016) also finds converging introspective
data by an advanced SpL2 learner with very long and rich exposure to the L2 unaware of
judging his own naturalistic production with se overgeneralizations as individual
contextless items (e. g. *se faltaron muchos a clase) might suggest that it and se could
have equivalent syntactic value in their respective L2 grammars in constructions that are
subject to fossilization.

Moskovsky and Ratcheva (2014) examined two-year longitudinal data from a Russian
university teacher, an advanced fluent adult learner of English, with excellent cognitive
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and motivational dispositions, who had been living in an English-speaking country for eight
years totally inmersed in the L2 language and culture. He showed symptoms of fossilization
in his production with respect to different types of items but the study centered on article
use in particular, looking at his fluctuation between native and non-native usage and
backsliding. They also presented their learner with a grammaticality judgement task to
test his intuitions about the use of articles in English, which was also presented to eight
native controls, showing a clear difference in knowledge with the latter. Thus, these
authors suggest that fossilization is a competence phenomenon, rather than just a
performance one, when the learners are trying to produce their own meaning.

The results of the previous studies, then, are congruent with Han’s (2006) remarks
about the consistency between grammaticality judgments and naturalistic data. In fact,
she concludes that grammaticality judgments may well be a “viable alternative for studying
fossilization” (p. 76. (2Thus, such a more monitorized type of task, may confirm prior
findings based on naturalistic production within ongoing longitudinal investigations of
fossilization.

Nevertheless, current research (see, for example, Lozano & Mendikoetxea 2013 and
Mendikoetxea & Lozano 2018) centers at the same time on the interface between syntax
and externalization (both discourse and phonetic realization) and on the language-internal
interface (lexicon-syntax. (2Authors favor, thus, a multi-interface approach in order to
provide a deeper understanding of the factors involved in, for example, inversion in L2
acquisition and in interlanguage grammars in general by using corpus and experimental
data, looking both at core syntax and the interfaces and considering representational and
processing models as well.

In any case, whether fossilization is a competence or a performance phenomenon, or
has to be approached from a more global perspective, taking into account both internal
and external interfaces, our goal here is just detecting it both in the oral and (more
monitored) written production of certain constructions by adult learners of EFL/L2. In order
to do that, it is not necessary to go into either their theoretical linguistic underpinnings,
the locus of occurrence or source of their attrition.

3. THE STUDY

4.1 Learners and types of items

As mentioned in the introduction, the data for this study have been drawn from two
sources: first, in the case of the twelve linguistic majors, from their written assignment
papers about applied linguistics; second, in the case of the nine Romance language
speaking personalities, from oral interviews (mainly) and a few video lectures. The former
are last year college students with an advanced level of English as measured by their
having passed the C1 level exam of the Common European Framework of Reference® the
year before. The latter group is made up of nine learners: four speakers of peninsular
Spanish, one of Mexican Spanish, one of Brazilian Portuguese and two of Italian. Seven of
them have spent more than twenty years in English speaking countries having to use the
L2 in their jobs and are still living in those countries for most of the year. Although the
other two do not live in English-speaking countries, they have acted in many English-
speaking films and spent considerable time both in England and the United States. Despite
not all having the same L1, L2Ls from typologically similar L1 backgrounds tend to fossilize
around the same linguistic elements (Trenkic 2009; Balcom 1997; Oshita 2001. (2They

124



have been chosen because their production data are publicly available and because they
started really learning English in their post adolescent years, as did the college students,
most of whom just took an EFL compulsory class every year of their pre-university school
life.

Both groups are trying to get their own meaning across but through different means and
different amounts of planning because the students’ papers do require more and, in that
sense, correspond to a more monitored kind of production than the rather spontaneous
one of the oral interviews or even the lectures of one of the personalities, which are not
read but delivered orally using powerpoint displays. If the types of non-native constructions
examined also occur in the personalities’ less planned L2 production, this would support
their not being idiosincratic performance mistakes but rather resulting from similar
underlying linguistic specifications and their interaction with contextual factors. Showing
that their non-native constructions are similar to those of our advanced students would
point to their being part of a set that tends to fossilize. Let us not forget that fossilization
should be most evident in production tasks like these, where learners primarily attend to
meaning and draw from their own linguistic resources (Ellis 2003: 16).

The fact that we are contrasting data from two clearly diverse groups, one from a tutored
academic L2 learning setting and the other from an untutored and more unstructured one
does not constitute a drawback of the study, just the opposite: if it is found that both
groups produce the same kind of utterances, which is our general hypothesis, these may
be candidates for fossilization since they occur both in rather spontaneous production as
well as in a more introspective kind, as the students do not have to encode the L2 on the
spur of the moment, unlike the personalities, but can think more about it. Thus, if that is
the case, their presence might signal their rather persevering status in the IL of adult L2Ls
with the same or typologically similar L1s. In fact, if speakers of typologically similar L1s
coincide in the type of error, it may be a sign that the factors at play are mainly linguistic
and not idiosincratic. Furthermore, although both groups are of adult learners, the
academic group is rather younger than the other. This plays in favor of the candidacy of
fossilization for the tested items since the long passing of time with exposure to robust
input of learners with good cognitive capacity and motivation (and continous study of the
L2 in most cases) does not seem to change the outcome for the second group, again, a
sign of attrition in L2L.

As mentioned above, fossilization is a local phenomenon (cf. Han & Odlin 2006), and,
as such, only some specific units of fossilization related to the expression of subjects will
be examined, not all the possible manifestations of a supposedly native overarching
linguistic setting encompassing them. After having observed their pervasiveness in the
production of high-intermediate and advanced EFL students, the non-native items chosen
to confirm their condition as possible fossilization candidates and whose presence in both
sets of data we predict are the following: (1) null expletives and null subordinate subjects
correferential with a main or matrix clause referent: I think *(it) is important to be there;
They don't think that *(they) are coming (cf. White 1985, Liceras 1989, Phinney 1989
Escutia 1998, 2002 and many others), presented in two different chart columns in the
appendices, and (2) inverted subjects -both clausal and phrasal- with unaccusative and
copula/passive verbs anticipated or not preverbally by a non-standard inserted expletive:
(it) happened many things; it was established a school® (cf. Escutia 2008), again
corresponding to two different columns. Because of our previous experience with students,
we should expect inversion more frequently anticipated by the expletive than not.

The frequent production of both types of items already found in the studies mentioned
above, suggests a lack of command of the distributional properties of the target

125



construction in advanced EFL learners. English requires overt expression of the subject of
a clause, whether main or subordinate (except for imperatives and some minor clauses (as
in (@) Stop it! As soon as (@) possible; (®) Born to poor parents, he still succeeded in life.
(2Spanish, on the other hand, allows both null and overt subjects, depending on discourse
pragmatics. The variable nature of subject marking in Spanish, which does not favor overt
expression of its pronominal subjects once mentioned or recoverable from context, as it
would signal another referent (Fernandez-Soriano 1991), constitutes a super-set with
respect to English, where there is only one possibility no matter what the discourse
conditions are (e.g. Cuando Pedro; llegd a casa, éli??/; empezé a comer ‘when Pedro came
home, *(he) began to eat’).

The same happens with subject-verb inversion, which is freer in Spanish though it is
required syntactically with unaccusative and reflexive-passive verbs (which are really much
more frequent than periphrastic passives: Se abrieron las puertas > las puertas fueron
abiertas: ‘seref opened the doors’ > ‘the doors were opened’. (2Inversion is preferable
with intransitive verbs as the focus position of new information without, as in English, an
anticipatory expletive of the post-verbal subject (e. g. ¢Qué ocurrié? *‘What happened?’:
(1) Ladraron/estuvieron ladrando los perros toda la noche ‘*barked/were barking the dogs
the whole night’: the dogs barked/were barking the dogs the whole night; (2) Sonaron
muchos timbres toda la noche “*rang many bells/ many bells rang/there rang many bells
the whole night. (2Again, English here is a subset of Spanish, where the subject can
syntactically occur both pre and post-verbally though the latter option is preferred for
informational focus.

The two items chosen here as predicted to occur in both sets of data, then, production
of inverted and null subjects, might seem to have to do more with accuracy at the syntax-
discourse interface because, in terms of semantic alignment, the L1 and L2 are congruent
with respect to the syntax-semantics interface, as the subject in the case of unaccusatives
and passives in either is really the internal argument of the verb. Besides, both the subject,
in the case of the expletives in English, or the null pronouns in Spanish have no semantic
role or, having one, it is discoursively recoverable, respectively.

4.2 The data

Because this is a qualitative study, only the error tokens will be provided, in order to show
if their type of item forms part of these learners’ IL. We have also observed that the
corresponding native-like counterparts (with non-inverted subjects and overt pronominal
ones) also belong in their IL, as they are advanced proficient L2Ls. It is precisely this
residual optionality having to do with discourse factors that characterizes fossilization.
4.2.1 The students’ written data

As explained above, these data correspond to non-native constructions from the written
essays of 12 college students about different topics in Applied Linguistics. Nine of them
were female, corresponding more or less to the female/male ratio of students obtaining in
our English department. We think that this female predominance in the sample is not a
drawback of the study since it has been shown that women have, in general, higher
linguistic ability than men. What is meant is that, apart from other motivational or social
factors, when learning language, girls’ brains show greater activity in the areas used for
language encoding while boys’ show activity in the areas associated with visual and aural
functions (Burman, Bitan & Booth 2008. (2This may play in favor of the production data
being in fact more native-like. All of them were done at home and under the express
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proviso of using their own language, not copying from texts, as it is evident from the non-
native constructions they show.

Table 1 is provided below with the total number of tokens per type of item. Appendix
I shows the specific utterances the students produced. Although, for reasons of space, the
broad context of the utterances is not given one can easily ascertain the topic being
discussed if one is minimally acquainted with certain areas of Applied Linguistics.

Item Student | Stu | Stu | Stu | Stu | Stu | Stu @ Stu | Stu | Stu | Stu | Stu X

I II III IAY \ VI VII | VIII IX X XI XII

Inversion 5 1 2 1 2 1 3 5 1 4 1 2 2,4

2,1t + 5 3 3 4 10 5 5 6 1 6 3 3 4,5
inversion

Null S 2 1 1 4 1 0 0 0 1 2 0 1 1.08

Main

Null S 1 0 1 3 2 1 2 1 0 1 1 1 1,16
Subord

Table 1. Students’ results

4.2.2 Personalities’ oral production

As already mentioned, nine L1 Romance-language personalities have been chosen as a
second group of L2Ls for comparison: four male speakers of peninsular Spanish and five
female ones (one speaker of Peninsular Spanish, one of Mexican Spanish, one of Brazilian
Portuguese and two of Italian. (2All of them are, then, speakers of typologically similar
languages in terms of subject omission and inversion’. The personalities have been chosen
-apart from the reasons given before- because it is not easy to find other type of people
with the same conditions of exposure, length of residence and abundance of data. The
names that will be used are fictional ones in order to keep their anonymity as safe as
possible8.

Although they have their own different backgrounds, all of them have in common that,
at some point in their careers, they took the step of going to work and/or live in an English-
speaking country either for life (Jess and Gaby), or as their operational base where they
spend long periods of time. In all cases they have been learning the L2 for at least twenty
years (most of themm many more), have had language coaches and have taken formal
classes for long periods of time. They do not use it in the same degree because in the case
of three of them their partners are L1 speakers of the same language, but all have to use
and be exposed to it much of the time for their work and social life.

Let us provide some more detail of their English language backgrounds. Jess, 86, has
lived in the United States for almost sixty years since he arrived in his late twenties
knowing little English. His data come from both oral lectures and interviews. The case of
Alda is a bit different from the others because she does not use English so much nowadays
but has done so very often for most of her professional life and frequently gives interviews
in the language. She is now 86 and went to work in the USA in her early twenties, lived
for long periods of time in English speaking countries and has interacted in the language
very often. Her case is like that of Yoc, 77, in their continuous exposure and interaction in
English for decades. Maddy, 56, studied some EFL in school but when she started her
professional life in the USA in the early 1990s, she could speak very little and, according
to herself, she just picked it naturally because she has a good ear for languages
(reportedly, she speaks three foreign languages, apart from his native Italian) but she has
always used a language coach for her many films in English. Gaby, 70, is Brazilian and
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went to live and work in the United States in her mid-thirties knowing little English and
has lived there since then. Both Raul, 51, and Roz, 60, had to learn the language at the
workplace -like Yoc- in their early twenties in the USA, where, at the beginning, they had
to read their lines phonetically by heart though all three would later take formal lessons
for years. Bea and Belle, 46 and 51 years old, respectively, started learning the L2 in their
late teen years (apart from the EFL classes they had in high school) and even lived in the
United States for one year as students before returning to their countries first and then
going back again two years later, after which they have spent most of the time there
working in English. This earlier exposure to English shows both in their fluency and
pronunciation as compared with the others -except, perhaps less clearly, with Gaby and
Maddy- who are as fluent but have a bit more of a foreign accent.

One may safely say that the data of all these speakers probably reflect the end-state
grammar of mature and highly-exposed-to-the-language seasoned L2Ls, which may
provide a window into aspects of ultimate attainment and fossilization. The learners’
suitability for participation in fossilization research is optimal in terms of length of
residence, cognitive capacity, learning conditions, motivation, exposure to input and
opportunity to engage in authentic communication (Han 2013).

Table 2 below displays the total number of tokens per type of item. For each speaker, a
table is provided in Appendix II with their respective oral utterances.

Item Yoc Raul | Jess Gaby Bea Roz @ Belle Alda Maddy x
type (pen. | (pen. | (pen.  (brazil) (Mexican) @ (pen. (pen. | (Italian) (Italian)
Sp.) | Sp.) | Sp.) Sp.) | Sp.)
Inversion 2 2 4 5 0 1 0 0 0 1.5
It+invers 4 6 1 3 9 2 2 3 2 3.5
Null S 4 6 6 3 1 5 3 2 7 4.6
Main
Null S 2 7 6 12 2 7 4 4 4 6
subord

Table 2. Personalities’ results

3. DISCUSSION

In tables 1 and 2 the same kind of non-native constructions are present in both groups of
L2Ls for different types of production tasks. It is clear from these data that all of these
L2Ls have difficulties in identifying the subject in a native-like manner. They seem to be
entrenched non-native constructions, as confirmed by their perseverance in the speakers
with much higher exposure to robust L2 input and interaction, pointing to a well-
established underlying linguistic system whose specifications can hardly be modified and
its restructuring might only occur partially. On the other hand, comparing writing that has
been planned, which, arguably, might seem to be closer to some kind of learned
grammatical system of knowledge, with less planned spontaneous interview conversations
and still finding coincidences in the types of non-native constructions found may point to
a core of rules based on the interplay between the L1 and L2 underlying grammars and
discourse factors. Probably, the oral interviews reflect better the leaners’ attempts to
express their own meaning, leading more likely to fall back on their L1 as the conceptual
basis for articulation (Han 2010; Han & Lew 2012. (2
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For both groups, there are fewer tokens of unanticipated inverted subjects with
unacussative, copula, passive or existential verbs than with it insertion (looking at the
average, half, approximately, for both groups. (2In some cases there are none, as for Bea
and Belle, which might be a sign of higher proficiency given the high number of interviews
sifted through for both (with Alda it is not so clear due to the smaller number of interviews
found. (2With complement or unergative verbs there are very few in either group: one
from student I of an embedded relative clause with a relativized complement: This shows
the capacity that *has the brain to process information; student X with two tokens of
quotative inversions with insist (e.g.:....insisted Yari); and students XI and XII with being
(e.qg.: ...being their goal to affect the way in which they think), possible in their L1 but not
in the L2. There is also student IX with three examples of passives with there which, though
correct, sound very unnatural (marked with ?, like ?There have been selected repurposed
apps) as compared with their corresponding unanticipated ones with the passive subject
in canonical syntactic position.

Among the personalities, Jess, Gaby and Yoc present several cases of unanticipated
inversions with be and unaccusatives come and happen (e.g.: ...and came with the
congress the voting for impeachment; and then was one thing after another; happened
many crazy things); Raul also with be, and Roz one token of an embedded relative clause
with a relativized complement and a transitive verb (I could see in him the effect that *was
producing my performance. (2]ess has the example This is something that made it possible
the human organization of humans where an expletive anticipates a NP object rather than
subject like all other cases encountered but the phenomenon is basically the same because,
again, only clausal objects can be anticipated this way. Thus, it seems that all participants
are aware of the thematic nature of the only (internal) argument of unaccusative
constructions keeping it verb internally but still having to fill the syntactic subject position
to the left of the verb as the L2 syntax calls for.

It is no wonder that the learners have difficulty with inversion for these verbs since the
absence of inversion in the L2 with unaccusatives and passives is less close to the
semantics than its presence in the L1. Underlying semantics point to the syntactic subject
as the internal (postverbal) argument of the predicate and placing it preverbally involves
its syntactic movement there. Besides, the learners might have received little negative
feedback to the contrary, especially the personalities as their interaction in the L2 has
probably been more focused on meaning than the students’. As in the case of null subjects,
the L2 does not provide evidence of the interdiction of postverbal subjects.

In their advanced EFL classes, the students have been made aware of and do
corresponding practice in, the use of anticipatory it only with clausal subjects and
unstressed there with NPs. Using these structures involves linguistic knowledge both at the
level of the syntax and its interface with discourse factors (focus) and phonetic ones (like
the end-weight principle of keeping more linguistic material after the verb. (2The fact that
these notional subjects may correspond to new information and so tend to appear
postverbally is independent of the provision of an anticipatory syntactic element which,
besides, is not necessary in their L1 (cf. Escutia 2008. (2The latter is rather a sign of
building an internal grammatical system with specifications of both the L2 (provision of
expletive it) and the L1 (inverted NP subject), as such an structure does not exist in the
L1 and the standard variety of the L2 -the one they work with in their classes and books-
requires a different expletive. Still, the IL of these students is moving within a possible
grammar since other (non-standard) varieties use the same expletive as our students in
all contexts (i.e. black vernacular English: it ain’t no heaven for you to go. cf. Labov 1969).
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These types of non-native constructions are found both in the students’ planned writing
and in the older learner’s spontaneous or half-spontaneous oral production as some -few,
just for one speaker- of the data are also drawn from lectures, more amenable to following
a certain structure or an outline. Thus, a broad spectrum is covered of what has been called
the IL style continuum (Tarone 1983°. (2This points to their being a stable part of their L2
competence as manifested in discourse processing and production along more (written) or
less (spoken) careful styles.

With respect to the production of null syntactic subjects either in main or subordinate
clauses, we find, as expected from their presence in many previous studies, that all our
L2Ls do produce them in discourse. The fact that we find fewer in the students is due to
the fewer data taken from them. Those of main clauses correspond mainly to postverbal
clausal subjects without expletive anticipation, especially in the case of the students, which
could be classified as just inversion of clausal subjects with copula verbs. There are also
some cases of null anaphora it whose reference can be recovered in the preceding
(students’) written or (personalities’) spoken discourse: e. g., several examples from
different personalities with depend (Maybe (7) depends on the role I'm playing) and be (At
the beginning (#) was very flattering for him. (2Those of subordinate clauses occur both
with adverbial and embedded clauses whose referents are in the main clause (e.g.: which;
is really very good because (@:it;) keeps you really humble; It represents the character; in
the way that (2: it;)) should have been represented. (2In some cases they correspond to a
null anticipatory it of a postverbal clausal subject (e.g. I think (@) is very nice once in a
while to talk to people who's followed you all your life. (2As expected in cases of attrition,
there are inconsistencies within the same speaker: for example, Yoc and Raul produce,
respectively, the following utterances with internal inconsistencies in the presence of
referential it: No, because (@) was my time, it was my life and ... but it doesn’t depend on
me, (4) depends on what they offer you?®.

It may really be the case, then, that L2 syntax-discourse interface structures are more
amenable to implicit than explicit learning (as Han 2013 suggests) in the sense that
properties like inversion, which depend so much on discourse factors may not be taught
explicitly and can only be learned through robust input and interaction. However, they are
first regulated by the syntax of either language and are freer in word order in the learners’
L1. For example, with no context provided, many people came to the party can be
translated to the L1 either, word for word, as mucha gente vino a la fiesta or, with subject-
verb inversion, vino mucha gente a la fiesta, that is, with the subject placed pre or
postverbally. The latter is the proper answer in Spanish to the question what happened (at
the party)? with respect to the party, the stage topic, displaying focus on the postverbal
subject. The L2 might answer both that many people came to the party or, more formally,
rather in written discourse, that there came many people to the party. That is, in oral
discourse, the L2 displays inversion much less than the L1 because it is more syntactically
determined even in the kind of robust input that has been referred to, as it is quite formal
and literary. Thus, it seems that the L1 interface cues for inversion and keeping track of
subjects are overriding those of the L2, which are more syntactically determined. That
maybe partly why the interviews with the personalities do not seem to show much higher
proficiency in this area of inversion. Still, the fact that they tend to provide an expletive of
sorts to those inverted subjects shows that exposure to the L2 has left in all the learners
the awareness of the need for a preverbal syntactic subject.

The same could be said about the omission of pronominal subjects in the L1, which,
once their referent is mentioned in the preceding discourse, either in the main or
subordinate clause of a complex sentence, they can be omitted and identified by the verbal
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inflectional morphemes. Thus, the learners may be using the discourse mechanism of
identification of their L1. At the syntactic level of the sentence they may not produce these
non-native constructions because, as advanced learners, they are proficient in the syntax
of the L2. It is those other interface aspects ocurring when one has to produce the language
in discourse that may be more influenced by the L1 discourse mechanisms of identification,
less amenable to explicit teaching and more permeable to L1 transfer.

As can be seen from the older learners’ speech, the it-insertion construction (iti + VP
(unacc./be/pass.) + NP;. take Alda’s It’s not important the appearance, the way you are
with your friends), also common in the planned written IL (and also in speech, though not
recorded here) of advanced adult Spanish learners of English in an institutional milieu
seems to persevere in the spontaneous oral production of older Romance learners with
long stays in English speaking countries and much more time of exposure and practice of
the language in natural contexts!!. This points to its being a clear candidate for fossilization
in the English IL of this type of speakers. It seems to be more frequent than simple
inversion with the same type of verb -as it does not happen with other types. Their latter’s
occurrence might then point to a lower level of language proficiency as it does not
acknowledge the need of a necessary preverbal element. This may be consistent with the
fact that Belle and Bea, the apparently more proficient speakers, display no example of it
despite their many interviews consulted. This much lower frequency of unanticipated
inverted subjects might go against its clear status as a fossilizable type in favor of the
anticipated ones (*...if once happened in your life something like this (from Yoc) might
seem to be less proficient in the L2 than *it happened in your life something like this).

If, as it is likely, the input the EFL students in an instructed setting are exposed to is,
on the whole, non-robust, that is, infrequent and inconsistent, one may not rely on its
doing the job of correcting the L1 discourse biases about subject position and expression
with respect to new information and null subject production even though the syntax may
be in place. Still, Spanish students nowadays are exposed to a lot of English data, especially
these ones, who take an interest in being immersed in English because of their chosen
college major. Besides, many spend their summers in English speaking countries and watch
a lot of English videos. Furthermore, this type of students may develop a metalinguistic
consciousness about certain aspects of the language, in particular about the non-omission
of pronominal subjects as they are always warned about it. However, the strength of the
L1 discourse cues always at hand when one has to perform linguistically, along with both
the null semantic contribution of expletives and the ease of identification of coreferential
subordinate subjects may all cooperate in producing these non-native constructions.

Even though we have concentrated more on the jt-insertion construction, some of our
learners retain both the (unanticipated) inversion of subject with unaccusative, copula and
passive verbs - though it seems that in smaller measure than the other- and the non-
native use of null subjects instead of expletive -and even referential- it in subordinate
subject coreferential clauses. All these seem to be manifestations of the same underlying
IL system, which legitimizes null (preverbal) syntactic subjects in discourse. It runs parallel
to how advanced English L2 learners of Spanish or Italian do not produce inversion when
it is appropriate -and even necessary- and overproduce subject pronouns in their Spanish
IL.

As explained above, the it insertion construction is consistent with the grammars of both
the L1, which prefers inversion with the types of verbs (unaccusatives and passives) and
corresponding discourse conditions, and the L2, with both possibilities of either placing the
NP subject before the verb or anticipating it with an expletive (there, in the standard
variety) and placing the NP post-verbally. Besides, it also occurs in the opposite direction,
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that is, when the L1 is English and the L2 is Spanish: in this case the item chosen as
expletive may be the Spanish pronoun se and it looks like this structure tends to fossilize
as well, as explained above (cf. Escutia 2016. (2This IL provides an intermediate solution
whereby the same expletive occurs anticipating both NPs and clauses, as it occurs in other
natural languages like French (e. g. il existe la possibilité de les rencontrer /il parait qu’il
va faire de froid/il est mort le soleil ‘there exists the possibility of meeting them again/it
seems that it’s going to get cold/the sun has died’) or German (Es gibt nur Wasser berall/
Es ist interessant, dass niemand den Fehler bemerkt hat ‘there is only water everywhere/It
is interesting that nobody has noticed the mistake’); that is, using the default expletive it
in all cases, inserted in standard English only to anticipate clausal subjects??.

This it-insertion structure does not exist in the L1, so it is not originated in L1 transfer
but responds to a creative construction of the IL system, which resorts to it rather than
inversion or placing the subject NP preverbally when it is the focus of information. The fact
of its presence in the IL of advanced L2L’s of several L1 null subject romance backgrounds
may point to its stability as a fossilized idiosyncratic structure of null subject Romance IL.

These data seem to contradict those of Lozano & Mendikoetxea (2013) of acceptability
judgements of advanced (C2 proficiency level) EFL learners who accept it-insertion
structures at the same level as @-insertion, as compared with the corpora data they
analyzed, where overproduction of the former was rampant. Our own data conform more
with these corpora data, probably because when it comes to producing one’s own meaning
(thus, at the level of the interface syntax-discourse) L1 transfer seems to be more active.

For both sets of learners, we are moving within the confines of adult age with respect
to the beginning of significant exposure to the L2. The data might be quite different for
learners with as long but earlier exposure than our adult speakers, as some studies suggest
(cf. Johnson and Newport 1989, Long 1990, Newport 1991, Hartshorne,Tenenbaum, &
Pinker, 2018. (2We have to consider that our students have basically had an EFL instructed
exposure to the L2 from their early adolescence. They may also have probably listened to
a fair amount of Engish multimedially and only had some more intense face-to-face
interaction with native speakers in their vacation periods, which means that, if there really
is a sensitive period for L2A around adolescence, they were either past or in the middle of
it when they started with that impoverished exposure to the L2. No doubt the case of the
personalities is even clearer in this respect since two of them seemed to be in the same
situation as our students (Bea and Belle), and the rest really began their real exposure to
the L2 as adults.

It should have been very interesting to have presented both groups with an acceptability
judgement test of the items they had themselves produced or with equivalent ones as
more of the whole gamut of IL styles might have been covered. This would have given us
a more thorough picture of their knowledge about the type of items discussed. However,
as far as it goes, one can say that the personalities’ data may confirm the fossilizable status
of the types of items chosen (though less clearly so of the unanticipated inversion.
(2Another drawback is the lack of a comparison with what native speakers would do in
their interviews to see if one finds the same types of items.

We could have also added as candidates for fossilization the very common non-native
constructions of S-Aux inversion in embedded questions (Escutia 2002), Adjacency effects
with adverbials (cf. White 1990, Trahey and White 1993) and resumptive pronouns in
relative clauses (Gass 1979, 1982; Gass and Lee 2007), especially relativizing the subject
position (and also other positions), which might not have been expected from learners who
do not do so in their L1. All of these are also present in the interviews data of the
personalities. We have not taken them into account due to the fact that they were not so
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frequent in our student’s written output (although we have observed them very often both
in their oral and written production) and because of the focus of our study on those types
of non-native constructions traditionally associated with null subject languages. We leave
them for possible future research.

Finally, when presenting non-native constructions such as these, one may feel the
responsibility of providing some remedial work to restructure the non-native linguistic
system somehow. Such work could be applied to these non-native constructions and doing
extensive in-class controlled practice with the students, making them aware of them as
used non-natively in real texts like the ones used here, apart from providing negative
evidence or correction when necessary. On the other hand, one may wonder if they are
the natural end for the type of learner studied here and no remedy is at hand except a
cosmetic one in those situations that naturally afford awareness and monitoring such as
written production or formal spoken tasks. Other speech situations do not lend themselves
to such awareness and control, which might anyway hinder naturalness and even
expressiveness in communication.

NOTAS
1 At the time they talked about (developmental) errors rather than non-native constructions and
also different from (performance) mistakes.
2 Unless it is filled with and adverbial of place or time: ..and at that moment came the answer
from the other side; Near the house stood an huge pine tree.
3 We are referring here to, and our examples mainly deal with, what some authors consider to have
clausal or sentential focus, where one can postulate a “stage topic”, that is, an implicit topic which
signals the spatio-temporal parameters of the predication, the here and now of it (Erteschik-Shir
1997).
4 These are the other type of discourse conditions dealt with in our examples, when a clause may
be pragmatically predicated of a topical referent not having at the same time a surface syntactic
topic, as illustrated in the comparison between the English dialogue and the corresponding Spanish
version:

P. What's the problem with Michael? ‘¢Qué le pasa a Michael?

R. He's just had an accident. ‘(*El) acaba de tener un accidente

Here, in R. the syntactic subject (Michael), referred to by the pronoun he is the topic, in pragmatic
terms. In null-subject Romance languages, like Spanish, the syntactico-pragmatic conditions of the
language require for the third person pronoun é/ to be omitted seeming on the surface (as if there
is no apparent syntactic constituent as topic) even though there is clearly a topical referent signaled
by the verbal inflectional morphology.
5 At the C1 CEFR level, a language learner can: understand a wide range of long and demanding
texts or conversations; express ideas without too much searching; effectively use the language for
social, academic or professional situations; create well-structured and detailed texts on complex
topics.
6 In both groups, the corresponding tokens from this category correspond to a real pronominal
anticipation of a NP not mentioned before and not to an anaphoric element referring back to some
preceding referent which is repeated again for clarification (after a comma in writing and a small
pause in speech. (2
7 It is for this reason that no French L1 speaker has been chosen even though it is also a Romance
language and there are plenty of speakers of this kind that might have been picked. French is a
non-null subject language.
8 The same thing applies to the source and URL of the original interviews or lectures the data have
been drawn from. If a specialized researcher -one who is supposed to be discreet about it because
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of their exclusive professional interest- is interested in the exact place and time where they can be
found, they can email the author of the article.

9 Tarone (1983) distinguishes different varieties within a speaker’s performance ranging from the
one produced for unattended speech data, which she calls the vernacular style, to a more careful
style when the speakers can monitor most their speech, with different varieties in between).

10 In the case of null subjects in general, we have tried not to use those with third person referential
or expletive it preceding the form js because in speech both might be conflated and difficult to
distinguish. Still, in a couple of cases that we have allowed them, the automatic subtitles of the
youtube screen have been activated to check for it trying to avoid that problem.

11 Although it only constitutes anecdotal evidence, I can witness to finding both myself, other
English teachers and advanced learners using at times such idiosyncratic construction in speech on
the spur of the moment.

12 It might be interesting to see if advanced L1 speakers of French and German do produce the it-
V-NP construction as well, which might reflect L1 transfer. If it is a question of transfer in this case,
our guess is that advanced speakers will be more conscious of it and will not do it.
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APPENDIX I: STUDENTS’ WRITTEN DATA

LEARNER | INVERSION no INVERSION it- | NULL SUBJECT Main | NULL S Subordinate
expletive insertion clause
StudentI | First there is cooing, | Later it arose the idea | The more | it is dangerous in the
then starts babbling that Eskimos have | transformations the | sense that (@) might
) certain prefixes more difficult (@) is | provoke undesirable
After  this  stage for us to process the | responses
appears the one-word | In English and | sentence
stage Indonesian it is used
. the expression a long | In English (@) seems
In this stage come | {jme to be natural to have
into play mistakes the pronouns he,
_ Then it is found a | ghe it
This shows  the | symmary of the !
capacity that has the | arguments
brain to  process
information It must be borne in
mind the following
Then  arises  the | details: ...
question of how much
can language dictate | It is noticeable the
what we think wrong use of the
particle
Student | They have exposed | Inthe Work of Tannen | ... just because you
I the idea that exist | it has been done a | speak differently (@)
certain central | differentiation doesn't mean you
metaphors between the two | think different
types of
conversational styles
It has also been
researched the
tendency that
subordinates have to
use indirect speech
Then it arises the
question of whether
or not our mind is
shaped by language
Student | Thought is possible | It will be explained | In Lackoff and | Unlike English, Spanish
11 without language, | the possible | Johnson (9) is | only speaks of
being babies an | connection between | argued that there | intentional actions
example of this language and thought | are central | when (@) is obvious
metaphors that someone did it
Thought and | It  will also be
language are | mentioned the
different, being | different ways in
language the means | which languages
by which we | express different
communicate concepts .....
thoughts ) )
There is a part in
which it is described
the variety of terms
used.
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comprehension, being
this identified as the
problem

tackled the methods
which had an impact

It is given priority to
the teaching of
speaking

It was created a
language learning
program

It is only used the
target language

it is taken into
account the
unconscious elements
involved

It is needed an
atmosphere in which
learners feel
comfortable

It is preferred fluency
to accuracy

It is suggested the
employment of songs

Student | In Russian are used | It has been In that simple | To discuss the belief
I\Y, different adjective | researched the subtle | sentence (9) is | that (@) is not language
endings shades of meaning needed to mark the | what shapes our
that different word masculinity of the | thoughts
orders convey chair many times
You need to be more
It's interesting the after reading this | specific and mention
thing that speakers info (@) is clear that | what kind of tree (@) is
living in Miami speakers of different ) )
probably have a languages think | They showed images in
minimal vocabulary differently which (9) was clear
for snow who made the action
For instance, in
Thus, it is interesting | English (@) is needed
the way in which to change the verb to
indirect speech can know if the action
be used happened in the past
It was made an .. and one has to
experiment which mark if (@) is
consisted in teaching | something that the
speakers a new way person has heard
to talk about time
Student | Not only was | It is avoided possible | To understand | The principal
\Y, described the | confusions in the emotional meaning | advantage of  this
theoretical terminology (@) is necessary to | approach is that (9)
background there comprehend the | allows the possibility of
It has been opted for | yocabulary including other
There was a | the one suggested by methods
difference  between | E Anthony
oral language and o since the learners
reading However, it will be decide the materials

that (@) will use in the
classroom
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It is recommended
the utilization of body
answers
Student | ... to learn a foreign | It was begun to take in German the Sun is
VI language, being | into consideration the feminine and in Spanish
English the language | cultural factors (@) is masculine
in this case
It is presented/
defended the idea
that language must
be treated as a
whole/ that each
person has 8 different
intelligences
It has been taken into
account any kind of
factor that could
influence language
learning
There is no method
that could be
considered the best
and probably it will
never be
It existed a need for
new approaches
Student For the learning of a | It happened In sum, children even
VII foreign language are | something similar though (@) repeat to
necessary two ] ) some extent words and
processes It will be included phrases create
information about the language ...
This is the way how | Orton-Gillingham
appears the study of | approach Taking into account the
other methods o whole learning that
if it is simultaneously implies any word and
A subject in which is | used the multiple the relation to each
taught the different | sensory methods component that (@)
Ipar;]znuzrg:na of the It should be avoided :‘presents, we can
long texts Yoo
It exists the
conception that
dyslexia can be cured
Student | In the next point are | It is also found the There are advanced
VIII going to be developed | previously mentioned students who really feel
some of the activities | taboo words that (@) are bad at
that use multisensory . breaking words
techniques It occurred bigger
changes in word
With dyslexic children | formation
might be used )
activities that use | It occurred bigger
some of their senses | changes in  word
formation
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In this point are | It occurred the
presented some | process of
general exercices specialization
You can create a box | It is found such words
in which appear words | as hobnob
with these sounds
It has been explained
...using fun the different types of
worksheets in which semantic change
appears a legend
with simple
instructions
Student In the year 731 in | Sometimes it may  To understand the
IX which can be found | occur the opposite | history (@) is crucial
historical events such | process not only to know....
as the historical work
of Beda There have been
chosen popular
applications oriented
to language learning
There have been
selected repurposed
apps
There have been
created five groups
Student | Visually could be | It can also occur other | Now that (@) is clear | The technique is called
X observed rare ocular | types of interruptions | what kind of | semantic feature
movements ) o symptoms can | analysis for the reason
In this paper it will be | appear, let’s | that (@) is a vocabulary
In a state of | used the term person | cgntinue with ... strategy to help
emotional discomfort, | who stutters students
insisted Conture ..but for a person
It has been found an | who stutters (0)
On the one hand, | excessive tension | might be a real
appears a gradual | while stuttering struggle to form the
start of stuttering sound
It was analyzed
Tension while different strategies
producing language, that patients used
insisted Yairi
It could also be found
more phonemes
where the subject
stutters
In this test it can be
seen three different
punctuations given
Student ...being their goal to | Now it will be When the air controller
XI affect the way in | analyzed the listens to the
which they think conversation communication, ()
hesitates about the
It can be clearly seen pilot’s indecision
the influence of their
L1.
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Student
XII

...being  the best
education in nursery
school

In the last last day will
be the awards
ceremony

..but it could have
been a slight decrease
at the end of the unit

APPENDIX II: PERSONALITIES’ DATA

LEARNER

YOC

(L1
Peninsular
Spanish)

RAUL

(L1
Peninsular
Spanish)

INVERSION no
expletive

But if once
happened in vyour
life something like
this (2009)
Happened many

crazy things in my
life (2010)

When you put two
Spaniards together
usually are long
nights
(2010)

And then are those
characters that I
want to put more
attention to (2012)

it can also be found a | First of all (@) is | Tell the students that

chapel in that school important to choose | (@) is a good option to
a topic of their | do it about Christmas

It was also really | jnterest

noticeable the

separation in class

among the different

“tribes”

it will be stated a

hypothesis on the

possible final results

INVERSION it- NULL S MAIN SUBORDINATE NULL

insertion CLAUSE

It (=there) will be | For me, (@) was not | The girls, (@) is something

some time in the | an easy decision | that (@: they, people)

future for us to be
together (1999)

So, when it came
that situation and
starting to have
time to play (2012)

I can play for all
kinds of ages: It's

incredible that
(2014)
It was great the
opera of Dubai
(2018)

It has to happen
something that is
out of control
(2007)

It's spectacular the
rugby nowadays
(2008)

It's like this the
world (2008)

And that’'s why it's
important  friends
and family because
they remind you
who you are (2012)

because I had
already three kids
(2010)

So, (9) was
something that I

didn’t think (2012)

I think so, (@) was a
very different
situation (2014)

No, because (@) was
my time, it was my
life (2014)

Because somebody
will see it and (@) will
be meaningful to that
person (2010)

But it doesn’t depend
on me, (@) depends
on what they offer
you (2012)

For me, (@) was one
of those moments
where I was pinching
myself (2017)

The other day (@: I)
was talking to Asgar
about it (2018)

think is very interesting
(2014)

I adore him because (0)
was an incredible singer
(2015)

We're working in this
movie that I think (@) is
gonna be a good one
(2012)

I wanted to know where
(@: it, the character) was
coming from (2015)

I think that (9: it, his
attitude) has to do with
my mom (2017)

...in other words, that (¢:
it) is based on the
material.

(2017)
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JESS

(L1
Peninsular
Spanish)

Organisms  which
can live only by
killing other
organisms, which
(¢: there) have
been several of
these cases (2012)

If I run the program
again (@: there)
come different
outcomes (2013)

In some respects
more important are
behavioural
differences
between us and the
apes (2014)

In the final decade
(¢: it) had been
discovered that
where the land is
exposed but if there
has been this kind
(2015)

I think

important the body

language (2012)

...that made

possible the human

organization
humans (2014)

it's | They just are with all
the consequences.
And usually (@: they)
are people who are

very loving and
caring for others
(2018)

For me (@) was a
great moment
because I really
admire  his  work
(2018)

it | In the old times (@:
it) was explained as

of | the result of the
intentional action of a
Supreme Being
(2012)

Sometimes in the
case of religion (@:
it) has to do with the
interpretation (2013)

For all the examples
he gave, (9: it) has
been shown how the
evolution occurred
(2013)

Moreover (@: it,
molecular biology)
allows us to
reconstruct the
history of living
organisms (2015)

For much of time (¢:
it, the brain) was like
that, about 600
grams (2016)

But I think that by
and large (9: there)
will be  progress
(2016)

If you want to see the
world of narcotrafic as (9:
it) was invented (2017)

I knew that (9: it) was
never going to happen
(2018)

Because, again, (0)
shows you that the
strongest, the people with
real talent are good
people, usually (@) are
great people endowed
with empathy (2018)
Wilmut pointed out that
(@: it) had taken him 270
efforts to clone Dolly
(2012)

So the best they can do
for the genes is to be
eaten by the female so
that (@: she) is very
healthy, produces more
healthier babies (2012)

The theory of intelligent
design accomplishes
exactly the opposite of
what (@: it) intends
(2013)

What bipedalism implies
is that (9: it) leaves the
arms free (2014)

Those genes will be
favored because (9) are
more likely to be
transmitted to more
progeny (2014)

The only animal that is
aware that (@) exists as
an individual (2014)

Those things will be
favored because (@:they)
are more likely to be
transmitted to more
progeny (2014)

...50 (@: he, Hume)
derives moral principles
from facts (2014)

Gorillas and chimpanzees

cannot speak, not only
because (9: they) don't
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have the ability but also
because they cannot emit
the sounds we can (2016)

..if (@: it, life) happened
long ago then I mean a
few thousand years
(2017)

If (@) had occurred we
would know about it
(2017)

A person living in
Scandinavia can’t do very
well because (@: she)
cannot synthesize vitamin
D (2017)

GABY
(Brazilian)

that’s when came in
the bottle the
message that he
needed to talk to
me (2016)

And came with the
congress the voting
for impeachment
(2016)

And then was one
thing after another
(2016)

And then was the
same director who
invited me to do
acting (2016)

And then became
part of my life being
recognized in the
street (2016)

What's wrong in
Brasil is that it
should be a
dialogue and not
like a country
divided (2016)

It's happening
something right
now: that Brazil is
divided (2016)

The present, which
is now the past
because it passed a
year (2017)

When youre not
representing a
character as a star
that's  when  (0)
should matter (2016)

And when (@: what
you have inside)
goes to the
audiences, it's theirs
too

(2016)

..and that’s why (o:
the film) becomes so
strong (2017)

Why did you impose that
(@: it) would be me to do
that character (2016)

He showed me where (9:
it) was gonna be (2016)

I think that (@: it) came in
the time when we needed
something and that film
represents that
resistance... and as long as
(¢: there) is democracy
we have the right (2016)

... because (9: it, the film)
became in a way
connected with that story
(2016)

... because (@: it, the film)
touched them in that way
(2016)

I think that (@: it, the film)
brought back columns of
discussion (2016)

Why Sao Paulo was so
ugly because (@) was so

big and everything...
(2016)

And there is a long silence,
so (@) creates some
feeling that you don't
know what's gonna

happen (2016)

He told me (9: it) was
gonna be relaxed and it
really was (2016)
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The other day that was the
occupy movement that
they took over the city, so
(¢: it) demonstrated that
the city was not the few
makers in the art (2016)

That's when I think that
(@¢: her call to be an
actress) started (2017)

I think that (@: it) is the
audiences that decides
(2016)

I think (@: there) would be
movies by then (2016)

Because I thought (@: it)
could be one of the friends
(2017)

BEA
(Mexican
Spanish)

...because it's being
stolen all the money
(2006)

It's really not
investigated the
wonders of the
other half (2015)

It must also be
exciting for men
what can be our
contribution (2015)

It did not help that
part (= that part
didn’t help) (2015)

It was divided the
school between the
good nuns and the
bad ones (2017)

It was too clear your
thought process
(2017)

It makes no sense
the character
(2017)

It doesn't work
because it's still
very strong his
accent (2017)

...but for the youth
(¢: it, this fact) is

very important

(2015)

Because my father was
very jealous, (@) didn't
allow me to go to college
until I turned 16 (2015)

I think that (@) is
important to tell our
stories (2017)
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It just keeps feeling
strange this movie
(2017)
ROZ I could see in him | It was too big the | The happiest time for | The meaning of the bull is
(L1 the effect that was | light that the | me in America was | that (@) is a bull (2018)
Peninsular | producing my | character produced | not in front of a
Spanish) performance (2018) camera, (@) was in | .. and the other issue I
(2019) 49th street (2015) thought that (@) was faith
And then it came to (2015)
me what he was | In a way (@) has to
explaining  before | do with my own story | I am very grateful to my
(2019) (2017) profession not for what (9:
it) gave me in terms of
For us (@) was very | being famous..but in
important to have an | terms of what it taught me
institution behind as a human being (2015)
At the beginning (@)
was very flattering | It represents the
for him (2018) character in the way that
(@: it) should have been
For me has been very | represented (2018)
important all the
work that I have | I like to be precise
done with him | because (@: there) may be
(2019) movies that have not been
very strong that year but
For me was very | they have a fantastic
important all the | soundtrack (2018)
silences of the
character (2019) For me is almost
impossible to verbalize
how emotional (@: it) is to
have reached this point
with this movie (2019)
It was one of the best
experiences in my life
because (@) actually
established a new order
(2019)
BELLE It’s really inspiring | (this time) (@: it) was | ... I like that (@: it) is not
(L1 everything that he | a different man but | a formula, that is not
Peninsular gives you (2012) the same behavior | really related to that
Spanish) (2012) (2013)
It's very intriguing
this picture (2018) | ..but (@: it) depends, | Which is really very good
in every character I | because (@) keeps you
use different things | really humble (2018)
to prepare (2018)
Because that day I think
Yes, in a way (@: it) | (9: he) had a semi-nude
can be a comfort | scene (2018)
zone but in a way, it
is more delicate | And I think that (@) is as
(2018) important for him as the
first day (2019)
ALDA It has spread so Maybe (@) depends | You cannot imitate
(Italian) much the on the role I'm | Chaplin because (@) is
Mediterranean diet | playing (1977) unimitable (1977)
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that it is wonderful
(2012)

It (: there)’s
something
incredible that it's
happening to me
(2016)

It’s not important
the appearance;
the way you are
with your friends
that'’s life, the good
life (2020)

Sometimes was
difficult to work with
him (2014)

...and it’'s now that I feel
that (@) is gone forever
(2009)

I think (@) is very nice
once in a while to talk to
people who's followed you
all your life (2016)

It's so moving sometimes
that (@) really brings up
tears (2016)

MADDY
(Italian)

...and so it was
really a beautiful
experience this
movie (2013)

I don’t know what it
means really to
have a base and I
don't know how it’s
gonna be my life
next year (2013)

... and also Keanu
Reeves, so (@) was a
very big cast (2013)

If it’s a big budget or
not (@) doesn't really
matter (2013)

I love animals but,
because of that, (9)
was easy to learn
(2016)

Actually (@) was
funny at the
beginning (2016)

For me, (@) was like
the possibility to
back in film (2018)

I started out as a model
because (@) was the
easiest way to escape
(2010)

...because Italian movies
are not anymore like (@)
used to be (2012)

When I work with him I
don’t think that (@) is my
husband (2012)

I think more of the
process of creation
because was really, it was
really the process of
creation (2013)

When we did the rape
scene was actually easier
that way (2010)

and was really
interesting to work with
Sophie and really there
was a beautiful chemistry
between wus and was
beautiful to go to Cannes
together (2016)
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RESUMEN

El objetivo de este articulo es poner en evidencia algunas dificultades que surgen a la hora de
caracterizar pragmatica y prosédicamente los marcadores discursivos interaccionales. En particular,
nos referimos al andlisis de la particula mmh en conversaciones espontaneas entre estudiantes
universitarios italianos de espafiol lengua extranjera. Dos estudios preliminares, el primero, desde
una perspectiva pragmatica perceptiva y, el segundo, basado en el analisis acustico (frecuencia
fundamental, velocidad de habla e inflexiones de las curvas entonativas), han revelado que el
caracter polifuncional de esta vocalizacion no queda plenamente reflejado en su prosodia. La
dificultad estd en que su caracter multifuncional no se limita al hecho de que cumplen diferentes
funciones en la interaccion, sino que las desempefan también contemporaneamente. En algunas
ocasiones, una misma emisién, por ejemplo, que desempefia la funcion fatica, puede entrafiar
también una reaccion colaborativa y/o una expresidén actitudinal del oyente, en particular,
emociones como la sorpresa. La misma situacion se ha observado cuando se produce en la toma
de turno con la funcién anadida de expresar acuerdo y entendimiento. Por ello, se hacen necesarios
nuevos estudios perceptivos y acusticos bajo una éptica mas reflexiva sobre cobmo procesamos los
datos que nos ofrece la fonética experimental y lo que oimos.

Palabras clave: conversacion espontanea, marcadores del discurso, particula mmh, analisis
pragmatico, analisis acustico.

Abstract

The objective of this article is to show on some difficulties that arise when we pragmatically and
prosodically characterize interactional discursive markers. In particular, we refer to the analysis of
the mmh particle in spontaneous conversations between Italian university students of Spanish as
a foreign language. Two preliminary studies, the first, from a perceptive pragmatic perspective and
the second, based on acoustic analysis (fundamental frequency, speed of speech and inflections of
the intonation curves), have revealed that the polyfunctional nature of this vocalization is not fully
reflected in its prosody. The difficulty is that their multifunctional nature is not limited to the fact
that they fulfill different functions in the interaction, but that they also perform them
simultaneously. On some occasions, the same broadcast, for example, that plays the phatic
function, may also involve a collaborative reaction and / or an attitudinal expression of the listener
particularly in emotions such as surprise. The same situation has been observed when it occurs in
turns taking with the added function of expressing agreement and understanding. Therefore, new
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perceptive and acoustic studies are necessary under a more reflective perspective on how we
process the data offered by experimental phonetics and what we hear.

Keywords: spontaneous conversation, discourse markers, mmh particle, pragmatic analysis,
acoustic analysis.

1. INTRODUCCION

La presente contribucion tiene como finalidad mostrar algunos desafios relacionados con
los métodos de analisis de los marcadores discursivos tipicamente interaccionales, tanto
desde un punto de vista pragmatico como prosddico.

En particular, se ha realizado un estudio para analizar el uso de la particula mmh en nueve
conversaciones espontaneas mantenidas por dieciocho estudiantes universitarios italianos
de espafol, extraidas del corpus CIELE, Corpus de conversaciones en Italiano y en Espaiiol
Lengua Extranjera (Pascual Escagedo 2015). Se trata de conversaciones diadicas cara a
cara, de 10 minutos cada una aproximadamente, sin planificacion previa, de naturaleza
cooperativa, para las que no se les dio ninguna instruccion sobre temas a tratar o tareas
gue realizar, situacién que favorecié que no se creara ninguna predeterminacién de las
tomas de turno. Los rasgos coloquiales estan marcados también por la relacion de igualdad
y de proximidad vivencial (son compafieros de curso) de los interlocutores, el caracter
familiar de los contenidos de las conversaciones (el contexto cotidiano en las clases, en
las aulas y fuera de ellas) y, por ultimo, los temas no especializados (Hidalgo Navarro
2017: 44).

El trabajo tiene una doble justificacién, por un lado, los estudios de los que disponemos
sobre el tema son parciales, como se vera en el apartado dedicado al estado de la cuestion
y, por otro, las dificultades que entrafian el analisis de los marcadores interaccionales.

En un primer acercamiento, se analizaron las funciones que desempefiaban siguiendo la
clasificacién de los marcadores discursivos propuesta por Lépez y Borreguero (2010).
Dichas autoras sugieren, dentro de la macrofuncidon interaccional, tres funciones
principales: de control conversacional, de contacto conversacional y funcién reactiva. Las
primeras son emitidas por el hablante y estan desempefadas por aquellos marcadores
discursivos (MMDD) que tienen como objetivo delimitar los distintos movimientos
conversacionales en la interaccidén cara a cara (toma, mantenimiento y cesion de turno de
habla, control de la recepcién, peticion de confirmacidon y llamadas de atencién). Las
segundas, a cargo del oyente, informan al hablante de que se esta en disposicidon de
escucha, o bien manifiestan una cierta actitud ante la informacidon recibida, pero sin
intencion de arrebatarle el turno de palabra (funcién fatica), o bien transmiten sorpresa,
incredulidad, etc. (expresion actitudinal). Por ultimo, la funcion reactiva expresa la actitud
del oyente ante las informaciones dadas en el turno anterior para manifestar desacuerdo
total o parcial (reaccion opositiva), acuerdo (reaccién colaborativa) o pedir explicaciones
(peticidon de aclaracion).

Esta clasificacion evidencia el caracter polifuncional de los MMDD interaccionales. Sin
embargo, la dificultad estd en que la multifuncional no se limita al hecho de que cumplen
diferentes funciones en la interacciéon, sino que las desempenan también
contemporaneamente. Ante esta plurifuncionalidad, no siempre es facil determinar cual
de las funciones es la principal.
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En un segundo estudio (Pascual Escagedo 2019), cuyo objetivo era verificar si existia una
relaciéon entre las funciones comunicativas de mmh y sus caracteristicas prosddicas,
mediante la herramienta Praat, se analizaron la duracién, las frecuencias inicial, final y
media, el contorno melddico (siguiendo las pautas propuestas por Hidalgo 2015) y las
inflexiones relevantes de las curvas de fO (Garrido 2017).

En este trabajo, es nuestra intencion mostrar las caracteristicas fonopragmaticas y los
obstaculos encontrados a la hora de analizarlas e interpretarlas. Nos centraremos mas en
las cuestiones acusticas y nos remitimos a los particulares de los aspectos pragmaticos
contenidos en Pascual Escagedo (2018).

2. EL ESTUDIO DE LA ENTONACION DE LA PARTICULA MMH. ESTADO DE LA
CUESTION

En esta seccién, recogemos los estudios consultados que se han ocupado de las funciones
de la particula mmh y su relaciéon con la entonacion. Una revision de la bibliografia sobre
el tema muestra que los trabajos llevados a cabo hasta ahora son parciales. Por ello,
tenemos motivos para pensar que este tema es una asignatura pendiente.

Si bien son bastantes las investigaciones llevadas a cabo sobre la prosodia de la
vocalizacion mmh cuando se emiten como pausas llenas o sonoras en diferentes idiomas
(Duez 1982 con el francés, Shriberg y Lickley 1993 con el inglés, Savino y Recife 2000
con el italiano y Machuca, Llisterri y Rios 2015 con el espafiol, por citar algunos), son
pocos los estudios que se han ocupado de la prosodia de las diferentes funciones
comunicativas de esta particula.

Cerrato (2005 y 2007) analiza los sonidos “m-like” (si, mm, mhm, ok, ah, eh, ja, etc.) en
conversaciones de suecos e italianos. La autora identifica cinco funciones comunicativas
en estos sonidos: continuation i go on, continuation you go on, acceptance, non-
acceptance, expressive. En el analisis prosddico obtiene diferencias segun las funciones,
principalmente, palabras parecidas a mmh con contorno ascendente, se usa como
feedback give continuation you go on y las que tienen contorno descendente se utilizan
principalmente para indicar feedback give acceptance. entre las interacciones de los
suecos y las de los italianos, la diferencia principal en el contorno FO parece ser entre las
funciones continuation you go on y la funcién acceptance, mas marcada en italiano,
mientras que en sueco estas dos funciones presentan contornos similares. Por ultimo,
tanto en italiano como en sueco, las expresiones de retroalimentacion que cumplen la
funcidn continuation you go on se caracterizan por un contorno de tono ascendente.

Por su parte, Bravo Cladera (2009) analiza las funciones, la posicidon y la entonacién de
esta particula mmh inspirdandose en Allwood (1988 y 1993), Allwood et al. (1992), Gardner
(2001) y Cerrato (2005) y da como funcién general de mmh la retrocanalizacién. En el
analisis de dos corpus de interacciones entre bilingles espafioles y suecos, comparandolo
con el andlisis de otro corpus de nativos chilenos, identifica 4 funciones especificas:
continuador (contacto de la recepcion y la comprensidén del mensaje en marcha, ubicado
dentro de la secuencia), iniciador de intervencion (toma de la palabra, localizado al inicio
del turno de habla), como senal para la cesion del turno de habla (emitido al final del turno
de habla), indicador de la comprensidon y respuesta a pregunta u orden (como los
continuadores, aparecen dentro de las secuencias). En su estudio, observé dos tipos de
entonacion: llana y ascendente. Hall6 que ambos tipos de entonacién aparecen en las
funciones de continuacién de la interaccidon y de la comprensién del mensaje y cuando
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mmh cumple las funciones confirmacién a preguntas o exhortaciones, la entonacién es
ascendente.

Por ultimo, disponemos del estudio de Garrido et al. (2017) cuyo objetivo era analizar los
usos comunicativos de mmh en un corpus de conversaciones de nativos espafioles. En
este trabajo se encontraron 5 funciones de mmh: cuando el hablante invita a su
interlocutor a continuar hablando, expresando que entiende lo dicho y sigue a la escucha;
el hablante llena un espacio de espera, sin intencién informativa especifica; el hablante
habla para si mismo; el hablante expresa duda o inseguridad sobre lo que esta diciendo
y, por ultimo, el hablante expresa una emocidén. El analisis de los contornos melddicos de
estas funciones indica que cuando el hablante quiere seguir escuchando al interlocutor
mmh presenta, principalmente, una curva circunfleja con un inicio alto, un descenso medio
y un ascenso final. En las pausas llenas, presenta un contorno plano y cuando expresa
duda y emocidn, las curvas melddicas presentan bastante variabilidad en la forma de su
contorno, pudiendo ser planas, descendentes y ascendentes.

A nuestro juicio, es este Ultimo estudio el que mejor refleja la complejidad del analisis
fonopragmatico de la vocalizacion mmh.

A continuacién mostramos y comentamos algunos casos extraidos de los estudios
fonopragmaticos de la particula mmh llevados a cabo con nuestro corpus de
conversaciones en espafol entre estudiantes italianos universitarios que evidencian los
obstaculos que conlleva el analisis entonativo de esta particula.

Consideramos que es innecesario dedicar un apartado a los detalles de la metodologia
empleada, resumida en la introduccién, debido a que el apartado siguiente esta centrado
precisamente en la metodologia de nuestra investigacion.

3. DIFICULTADES EN LA CARACTERIZACION FONOPRAGMATICA DE LA
PARTICULA MMH

La clasificacidon propuesta por Lopez y Borreguero (2010) ha resultado ser aplicable en el
analisis de las vocalizaciones mmh en el corpus estudiado, dado que han cumplido la
funcion fatica, de expresion actitudinal, de reaccion colaborativa y de peticién de
aclaracidon, ademas de ser emitida para tomar el turno de habla y como respuesta a
preguntas (Pascual Escagedo 2018). Concretamente, los andlisis de las nueve
conversaciones mantenidas por dieciocho estudiantes italianos de ELE, en
aproximadamente 90 minutos de interaccion, dieron como resultado 196 emisiones de la
particula mmh distribuidas de la siguiente manera (Pascual Escagedo 2018): el 73% (144
casos) han desempenado la funcién fatica (124 mmh y 20 mmhmmh casos); el 17% (33
casos) se ha empleado para la toma de turno (29 mmh y 4 mmhmmh casos); el 3% (6
casos) han sido respuestas colaborativas; el 1% (2 casos) se ha emitido para pedir
aclaracioén y, por ultimo, el 6% (11 casos) han sido respuestas a preguntas.

Una de las dificultades a la hora de analizar estas emisiones estd en que su caracter
multifuncional no se limita al hecho de que cumplen diferentes funciones en la interaccién,
sino que desempefian mas de una funcidon contemporaneamente. De hecho se han dado
casos en los que, una misma emision desempefia la funcién fatica y, al mismo tiempo,
puede también contener una reaccién colaborativa y/o una expresidén actitudinal del
oyente. Lo mismo ocurre cuando se produce para tomar el turno con la funcion afladida
de expresar acuerdo y entendimiento. Como consecuencia, no siempre es facil determinar
cual de las funciones es la principal.
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Por otra parte, para estudiar la relacion entre las funciones comunicativas de mmh y sus
caracteristicas prosodicas, empleamos la herramienta Praat. Se analizaron la duracion, las
frecuencias inicial, final y media y el contorno melddico. Praat es un programa de acceso
libre que permite analizar el habla procesando muestras para obtener informacion acustica
(espectrogramas de banda estrecha y banda ancha, espectros, formantes, frecuencia
fundamental, intensidad y duracién). Dado que el objeto de estudio es solo una particula,
no hemos utilizado el sistema de transcripcidon TextGrid que ofrece el programa y hemos
usado la transcripcién ortografica del corpus CIELE.

En cuanto al patron melddico, se clasificaron las vocalizaciones en funcion de los contornos
de fopanotando, por un lado, las diferencias entre las frecuencias iniciales (fI) y las finales
(fF) y, por otro, las inflexiones mas significativas de las curvas. El resultado fue que la
mayor parte fueron descendentes (la diferencia entre las fI y las fF fueron positivas) y
presentaron con mayor frecuencia una curva con una parte inicial alta que desciende
ininterrumpidamente (PI_VM_VF). Menos frecuentes fueron las curvas ascendentes
(diferencias entre las fI y las fF negativas) con una realizacién con inicio alto, descendente
en la parte media y ascendente al final, del tipo PI_VM_PF (Pascual Escagedo 2019).

Sin embargo, este trabajo también reveld resultados contrastantes. De hecho, si por un
lado, efectivamente ha sido posible asociar con claridad las funciones mas frecuentes, la
fatica y su emisién para la toma de turno, a unas duraciones y a unos patrones melddicos
distintos y caracteristicos, por otro, esta metodologia no nos ha permitido caracterizar
aquellas emisiones que han cumplido con mas de una funcién contemporaneamente.

En este epigrafe recogemos algunos ejemplos representativos de los casos en los que
hemos encontrado mayor dificultad a la hora de caracterizar pragmatica y aclsticamente
la particula mmh. Concretamente, nos referimos a dos situaciones: (1) cuando mmh
desempeifa la funcion fatica con el valor anadido de mostrar una cierta actitud ante la
informacién recibida (expresion actitudinal) y (2) cuando, en la misma emision, cumple
mas de una funcidon contemporaneamente (funcidn fatica y toma de turno con valor de
acuerdo o entendimiento del mensaje del interlocutor).

En el primer caso, la percepcidon auditiva distingue con claridad las emisiones que
transmiten emociones, en particular, sorpresa, de las que tiene un caracter mas neutro.
Sin embargo, los valores ofrecidos por el analisis acustico con la herramienta Praat no
permiten diferenciarlos con precisién.

En (1) ESA2SA03 mostramos un ejemplo de mmh en el turno 22 que se percibe muy
expresivo en el que SA27 transmite sorpresa ante el hecho de que su compafiera de clase
trabaje todos los dias fregando platos en un restaurante.

(1) ESA2SA03

1 SA28 [&e]eh yoo / mmh
7 / yo trabajo| / trabajo todos los dias §

1 SA27 8§

8 équé hafces?]

1 SA28 [enn] unaa restaurante[e piz]zeria

9

2 SA27 [mmh]

o

2 SA28 = &eeh yoo / &mmh &mmh limpioo los platos §

1 :
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2 SA27 § immbh!

La curva melddica de la emisién del turno 22 en (1) ESA2SA03 esta caracterizada por una
fl de 351,51 Hz, una fF de 268,46 Hz (fI-ffF= 83,05 Hz) y una duracion muy breve (0,09
seg.), como se observa en el grafico 1.
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Grafico 1. Curva melddica de mmh fatico muy expresivo, turno 22 (fI-fF positiva)

Si comparamos los datos del ejemplo (1) ESA2SA03 con los de un ejemplo caracteristico
de la funcidn fatica sin valor afiadido, con entonacién casi neutra, como el recogido en (2)
ESB1SA02 (turno 60), cabria pensar que el valor mas expresivo queda reflejado por una
curva descendente mas pronunciada, ya que en (2) ESB1SA02 la diferencia de la
frecuencia inicial y final corresponde a 32,76 Hz (fl de 210,91 Hz y una fF de 178,15 Hz).
También podria incidir el valor de partida de las frecuencias iniciales, mayor en (1)
ESA2SAO03, con fl de 351,51 Hz, que en (2) ESB1SA02, con fI de 210,91 Hz. Quizas podria
influir también la duracién, mayor en (2) ESB1SA02 con 0,18 s que en (1) ESA2SA03, con
0,09 s. No obstante, la muestra de la que disponemos nos permite solo hacer hipoétesis.
De hecho, han sido muy poco frecuentes en las conversaciones analizadas los casos en
gue la particula mmh ha desempefiado la funcién fatica con valor expresivo.

(2) ESB1SA02
54 SA33 &ehh ifuee solaa o con amigo((s)) [0 con- con novio?]

55 SA34 [ino! / yo fuii ] con mi

: tia §

56 SA33
: § °(immh!)° §
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57 SA34 § mi mama yy mi novio / Mario

58 SA33  immh!
59 SA34 yy &ehh e mii / abuela
60 SA33 immh!

61 SA34 miabuelaa &ehh [ahora vive]
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Gréfico 2. Curva melddica de mmh fatico, tono neutro, turno 60 (fI-fF positiva)

Sin embargo, se han hallado casos como en el turno 199 del ejemplo (3) ESA2SA03 en el
gue no hay indicio en el contexto de una expresidn actitudinal de sorpresa que han dado
valores melddicos muy similares a los que la manifiestan. De hecho, SA28 emite mmh,
tras recibir la informacién del nombre del perro con la funcion de informar al hablante de
gue esta en disposicion de escucha, sin intencién de tomar la palabra y sin valor afadido,
con una fI de 247,63 Hz y una fF de 159,53 Hz (fI-fF= 88,10 Hz) y una duracién de 0,29
S.

(3) ESA2SA03
194 SA27 [(RISAS)] / mi hermanaa &ehh quiera mucho a los
: animales §
195 SA28 § ées apasionada? §

154



196 SA27 § si / sobre todo los gatos yy el perro
107 A28 § immh! §
198 .SA27 § yy el perro se llama Gaia
199  SA28 immh!§
200 éA27 § yy // °(es una pestee dee)° —
201 .SA28 {icomo mi perro!} / [(RISAS)]
. 2o 21084 0265189 (3506 7 5 530 006232

520376362 [520 278362 Visible nart 0 937500 seconds

100 dB|500 Hz
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. E3a03138A7] 135 245843

Grafico 3. Curva melddica de mmh fatico, turno 199 (fI-fF positiva)

Mostramos otro ejemplo con sus parametros acusticos que corrobora lo que venimos
diciendo. El turno 70 de (4) ESA2SA03 presenta una fI aun mas elevada, respecto al
ejemplo (1) ESA2SA03 de 403,35 Hz y una fF de 201,84 Hz, lo que corresponde a una
diferencia de fI-fF igual a 201,51 Hz y una duracién de 0,19 s. y, sin embargo, la emision
no se percibe como mas expresiva. Tampoco el contexto en el que se emite ofrece sefales
de su posible valor expresivo ya que SA27 sabe que SA28 estudia aleman e inglés, por lo
que no hay nada de extrafio en que quiera trabajar en Inglaterra o Alemania.

(4) ESA2SA03
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69 SA28: § &ehh yoo quiero trabajar en el
extranjero / en &hm en Inglaterra o en Alemania

70 SA27: immh! §

71 SA28: § porquee me gustaa / he estadoo- ya he estadoo en Inglaterra
/ &ehh &ehh a Oxford // y me he- &ehh me he gustado
/ entonces &ehh queria trabajar alli / yy éy tu [tienes =]
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Grafico 4. Curva melddica de mmh fatico, turno 70 (fI-fF positiva)

Otros casos que no nos han permitido caracterizar los patrones melddicos son aquellos en
los que, en la misma emisidon, mmh cumple mas de una funcidn contemporaneamente. En
el turno 7 del ejemplo (5) ESB1SA03, mmh desempefia al mismo tiempo la funcién fatica
y de respuesta colaborativa mostrando acuerdo con su interlocutor sobre el hecho de que
el espafiol es mas facil para ellos que el inglés debido a que es un idioma que se parece
mas al italiano.

En este caso la fI es de 217,06 Hz y |la fF de 156,94 Hz (fI-fF= 60,12 Hz) y presenta una
duracion de 0,10 s.

(5) ESB1SA03
6 SA36: = yyy quieren &eh hacer aprender &eh el inglés a los estudiantes /

&ehh son muyy &eh preparados los profesores de aqui por eso ahora
en la universidad &ehh // de aqui amo el &h también el inglés como el
espafiol / el espainol es mas facil para mi porque es &eh simil al- al
italiano

SA35: °(immh!)°

SA36: peroo también el inglés tiene suu &ehh fas- éfascino?

SA35: immh! / &ehh que puede ser facil también el inglés

SA36: puede ser amable

-
5 0 o\
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Grafico 5. Curva melddica de mmh fatico/respuesta colaborativa, turno 7 (fI-fF positiva)

Los valores obtenidos en la emision de mmh con la doble funcidén de informar al hablante
de que se estad en disposicidon de escucha y manifestar acuerdo no son distantes de los
gue cumplen solo con la funcidn fatica, como en el ejemplo (6) ESA2SA03, caracterizado
por una fI de 250,52 Hz y una fF de 191,56 Hz, correspondiente a una diferencia de

frecuencia inicial y final de 58,95 Hz y presenta una duracién de 0,19 s.

(6) ESA2SA03 ]
98 SA27 vy he visto Avila y Segovia &ehm ©( ((esa es la)) )° §

99 SA28 § iy
: Burgos / &mmh Barcelonaa? / [°(todos esos)?]

100 SA27 [no / eso no] / expe- espero dee de
: ir el afloo / proximo §

101 SA28 § immh! §

102 SA27 § peroo / durante la pausa estiva
: §

157



W7 4 TedGrid ESA25A03
File Edit Query View Select Interval Boundary Tier Spectrum Pitch Intensity Formant Pulses

T101

296 933804 0191471 (5223 / s)

297 125275

01673
H’ s ‘HJ I
J "

0] e * " " b | il
sl ]

Jchiq

i
"’”

Ch2q

100 dB|500 Hz

SA28
N T101 (14/57)
0.384458 0.191471 0.361571
296.549346 | 296 549346 Visible part 0.937500 seconds 297,486846' 368.072860

Grafico 6. Curva melddica de mmh fatico, turno 101 (fI-fF positiva)

De la misma manera, tampoco ha sido posible distinguir prosédicamente la particula mmh
cuando se emplea en la toma de turno con valor de acuerdo o entendimiento del mensaje
del interlocutor, respecto a la sola toma de turno, como lo demuestran los valores

correspondientes a los ejemplos (7) ESB1SA03 y (8) ESB1SA01.

En el turno 11 de (7) ESB1SA03, SA35 esta de acuerdo con el mensaje de su interlocutor
sobre la opinion de que el inglés es una lengua bonita. La curva melddica presenta valores
de fI (184,86 Hz) y de fF (170,6 Hz) muy proximos, con una diferencia de fI-ffF= 14,26
Hz, es decir, un contorno casi plano caracteristico de la toma de turno sin valor afiadido.

(7) ESB1SA03

9 SA35: immh! / &ehh que puede ser facil también el inglés

10 SA36: puede ser amable

11 SA35: immh!/a mi me/ por ejemplo / me gusta mas el inglés quee el espafiol
yy &ehm porquee &ehm &ehm / hasta ahora he siempre escuchado
musica inglés y creoo quee &ehh lo he aprendido gracias a- a eso yy &ehm
&ehm me gusta también el espanol peroo el inglés es &ehh / mii lengua
favorita / °(&ehm)° yy ¢élas otras asignaturas te gustan? / como literaturaa

—
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Grafico 7. Curva melddica de mmh en la toma de turno, turno 11 (fI-fF positiva)

En el ejemplo (8) ESB1SA01, hemos interpretado la toma de turno de SA32 con el valor
anadido de entender la explicaciéon de su compafiero sobre los cursos de que consta la
carrera de derecho y también ha dado como resultado una curva casi plana con una fI de
204,26 Hz y una fF de 186,65 Hz (fI-fF= 17,61 Hz). A la luz de estos resultados, hemos
deducido que la expresién de acuerdo y de entendimiento en las emisiones de la particula
mmh en nuestro corpus no quedan reflejadas en los valores acusticos, sino en los analisis
de los contenidos (informacidon referencial de los turnos) de las intervenciones e
intercambios entre los interlocutores.

(8) ESB1SA01

18 SA32: § en Giurisprudenza no
2 existee [&eh =]

18 SA31: [éno?]

3

18 SA32: = &eh no [es de cinco afios]

4

18 SA31: [éporque es de cinco?] / iAH! el nuevo
5 ordinamento §

18 SA32:

6 § si peroo §

18 SA31: § el vejo era dee [tres =]

7

18 SA32: [tres]

8

18 SA31: = plus dos

9

159



19 SA32: immh! / &ehh peroo trabajaa &ehh [ (()) ]
0
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Grafico 8. Curva melddica de mmh en la toma de turno, turno 190 (fI-fF positiva)

Sin embargo, en el corpus analizado, no hemos encontrado casos suficientes para llegar
a conclusiones definitivas. En nuestro analisis hemos encontrado 33 casos (17% del total
de las emisiones) en los que la particula mmh que introduce un turno de habla, de los que
21 (64%) no han afiadido ningun significado mas que indicar al hablante que se participa
y se sigue con atencion el contenido del mensaje del interlocutor. De las restantes 12
emisiones, en 9 casos (27%) se comunica al interlocutor que esta de acuerdo con sus
mensajes y en 3 casos (9%) que ha entendido el contenido de los mismos (Pascual
Escagedo 2018: 250).

4. CONCLUSIONES

Este articulo muestra las dificultades que han surgido a la hora de analizar pragmatica y
prosédicamente la particula mmh en nueve conversaciones espontaneas entre estudiantes
universitarios italianos de espafol lengua extranjera extraidas del corpus CIELE (Pascual
Escagedo 2015).

Para el analisis pragmatico hemos utilizado las clasificaciones de las funciones de los
marcadores discursivos ofrecidas por Lopez y Borreguero (2010). De los 196 casos
estudiados, el 73% (144 casos) han desempefiado la funcién fatica. Les siguen en
frecuencia, la toma de turno, con el 17% (33 casos). Mucho menos frecuentes han sido
las respuestas colaborativas, con el 3% (6 casos) y las peticiones de aclaracion, con el 1%
(2 casos). Por ultimo, mmh ha sido empleado como respuestas a preguntas en 11 casos
(6%).
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El analisis acustico, llevado a cabo con la herramienta Praat, si bien ha permitido
caracterizar prosodicamente algunas funciones, como la fatica y la de toma de turno, no
ha proporcionado datos significativos en aquellas situaciones en las que la particula mmh
ha cumplido mas de una funcién al mismo tiempo . Es el caso de las emisiones que han
desempefiado la funcidn fatica con el valor afadido de una cierta expresidn actitudinal, en
particular, emociones como la sorpresa y cuando cumple mas de una funciéon al mismo
tiempo: funcion fatica y toma de turno con valor de acuerdo o entendimiento del mensaje
del interlocutor.

Consideramos que esto es debido, por una parte, al hecho de que cuando trabajamos con
muestras reales de conversaciones espontaneas algunos usos funcionales presentan un
escaso numero de apariciones en los corpus (aspecto que limita la labor del investigador)
y, por otra, a su naturaleza polifuncional que aun no nos permite armonizar el analisis
perceptivo de las funciones de los marcadores en la interaccidn con el del analisis acustico
instrumental.

Por todo ello, los problemas metodoldgicos encontrados en el analisis pragmatico y
acustico de las funciones de la particula mmh en nuestro estudio estan aun por resolver.
Es nuestra intencion ampliar la muestra al fin de disponer de mas casos, en la esperanza
de que un mayor nimero de casos facilite la caracterizacion fonopragmatica de estas
emisiones polifuncionales. A pesar de estas limitaciones, esperamos haber dado una
contribucidn al mayor conocimiento de la particula mmbh.
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