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Instructions Read each incident carefully. Decide how much you agree or disagree with the
actions or feelings of the international student. Selecta number from the 8-point scale to indicate
your reaction, and circle the number. Briefly note why you answered this way. Then indicate
what you would do in this same situation. Complete the second part of the scale in the same way
for the American involved in the incident.

International Student

Completely Disagree more Agree more Completely
disagree than agree than disagree agree

1 2 3 4 5 6 7 3
Why?

What would you do?

American

Completely Disagree more . Agree more Completely
disagree than agree than disagree agrec

1 2 3 4 5 6 7 8
Why?

What would you do?
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Instructions Read each incident carefully and then discuss the following questions:

1. What problem has been created for the international student?

2. What problem has been created for the American?

3. What cultural misunderstanding caused the problem?

4. How would you solve the problem if you were the student?

5. Is there something you might do to ease the problem if you were the Amertcan?

A. When Khalid, a new student in the English language center, had borrowed a friend's new
car to practice for the driving exam, he didn't notice that the temporary license plate had expired.
As he headed toward Broadway, he glanced in the rearview mirror and saw the flashing lights of
a police car behind him. Khalid pulled over to the curb, worried because he didn't understand

- what he had done.

When the officer asked him for his license, Khalid gave him the international license he had
brought with him.

"What's this?" the officer asked, turning the paper over in his hand.

"License, international license, "Khalid said.

"Do you have a state license?” There was a long pause before Khalid answered

"Yes, sir.”

"Well, let me see it, please.”

"Next week [ get license."

After trying to communicate a few more times, the officer asked for the registration and proof
of insurance, which Khalid could not find. The officer gave Khalid a ticket for driving without a
valid license and a current license plate and also cited him for not having proof of insurance.

temporary-for a short period of time
expired-no longer good
glanced-looked quickly

valid-legal

current-up-to-date

B. Yasir, a community college student, went to the local supermarket to shop for groceries.
After he had gone through the checkout stand with all the items he needed for the party he was
having that night, he remembered that he had left some film to be printed. He picked up the film



from the clerk at the Photo Counter, turned around, and met Khalifa, a friend of his from school.
He and Khalifa talked for awhile about the party, and then Yasir walked out the door of the
supermarket toward his car.

"Come back here, you!" a voice yelled at Yasir.

" Yes?" Yasir replied, turning to look behind him.

The assistant manager of the market took Yasir by the shoulder and led him back into the
store, where he called the police. Yasir was afraid of what might happen. "Here's the money for
the photos,” he offered the manager, who pushed away the money. The police arrived, questioned
Yasir, and gave him a paper with a date when he had to appear in court on shoplifting charges.

C. One afternoon last semester an American girl was hurrying down the hall to her physics
class. She was by herself in the hall until she turned the corner by the drinking fountain where
she met a group of international students who were speaking loudly in their own language.

One of the students looked at her and said something in his own language. Then he laughed.
His tone of voice and his laugh made her feel very uncomfortable and quite angry. She gave the
group a dirty look and hurried into the classroom where she met her friend. She explained the
incident to him. :

"I felt that I was being culturally disturbed even though I didn't understand the words he said
to me, "she explained to her friend. He was even angrier than she was.

"Show me who the guys are, and I'll make them eat their words", he said.

"No, [ think it would be better to talk to the campus police,” she suggested.

dirty-angry
culturally disturbed-actions or words of a social nature that bother someone
to eat one’s words-to take back what one has said, to apologize
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Instructions After carefully reading each critical incident, discuss the following questions:
1. What problem has been created for the international student?
2. What problem has been created for the American?
3. What cultural misunderstanding caused the problem?
4. How would you solve the problem if you were the student?
S. Is there something you might do to ease the problem if you were the American?

A. Wei Ping thought she had done very well on yesterday's history test. When the test was
returned, she was surprised to find she had received only 40 percent. She had done the first
section perfectly but had received no credit for the second part, which she had also completed.
While the professor was beginning some new lecture material, she asked why she had received
such a low grade.

The professor said, "Read my comments. I don't remember your situation without looking at
the test." Wei Ping still didn't understand why she had received no credit for the second part. She
had answered all the questions, and she felt the professor was not being fair.

After class she again questioned the professor, who said, "My comments indicate you didn't
follow directions. Instead of writing one word answers, you were supposed to write a full
paragraph for each question."”

"I'm sorry. I didn't understand the directions. May I take the test again?"

"I'm sorry, Miss Liu, but the directions were clearly stated at the beginning of that section of
the test, "the professor explained. "l can’t give you a second chance just because you're a foreign
student."

B. The American director of the language center had asked one of the students, a young man
from Korea, to come to the office because of his many absences from class. When Jae came into
the office, he was not alone. An older Korean student came with him. The director was surprised
because he knew that Jae, an advanced student, spoke English quite well.

"T'd like to speak with you about Jae," the older man said.

"Can't Jae answer for himself?" the puzzled director replied.

"Yes, but it's better if [ talk to you first.”

C. Professor Jones was in his small office talking on the telephone to his wife. The door to
the office was open as it always was. Saeed needed to discuss a writing assignment with his
instructor before his next class began in 10 minutes.

"Mr. Jones," Saeed said as he stepped inside the office. "I need to ask you a question about
the homework."

Professor Jones put his hand over the telephone mouthpiece and said in an angry voice,



"Can't you see I'm talking on the telephone? Wait outside, Please. "He closed the door as soon as
Saeed had stepped outside the office.

D. "It's going to be a really tough test in computer class, "Lee said to his friend Omar. "I've
studied for days but I still don't know everything. Would you sit next to me in case I need help?”

"Ok, I can do that, Lee. I've had a computer class in my country before, so it's not too hard for
me."

During the test Omar turned his paper so Lee could see it when he needed to. When the test
was over and the two friends were leaving the classroom, the instuctor stopped them.

"What do you two think you were doing in there?" he asked angrily.

"Nothing, sir. We didn't do anything wrong," Omar said.

"I saw you cheating and I plan to give you an F on the test. I may even consider having you

dropped from the class."
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Instructions After carefully reading each critical incident, discuss the following questions:
1. What cultural knowledge did the teacher need in this situation?

2. What did the student need to understand about American culture?

3. What could the teacher do to make the situation better?

4. What could the student do to make the situation better?

A. One of the English teachers asked Ahmed, a student who had become a close friend of her
family, to play the oud, an Arab musical instrument, at the international dinner the school was
planning. The student agreed, "Yes, 1'd like to play at the dinner."

"Would $25 be Ok?" the teacher asked.
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"Twenty-five dollars? What for?
"For being part of the program. That's what we're paying all the entertainers,” she explained.
Ahmed was embarrassed and a little bit angry.

B. Claire, a new ESL teacher, enjoyed her classes very much but was becoming frustrated
with her beginning grammar class. The class was almost evenly divided between two cultures
and both groups of students asked questions of each other and talked in their own languages.

On Friday, Claire was trying to review for a test by asking each student a question: "Jose,
please give me a sentence using the present continuous tense of to be."

Jose turned to his friend , Samuel, and asked him the answer in Spanish. At the same time,
Yoko and Naoki were discussing the answer in Japanese in the back row.

"Oh, now that's enough! All of you, just shut up!" Claire shouted. The class became very
quiet. Claire was embarrassed. Later two of the students complained to the director, "She shouldn't
talk to us that way. It's not polite."

C. "Yoshi, can you give me the answer to question 57" the reading teacher asked.

Yoshi kept his eyes on the book, studying the question. He was thinking carefully of what
verb tense to use in his answer when the teacher moved on to the next student.

"Can you help Yoshi, Carolina?" _

Carolina asnwered the question quickly although her grammar was not perfect.

Yoshi felt a bit uncomfortable because he knew the answer, too.

D. Although Mrs. Carter was new to the ESL field, she had taught in high school for more
than 10 years. She loved her international students as if they were her own children. After helping
two of her more advanced students, a young woman from Thailand and a young man from Saudi
Arabia, to prepare for the TOEFL exam, she eagerly waited for the test results. When she
discovered that both of them had gotten more than 520 on the test, she hurried to congratulate
them.

The young woman, Chanjeera, was sitting in the library, head bent over her books, when Mrs.
Carter found her. Patting her on the head, Mrs. Carter said, "Congratulations on your TOEFL
score, Chanjeera.” '

"Thanks," Chanjeera said as she slid down further in her chair.

"Aren't you happy about the score?” Mrs. Carter askes.

"Yes... yes, thank you."

As she was leaving the library, Mrs. Carter recognized Ahmed in the long white robe and
white head covering that he always wore on Fridays. _

"Hi, Ahmed," she said. "I just heard about your TOEFL score. That was great!" She put her



hand out to congratulate him, but Ahmed just smiled and stepped back a bit. "Thank you. I'm
really glad I got a high score,” he said.
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A. You are the foreign student advisor at a large university. You have been directed to run an
orientation of one week for new international students. The students who show up at the orientation
are bored and hostile. They are there only because it is a required activity. They don't think they
need to spend one week learning about American culture and university policies. What would
you do, as foreign student advisor, to change their attitudes?

B. You are sharing a dormitory room with an American student. Although you have studied
English for six months, you still have problems communicating. You are a serious student because
you know that you must make a B average in order to keep your scholarship. Your roommate,
however, seems to have come to college to play rather than study. She brings her friends into the
room when you are studying, plays the stereo loudly until four in the morning, and frequently
smokes cigarette in the room. You don't like any of these things, but you don't know what 1o do
about them. '

o) )



C. Your intermediate level ESL class just increased in size to 17 students. It seems to you that
there are just too many students to allow the teacher to answer questions and to give you the
attention that you need in order to progress to the next level. You go to the director to complain.

"I'm sorry," he explains, "we usually split classes when they reach 135 students but, at this
point, we do not have another teacher and the college is so full that there isn't another room
available.”

"If it's going to stay this way, I think T want my money back so I can go to another school,
"you complain,

“I'm really sorry,” the director says. "Next term will be different because the college won't be
so crowded.”

If you were the student, what would you do?
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Instructions After carefully reading each incident, discuss the following questions:
1. What problem has been created for the international businessperson?

2. What problem has been created for the American?

3. What cultural misunderstanding caused the problem?

4. How would you solve the problem if you were the international businessperson?
5. How would you solve the problem if you were the American businessperson?

A. Mr. Sakai was visiting in Chicago as the representative of a Japanese electronics company.
Two American businessmen had made an appointment to meet him for lunch at an expensive
downtown restaurant. After the three men had introduced themselves and had ordered their
food, Mr. Johnson started the conversation. '

ol 3y



"Is this the first time you've been in the United States?" he asked.

"No, it is the second time, but my first visit was to California,” Mr. Sakai replied.

"Do you travel a lot in your job? I imagine it's difficult to leave your family frequently. You
do have a family, don't you?”

"Yes, yes," Mr. Sakai nodded.

"Do you have children?” Mr. Carroll, the second American, asked.

Mr. Sakai paused. "Yes, yes, I have two children. My son is just finishing..."

Mr. Johnson interrupted, "Is your wife the typical good Japanese woman who stays home to
care for you and the children?” '

"Excuse me, gentlemen. I have your soup," interjected the waiter as he served the bowls of
onion soup.

After Mr. Sakai had tasted the soup, Mr. Johnson said, "This is my favorite soup. I hope you
like it. What do you think?"

Mr. Sakai seemed surprised at the question and looked blankly at Mr. Johson.

"It's good, i1sn't it?" Mr. Johnson asked again.

Mr. Sakai seemed frustrated. He nodded and looked down at his bowl, hoping the conversation
would end soon,

B. Mr. Smyth, the manager of an American oil company went to Saudi Arabia to negotiate
for a very big contract. He had read about Saudi oil wealth and hoped to make a fast deal that
would expand his business. During his first meeting with the assistant minister of petroleum, the
American businessman was happy to find that the minister spoke excellent English although he
had been educated in his own country. "Since his English is so good, we should be able to get
right down to business,” the American thought.

“"Would you like some coffee, Mr. Smyth?” The minister asked.

"No thanks, I just had breakfast,” Mr. Smyth replied.

"Are you certain you don't want to try our excellent Arab coffee?"

"Thanks, but I'm not much of a coffee drinker. Maybe we could just begin talking about dates
of completion and costs,” Mr. Smyth suggested, relaxing enough to cross one leg over the other.
The minister looked surprised as the bottom of Mr. Smyth's shoe was pointed toward him.

"Since I don't have much time this morning, maybe you would like to return later in the
week," the minister said.

C. Ms. Okada had just moved up to a management position in the sporting goods company
where she had been employed since graduation from college in Tokyo. As part of her new
assignment, the company decided to send her to Colorado to visit with retailers in ski areas in
Vail and Aspen. She had studied English for many years in Japan but had never visited the
United States, so she was quite excited.
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She was met at the airport by Mr. Collins, owner of a chain of skiwear stores. "I'm so happy
to meet you, Ms. Okada, "said Mr. Collins as he reached out to shake her hand.

“I'm pleased to meet you, Mr. Collins,"Ms. Okada replied keeping her hand behind her back
and bowing slightly.

As the week progressed, she was introduced to many American businessmen and women, all
of whom tried to shake hands with her. She felt very uncomfortable with the idea of touching
hands and decided it was not important to adapt to this embarrassing American custom.

One of the top executives she had met commented after she had left, "I like the products that
Okada's company produces, but she's rather a cold fish... a bit too formal for me."
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A. You are Mrs. Thomas, the mother of two children and a host mother for Maria, a 17- year-
old student from Venezuela. When Maria comes to live at your house, you tell her about the only
important family rule that you want her and your two children to follow. This rule is to let you
know if she is going to be late for dinner, which is always at 6 or 6:30 p.m., or if she goes out
with friends at night to give you a time that she will return.

The first week Maria is home on time every night for dinner, but on Monday of the second
week you have prepared a special birthday dinner for your daughter, Jan. You think it will be fun
for Maria to see what an American birthday party is like. The dinner is ready at 6 p.m., but Maria
isn't home. You wait until 6:45 but are afraid the special roast beef will be too dry, so you ask
everyone to begin eating. At 7:30, Maria comes home.

"Where were you, Maria? We were worried. Didn't you remember about the party?" you ask.



"I didn't think you'd eat. It's so early, "Maria says.

You fix a special plate for her and the party continues. However, two days later, dinner is on
the table at 6 and Maria doesn't return until 8:30. "I was studying with friends at school," she
says.

The problem continues several weekends later when Maria does not come home on Saturday
night. You are so worried that you call her school and even contact the police. When Maria
arrives at noon on Sunday she says, "Oh, I was just having a party with my friends and decided
to stay overnight.” You are very angry and think about asking Maria to leave.

B. You have just moved in with an American family after living at home with your parents
for 21 years. You pay the family the required amount for room and board. You are homesick and
a bit confused about what is expected of you, but the family is very kind and asks you to go
many places with them. They even help you with homework when you have questions.

As the weeks pass, you settle into a routine very much like being home in your own couniry.
When you need a snack, you ask the host mother to prepare one. When your dirty clothes pile up
on the floor at the end of the week, you ask the mother to wash them. One evening after dinner,
everyone is carrying their dishes to the kitchen. "I'm going to my room to study for a test," you say.

"Just a minute, young man, I'm tired of you not helping with any of the chores in this house.
Please carry your dishes to the kitchen and put them in the dishwasher.”

You are surprised and hurt by her tone of voice,

C. You have been looking forward to a homestay in the United States for two years. "This
will be the best way to learn English while I'm studying,” you think.

When you arrive at the airport, a driver from the school takes you to the family, Mrs. Clarke
and her daughter, 12 years old. Mrs. Clarke helps you to get settled. "I am a nurse and often work
from 6 p.m. to 2 a. m.," she tells you. "But I'll leave your dinner in the refrigerator." During the
first two weeks, you only sit down for dinner with the family three times. Each evening you try
to practice your English with the 12-year-old when she is not busy talking on the telephone to
her friends or watching TV,

You are frustrated. "Is this American family life?" you ask yourself.

ol Jad gl Kon oSS

Exercise 2B Koreans studying at the same school frequently form their own "family hierachy,”
by designating the older of the students as an advisor. The advisor acts as a go-between or
negotiator when problems arise.

Exercise 3C Itis very common for Japanese to pause before speaking. In fact, not speaking
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immediate]ly may be a way of showing respect for the person who has spoken or for the idea that
has been stated. If the question asked is a personal one, and direct, the pause may be even longer
as the Japanese person considers how to avoid a direct answer, which is a characteristic of the
culture.

Exercise 3D In Thai culture, touching the head of someone is a sign of disrespect and, some
believe, may take away the spirit or soul of the person touched. For Moslems, such as Ahmed,
it is very inappropriate to shake hands with a woman.

Exercise SA The rapid-fire questions by Mr. Johnson and Mr. Carroll violate the conversational
propriety of Mr. Sakai. "Speaking too much is associated in Japan with immaturity or a kind of
empty headedness,” according to John Condon, authour of With Respect to the Japanese:
A Guide for Americans.' American treat silence very differentgly from the Japanese. When an
American asks a Japanese person a question, there is always a pause before the answer. When
the question is direct, as in the case of Mr. Carroll and Mr. Johnson, there will be a longer pause
while the Japanese tries to decide how to avoid a direct answer. When there is a pause after a
question, Americans frequently assume that the question was not understood and attempt to
rephrase it. This "additional verbalization is only likely to make the situation more difficult for
the Japanese. Not only has the American asked two or more questions in the space appropriate
for one, he has separated himself by not sharing in a thoughtful silence.”*

Exercise SB Establishing a relationship with any visitor is extremely important in Arab
culture. The chance to become acquainted slowly over a cup of tea or coffee is more important
than getting right down to business. In addition, showing the sole of one's shoe by crossing one
leg over the other is a serious breach of etiquette to the Arab.

Exercise 5C In Japan, great attention is paid to relationships. The bow is an indicator of the
relationship and can show, by its depth, who is older or of higher status. An American handshake
does not indicate much about the relationship between two people. Additionally, for Ms. Okada,
touching the hand of a man whom she has never met before probably seems very inappropriate
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alike in at least one variants form. I need to
point out that it is often difficult for a modern
reader or listener to grasp that a pun is involved,
particularly if the pun is encapsulated in one
word rather than two. For exmple, ‘Let me be
boyl’d to death with Melancholly’ (Twelfth
Night 11 v3). The clause contains a play on boil
and bile, which like melancholy was of the four
humours. Melancholy was the cold humour --
and hence the joke. A semantic pun involves
words which have two meanings, one of them
being often obscene. The obscenity of the
wordplay might not be easily understood by a
modern reader. The reason is that each age
develops its own bawdy vocabulary, and, there-
fore, the double entendre is likely to be over-

looked. When Gratiano in The Merchant of

Venice threatens that he will 'mar the yong
clark's pen' (V i 237) if Narissa marries him,
an average reader or listener may not recognise
that pen has the second meaning which ts
blatantly obscene.

In conclusion,I would like to point out that,
as we all know, languages are structured
systems, and different languages are structured
differently. Therefore, interlingual translation
will never be a simple or mechanical subs-
titution process. For translators, it will more
often than not necessitate making choices
between various T. language items which are
more suitable to convey the message in the S.
language. This process precludes strict
equivalence in general, and for wordplay in
particular.

This paper is hoped to make a small contri-
bution to the sense of necessity of studying
Shakespeare in a more scholarly fashion, and
to the imperative need for prescribing more of
Shakespeare's plays in the curricula of the

schools of literature in our untversities. Thus,

we can hope for a growth of awareness of the
Bard of Avon which might, in turn, induce more
scholarly interest in the translation of his
works.
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this vacuum left by grammar they employed
rhetoric for particular effect. :

k) Anaphora: Alterations in word order may
appear to be overdone to many modern readers,
though there is usually good reason for them.
Emphasis was an important consideration.
Alteration in the word order may also help to
point out the parallelism, as when Fallsteff
says. ‘‘him keep with, the rest banish™ (1H4 11
iv 415). Word order can also be used to achieve
rhetorical arrangements in which the meaning
may sometimes be difficult to disentangle,
particularly for an audience in theartre. Thus
two subject-verb-object groups which should
logically follow each other can be amal-
gamated so that the two subjects are followed
by the two verbs and then by the two objects:

though I with death and with
Reward, did threaten and encourage him,

Not doing it, and being done

Here both clauses share the same subject /,
and object him, but otherwise they each have
contrasted elements. The sense is ‘I threatened
him with death if he did not do it, and I

encouraged him with reward if he did do it.”-

The arrangement adopted by Shakespeare
allows each pair of contrasted features to be
placed side by side.

1) Wordplay: The spirit of the age
encouraged the innovation in vocabulary, and,
as I pointed out earlier, writers of all kinds
competed with each other to introduce high-

sounding words. In addition to borrowing
foreign words and inventing new ones, word-
play was the second method of verbal
enrichment in this period. The explosion in
punning and other froms of wordplay in
Elizabethan literature was part of the attempt
to show that the English language could be used
expressively as any other language. They
represent another aspect of the potential range
of English. The growth in wordplay parallels
that of new words and there can be little doubt
that they both arose through the same causes.
Thus, there was an element of showing off in
the use of puns and punning, and this applies
as much to shakespears as to any other writer
of the time. These features were not introduced
to give naturalness to speech or to represent a
particular form of social register. They were
meant for particular effect.

Wordplay had many uses. One of the most
common was to pass the time pleasurably when
there was no essential dramatic business no
hand or no information which needed to be
conveyed to the audience. On the other hand
the wordplay was sometimes employed not
merely to use up stage-time, but to have a more
significant role in pointing to or implying
important ideas and themes in the plays.
Hamlet’s ‘A little more then kin and lesse then
kinde’ (I ii 65) with is play on kin and kinde
which has almost a proverbial expressiveness
sets the tone for Hamlet’s language and
introduces the themes of unnatural relation-
ships.

Puns may be either homophonic or sema-
ntic. The former involves words which sound
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convention of the time. People did not want
correctness of the language. They wanted
effect. The artificality of the language
employed did not matter to them. Poets and

dramatists vied with one another to see who -

could introduce the most obscure and high-
sounding words. In this art Shakespeare was
regarded as a pastmaster and referred to, in a
sneering remark, as the “upstart crow, beau-
tified with our feathers’ by his contem-
poraries.*

The reason for the excessive interest in
sound at this time was that much of the
educational training in both schools and
universities was merely verbal, and academic
distinction was achieved by proficiency in
formal disputation.

j)} Alliteration: Few studies have been able
to arrive at reasonable conclusions as to
Shakespeare’s pronunciation, and thus remain
ignorant of the stress patterns of his day. We
also read texts in a modern punctuation, the
aim of which is but the sense of the passage
rather than is rhythm as was more true of
Elizabethan punctuation. The result is that the
readers and quite likely to regard Shakespeare’s
meaning as more important than the sound of
his verse. They, therefore, get somewhat
bewildered when they come across passages
that seemingly do not make much sense.
Consequently they are in danger of judging
Shakespeare’s poetry on premises different
from those on which it was composed, and so
they may ignore the reasons which led him to
choose a particular word.

As T pointed out earlier, sections of figures
of sound can be found in rhetorical handbooks
from this period. These figures rely on the
repetition of sounds or words in pleasing
patterns. Of these we are familiar with alli-
teration. The reputation of alliteration has lost
much of its colour because we tend of think to
it as little more than superfluous verbal
decoration. Shakespeare used this figure of
sound extensively in all his writings. It is, for
example, a frequent device in the Sonnents
where it links together key words and themes,
as when he writes:

" The world will walie like a makelesse wife,
The world will be the widdow and still weepe
(9: 4-5)

in which the alliteration on w is very
prominent. Elizabethan rhetoric knew other
devices of repetition beside alliteration-- the
repetition of words:

Loue is not loue

Which aliers when it alteration findes,

Or bends with remouer to remoue

(116: 2-4)

Rhetorical figures are pervasive in the
writing of thd pertod and Shakespeare is no
exception. In many respects rhetoric was
regarded as more important than grammar, for
no writer would forego a rhetorical figure be-
cause in offended grammatical propriety.
Indeed, as noted earlier, grammar was not yet
standardized for English and so its principles

did not have a strong hold over writers. To fill



that I cannot choose one, nor refuse none"
(Merchant of Venice I ii 22) she means she
cannot choose or refuse anyone. Double
negatives abound in Hamler:

Ham: You cannot, sir, take from me anything that 1
will not more willingly part withal .... (11 ii
215)

Queen: Nothing at all; yet all that is 1 see.

Hamilet: Nor did you nothing hear (111 iv 135)

g) Countable and uncountable nouns:
Nouns are distiguished today by taking an
indefinite article or not. Countables take one,
because they can be counted: a cat, cats; a hat,
hats. Uncountables do not take an indefinite
article: sugar, water. Also they are not put into
the plural: sugar, much sugar. In Shakespeare
we see uncountables that have been put into
the plural: "Revenges burne in them” (Macbeth
Vii 3), and "Which give some soyle to my
behauiours' (Julius Caesar).

h) Double determiners: The determiner in
Modern English precedes the modifier and
conststs of a small group of words like articles,
possessives and demonstrative pronouns. In
Modern English there can be only one deter-
miner per head in each nominal group. Thus,
we cannot say the his book. But in Shakes-
pearean English an expression like 'An
instrument of this your calling back, (Othello
IV ii 46) occurs. In Hamlet expressions with
double determiners are not uncommon:

Hor ..., who by a seal'd compact

Well ratified by law and heraldry

Did forfeit, with his life, all those his lands {1 i 89)
or

Come, I will give you way for these your letiers (IV
vii 28)

Even in Elizabethan times the use of two
determiners was not common, and it seems to
have been used for emphasis. Today this kind
of usage can be found only archaically as in
the biblical these my sins. 1t is apt to remember
that this type of expression is currently used in
Farsi, where the above examples can be
translated as respectively

o OLE by led glaasl ol ¢ 5l (glga ) OF aan

1) Eloquence and richness of English: In the
Elizabethan period there was an intense interest
in language. Although grammar and
correctness of English were not given sutficient
attention, eloquence and lexical invention
attracted most of the writers’ and speakeers’
interest. Thus, eloquence was supplied by
rhetoric and richness by inventing new forms.
The sixteenth century witnessed the writing of
rhetorical handbooks as an aid for English
authors of which Puttenham’s The Art of
English Poesie (1589) is among the best
known.’ Puttenham’s, for the most part, con-
sists of figures of sound or figures of sense, in
both of which the language is manipulated to
produce particular effect. The aim of rhetoric
18 literary and artificial. It is important that
Iraninan translators of Shakespeare bear this
in mind that they cannot expect a dramatist like
Shakespeare to adapt this language to
individual characters of his palys in realism of
speech or occasion or colloquialism. It was the
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should be interpreted in a similar way.

d) thou and you: In earlier English there
were separate forms for the singular and the
plural thou and you. In the Middle English
period (1100-1500) the two began to overlap,
while there was a trend for thou to act as the
marked and you as the unmarked form in the
singular; that is to say, when thou was used it
carried more information than simply singular.
It was used to indicate familiarity or contempt.
In translating Shakespeare it should be noted
that he used thou in its marked sense. Kent in
King Lear was deliberately rude when add-
ressed the King 'what wouldest thou do old
man? (1145). The extra meaning of thou may
occur in unlikely occasions, and thus, can be
easily overlooked. In the opening scene of
Hamlet in which Barnardo, Marcellus and
Horatio are suddenly confronted with the ghost

Barn: It would be spoke, too.
Mar: Question it Horatio,

Hor: What art thou that usurp'st this time of night,

To Horatio and the other characters in the
play, the ghost is a spirit which is not human.
It is, therefore, referred to as it, and it is not
unnatural that they should address it as thou
implying a mixture of contempt and fear.

e) Bawdiness: Shakespeare seems to have
had a deep-rooted interest in manipulating the
language for bawdy innuendoes and enjoyed
it. When we come across such instances in his
plays his vocabulary becomes crisper and

clearer and his tone gets sharper. As part of
Shakespeare's habit of repetition he sometimes
seizes on particular words and employs them
frequently. Then, on a special occasion he uses
them with particular connotation. One of such
words 1s nothing, a word which may readily
be overlooked by a modern reader. Because it
represents O it can be used bawdily, as in
Hamilet:

Ham: That's a faire thought to ly between Maids legs.
Ophe: What is my lord?
Ham: Nothing,

Another example is when Agricola says of
Anthony's use of Cleopatra 'He ploughed her,
and she cropt’ (Ant I 11 232). The image is from
agriculture, and cropt here has the sense 'pro-
duced fruit', i.e. gave birth to the child Caesa-
rion.

For an Iranian translator the bawdiness
presents an ethical problem. Moreover, it never
crosses the mind of an average Iranian reader
of serious classics that Shakespeare, who
unquestionably sits in the centre of Western
Canon, can touch on such blatant obscenities.

t) Double negative: Negatives in Shakes-
peare differ considerably from their modern
counterparts. The double negative was
employed for emphasis: Celia "but love no man
in good earnest, nor no further in sport neyther"
(As You Like it, ] ii 24). The use of nor where
modern English might prefer or or even and
can lead to uncertainty as to the precise mea-
ning; when Portia says, "it is not hard Nerrisa,



30 females of a group of 35, both in their 3 rd
term of translation answering a test, marked
the phrase as "difficult to understand”. Only
one female student with a background of 18-
month undergraduate studies on English
literature at an Indian university has given the
correct answer. Shakespeare for an Iranian
student of English is a foreign language within
aforeign language. Students should have some
grasp of the language of shakespeare's time for
a better comprehension of his works. Diffi-
culties involved in studying Shakespeare
extend far beyond the question of unders-
tanding the literal meaning of a few words or
phrases.

The following notes are hoped to illustrate
the point and exhibit some features of Shakes-
peare's language:

a) Double Comparative: "To some more
Jitter place’ (Measure for Measure 11 i1 17);
'more nearer (Hamler If I 11), more + the com-
parative inflexion-er.

b) Double Superlative: "This was the most
unkindest cut of all (Julius Caesar III ii 183);
most is used as well as the superlative in-
flexion-est. The double superlative could by
some novice readers be interpreted as the
suggestion of degrees in superlativeness,
whereas there can logically be only one best
or worst of anything. '

In making their decisions on the translation

of double comparisons translators need to
remember that more and most were originally

adjectives and adverbs. As the former they had
the meaning 'bigger' and 'biggest' in size; and
as the latter they were used as intensifiers with
the sense 'very' or 'absolutely' used to em-
phasize the meaning of the following adjective
or adverb. Examples from Hamlet can exhibit
this meaning of the intensifier. In 'Oh horrible,
Oh horrible, most horrible' (Iv 80) most is not
used to form superlative, but for emphasis. It
varies and complements the two previous Oh's
and confirms the terrible nature of the murder.
Later when Hamlet drags the body of Polonius
trom his mother's room, he says that Polonius
'Is now most still, most secret and most graue'
(Il iv 214). In this case also there is no question
of most forming superlatives. Because Polonius
is not now the quietest person; for he shares
his quietness with all the dead; he is merely
very quiet in death as compared with his
garrulity when alive. In the same play when
the King refers to 'the primall eldest curse' (I11
iii 37), we may interpret primall as a kind of
intensifier which comes close to functioning
as a double superiative meaning 'the very oldest
curse'.

c) The repetition of adjective or adverb: An
adjective or adverb is repeated so that the first
acts as an intensifier to the second in a way
that is not dissimilar to the double comparisons.
For example, 'Oh that this too too solid flesh,
would melt’ (Iii 129); 'Excellent, excellent well'
(II i1 173); 'quite, quite downe' (IIT 1 154); ‘A
verie verie Pajok (111 ii 278); and 'those many
many bodies' (III iit 9). It is even possible that
the Queen's Drown'd, drown'd' (IV vii 185)
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Shakespeare S Language

. Abass Horn Ph D (Engllsh therature)

The Nut:onal Qnst:tute of English
Shakespeare for an Iraman student isa forelgn language

' w1thm a forelgn language

This writing is not about the grammar of
shakespeare's language; nor is it meant to offer a
new interpretation of his plays. It is a quick short
look at some aspects of his language for the
benefit, especially, of novice translators.

Shakespeare is difficult. It is doubly difficult
for an Iranian student or a translator of inade-
quate experience. In order for a translator to
arrive at a reasonable comprehension of a play,
he/she will have to penetrate some unfamiliar
layers of liguistic, cultural and situational
ambiguity. For him/her it is not unlike climbing
an unusually steep mountain. For native

speakers of English studying Shakespeare, the
phrase "patience on a monument" is not likely
to present too much of a comprehension prob-
lem. Chances are that they get to know it long
before coming across it in Twelfth Night (11 iv
117). Whereas for an ordinary Iranian student
of English or translation it does present a
problm. 21 male students of a group of 23, and



learners will be enhanced. With regard to the
two standard varieties (i.e. British and
American English) more consistency is
suggested to English teachers and students
alike. Teachers are also advised against
prejudice since both varieties are equally
acceptable. Concerning the choice of medium,
although in most EFL situations emphasis is
given to the written language oral fluency
should not be overlooked owing to the ever-
increasing role of English as an international
language. As far as errors are concerned, it is
suggested here that those errors which may
impede the smooth flow of communciation,
either written or oral, should be given priority
and less significant errors should be treated as
secondary and be dealt with only if time allows.
Teachers are encouraged to practice more
tolerance towards learners’ errors.

References:

Andersson, L. G. and P. Trudgill (1990). Bad languzage.
London: penguin.

Bloomtfield, L. (1933). Language. New York: Holt,
Rinehart and winstone. Inc,

Burchfield, R. (1981). The spoken word: A BBC guide.
BBC, London.

Chambers, J. K. and P. Trudgill (1980). Dialectology.
Cambridge: Cambridge University Press.
Cheshire, J. (1982). "Linguistic variation and social

function, "In Romaine, S. (ed.) Sociolinguistic
variation in speech community, PP 153-166.
S. Pit (1982).

interlanguage. Oxford: Oxford University Press.

Corder, Error analysis and

Downes, W. (1984). Language and society. London:

Fontana Paperback.

Greenbaum, S. (ed.) (1985). The English langnage
today. Oxford: Pergamon.

Haas, M. R.(ed) (1982). Standard language: spoken
and written. Manchester: Manchester University
Press.

Hall, R. A. (1950). Leave your language alone. New
York: Cornell University Press.

Hawkins, E. (ed). (1983). Awarencss of language.
Cambridge: Cambridge University Prees,
Hatmes, J. (1992). An introduction to sociolinguistics.

London: Longman.

Jesperson, Otto (1922). Language: Its nature,
development and origin. LLondon: Allen and
Unwin, Ltd.

Milroy, I. and Milroy, L. (1985). Authority in language:
Investigating language prescription and
standardization. London: Routledge and Kegan
Paul.

Moulton, W.G. (1962). "Linguistics and language
teaching in the United States 1940-1960. "In
Mohrmann, C., et al Trends in European and
American Linguistics 1930-1960. Utrecht:
Spectrum Publishers, PP. 82-109.

Quirk, R. (1968). Essays on the English language:
Medieval and Medern. London: Longman.

Romaine, 5. (1984). The langnage of children and
adolescents. Oxford: Blachwell.

Trudgill, . (1979). “Standard and non-standard dialects
of English in the UK: Problems and policies. "In
International Journal of the Sociology of
Language 21: 9-26.

-- (1988). Norwich revisited: Recent linguistic changes
in an English urban dialect. English world-wide,
9:33- 49.

Wolfson, N. (1976). "Speech events and natural speech:
Some implications for sociolinguistic methodo-

logy". Language in Society 5,2: 189-211.

ol



0l an)

skills (oral or written), and at the same time
accommodate for other skills in the syllabus.
As far as errors are concerned, it is suggested
here that those errors which may impede the
smooth flow of communication, either written
or oral, should be given priority and less
significant errors should be treated as
secondary and be dealt with only if time allows.

Written materials can be, as have always
been in the majority of cases, based on
Standard English; however, provision should
be made for the teaching of informal writing
styles such as informal and friendly
correspondence.

The choice of spoken materials for language
laboratories and conversation classes is not
without its problems. On the one hand, basing
the oral material on standard accents such as
RP, in the case of British English, has the
advantage of approximating the speech of
foreign learners to that of educated English
speakers and enabling the students to benefit
from radio and television programmes in
English received in their countries of origin.
On the other hand, restricting the oral material
to the standard accent has the disadvantage that
the learners would not be able to follow
informal speech of native speakers. Thus, a
compromise should be reached in this respect,
i.e. the most functional and widely-accepted
should be emphasized and
recommended to foreign learners of English
for their general use and at the same time
informal and colloquial forms and non-
standard features, which are likely to be
encountered by the learners, should be

variety

introduced for recognition purposes.
Furthermore, it is proposed that advanced

- students should be made familiar with stylistic

variation of spoken English. Simply presenting
the learner with linguistic input would not
guarantee that he would be able to express
himself appropriately in different situations; he
should be taught when to say what to whom
and how. In other words, he should be made
aware of the varying nature of language
according to the formality of the context, the

relationship between the interlocutors and other

sociolinguistic parameters involved in a speech
event. '

Conclusion

In this article, an attempt has been made to
relate the notions of correctness to the teaching
of English as a second or foreign language and
the treatment of learners' errors. It can be
concluded that the existence of a set of norms
and standards of grammar and pronunciation
seems inevitable in EFL situations since the
performance of EFL students is assessed
against certain norms of target language usage.
Whereas establishing norms of correctness in
native-speaking contexts is highly controversial
it i1s a fairly straightforward task in EFL
situations since the only norm that exists in the
latter case is that of Standard English.
However, although conformity to the norms of
Standard English seems inevitable in EFL
situations familiarity with authentic speech and
informal English is recommended at least as
part of the passive knowledge of the learners.
This way the communicative ability of the



such as Iran there is no clear-cut distinction
between British and American English as the
standard target language variety. Some
textbooks and audio-visual materials are based
on British English while some others are based
on American Enlgish. This is mainly due to
difficulties involved in obtaining all the
teaching materials in either variety alone. This
lack of consistency will undoubtedly cause a
great deal of confusion and problems for
students and teachers alike. One cannot afford
not to sympathize with a group of students who
have to listen to one variety of English (e.g.
RP Accent) in the language laboratory and
another (American English) in the classroom.
Of course, it would be ideal if students were
familiarized with both varieties, in which case
they would increase their linguistic awareness;
however, this is by no means an easy task and
requires the teachers to have a working
command of both varieties. The real problem
arises when some teachers insist on one variety
only and regard the features of the other as
unacceptable or incorrect. This may be due to
prejudice or inadequate language awareness on
the part of the teacher, but whatever the reason
might be it will create serious pedagogical
problems such as undue correction of students’
linguistic performance. Teachers and students
should be advised that features of both standard
“varieties are equally acceptable, though some
may not be as appropriate as others in certain
situations.

2.3 The Choice of Medium in
Materials Development and Teaching

The criteria for the selection or preparation
of instructional materials are highly
controversial, indeed. On the one hand, if
decisions regarding materials development are
to be based on the specific needs and objectives
of the learners, it would seem legitimate to
suppose that the objective of the majority of
foreign learners of English, particularly in the
developing countries of the world, is to gain
access to western technology and benefit from
the vast body of literature available in English
in different fields of study. In such cases, it
would seem futile to lay emphasis on the
colloquial features of spoken English which
may hardly be of any use to the learners; rather,
emphasis should be given to the written
language whose mastery is the ultimate goal
of the learner. On the other hand, if we are to
accept that English is increasingly becoming
recognized as an international language and
consequently of great importance in world-
wide communication, then it has to be agreed
that more emphasis should be given to oral
fluency. In this case, grammatical correctness
would no longer be the supreme objective of
EFL instruction, and learners' errors which do
not hamper communication should be
tolerated.

A way out of this dilemma seems to be a
balance between the two extremes; that is to
say, to concentrate 'on the needs of the learners
and take this as the main criterion in the
selection or preparation of instructional
materials and put more emphasis on the desired
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These are briefly discussed below.

2.1 Conformity to the Norms of
Correctness

With respect to the first question, two
opposing views exist: (a) some scholars
recommend prescriptive teaching grammars to
foreign learners of English and see little value
in teaching the authentic language; and (b)
some others advocate the authentic 'speech of
native speakers. As a classic example of the
first group, Quirk (1968: 109) maintains that
"... the teaching grammars of English,
particularly those directed at foreign students,
must be-and the best have always been- rather
solidly prescriptive”. Quirk continues that
"there is little value to the learner” in being
presented with a collection of features observed
from the lips (or pens) of natives” (P.109). And
as an example of the second group, Moulton
(1962:89) advises students of foreign
languages to "copy what the native speaker
says because he is always right". However,
these two extreme views are rejected here and
a compromise position is proposed, instead:
This position is based on the notions of
productive and receptive language controls on
the part of the learner. Accordingly, standard
English is recommended for productive control
and use, while colloquial English and authentic
speech is suggested for receptive knowledge
(listenting comprehension). Considering the
limited time allocated to the teaching of English
in most EFL situations it would be impossible
to teach the whole of the target language; rather,

the TL should be carefully selected and graded

for teaching purposes taking into consideration
the pedagogical criteria involved. This
selection and gradation should be based on
standard English; however, learners should also
become familiarized with what Quirk (up cit)
refers to as collection of features from the lips
and pens of natives'. i.e. the 'authentic
language'. In fact, it has been observed that
foreign learners of English who have been
exposed to only one variety of this language,
which is normally Standard English, will find
themselves at a great disadvantage when faced
with real communicative situations in the target
language where authentic speech is used. It is
obvious that the learners’ communicative
ability will be enhanced if they become
familiarized with authentic speech. In this
respect, encouraging the students to listen to
live radio programs in English at home
followed by classroom discussions would
increase their linguistic awareness and
communicative ability.

2.3 The Choice of a Standard Model

The second question at issue is the decision
regarding the choice of a standard model. In
general, a variety should be selected for
teaching purposes which provides maximum
usability for the learners. The two main
standard varieties of English employed for
teaching to foreign learners are British and
American English. The choice of one of these
standard varieties at the cost of the other will
undoubtedly affect teacher
programmes as well as the selection of
instructional materials. In some EFL situations

training



It appears that much of the controversy
surrounding the notion of correctness comes
from the older generation that by nature are
more conservative and respect the traditional
values highly. As Holmes (1992) concludes "...
as people get older their speech simply
becomes less dialectal and more standard”
(p-184). Holmes further adds that "... there is
general agreement that in their 'middle years'
people are most likely to recognize the society's
speech norms and use the fewest vernacular
forms. They are most likely to use more
standard forms" (p.186). (For more age-related
sociolin-guistic studies, see Chambers and
Trudgill, 1980; Romanie 1984; Downes 1984;
and Trudgill, 1988).

In short, such controversies are likely to
persist unless public awareness of the nature
of language is raised and realistic and favorable
attitudes towards non-standard varieties are
encouraged.

I1. Norms of Correctness and the Teaching
of English as a Foreign Language

In the previous section, the question of
language variation and norms of correctness
in general (i.e. in the context of native speaker
usage) was briefly discussed and the
controversies involved were highlighted in
order to view these issues in EFL contexts in
the right perspective. In this section, an attempt
will be made to relate the notions of correctness
to the teaching of English as a foreign language
and particularly the treatment of second-
language learners' errors.

In describing the language learner's

language, Corder (1982:32) suggests that "...
every utterance of the learner must be regarded
as an acceptable utterance in his transitional
dialect... thus we come to the conclusion that
the concept of ungrammaticality or deviance
from the norms is not applicable to the learner”.
This argument, however, is justifiable only if
we consider learner's utterances according to
the rules of his 'transitional grammer'. In other
words, such a treatment of learner's utterances
makes sense only when we try to describe his
language for theoretical purposes in order to
find out about his language learning processes
and strategies. This is the domain of theoretical

error analysis. However, from a pragmatic and’

pedagogical point of view, Corder's proposition
does not seem convincing since in the latter
case learner's utterances should be assessed
against certain norms of target language usage.
Unlike native speaking context, in an EFL
situation establishing norms of correctness
seems fairly straightforward. In fact, the only
norm that exists in EFL situations is that of
Standard English and it would not be unsafe
to claim that the majority of EFL teachers are
even unaware of different varieties in English.
Thus, as can be seen, the existence of a set of
norms and standards of grammar and
pronunciation seems inevitable in the teaching
of English as a foreign language. However, a
number of questions arise from this issus,
notably (i) to what extent conformity to these
norms and standards should be observed, (ii)
which standard model should be selected, and
(ii1) which medium should be emphasized in
EFL materials development and instruction.
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mmatrical' in language. (cf. Andersson and
Trudgill, 1990). )

However, no matter what the attitudes of
modern linguists are, public concemn and debate
for standards of usage seem to ensue. Even
today, the earlier forms of language are
regarded as better, and langauge change is
resented by some members of the public. This
is reflected in the correspondence columns of
the press where complaints against innovations
in pronunciation or usage can frequently be
found. In fact, language specialists, particularly
lexicographers and handbook writers, are under
pressure from the public with respect to correct
usage. Milroy and Milroy (1985) note that if,
for example, lexicographers attempt o remove
all traces of value-judgement from their work
and refuse to label particular usages (such as
"ain'tas 'colloquial’ and others as 'slang’, there
is likely to be a public outcry. This was
notoriously the case when Webster's Third
New International Dictionary appeared in
America in 1961. Its failure to provide such
evaluations of usage was described by one
critic as 'a scandal and disaster.’ (For further
examples of letters to the press see Trudgill,
1979; and for opinions of BBC listeners and
viewers on language usage see Burchfield
1981). However, it needs to be pointed out that
in recent years favorable attitudes towards
language variation have developed to a
considerable extent. In BBC, for instance,
where for years applicants with some degree
of regional accent were denied of any
broadcasting job, one can now notice regional
flavor in the speech of some commentators,

though this may not escape criticisms from
listeners and/or viewers, owing to the
controversial nature of the issue at hand. In
some linguistic circles, the non-standard speech
is referred to, in popular term, as 'authentic’
and ‘closer to-life' language, probably because
it is through this speech form that the daily
interaction of most people is carried out.

With respect to children’s attitudes to non-
standard speech, Eric Hawkins (1983) has
launched a quite stimulating series entitled
Awareness of Language. The objective of this
series appears to be raising the awareness of
children about the nature of language variation
so that they can develop a sense of appreciation
for other languages and dialects. However, with
regard to the views of the public as a whole,
no major steps appear to have taken place.
Nevertheless, it seems reasonable to assume
that factors such as accelerated developments
in communication and modern transport
systems- which result in greater mobility and
ideally more understanding amongst different
strata of society and the world at large-ought
to have had some effects on the opinions of
people towards non-standard varieties.
Interestingly enough, it has been observed
{Chesire 1982; Wolfson 1976) that in some
situations standard speakers monitor their
speech carefully to insure that they use more
non-standard features in order to produce an
appropriately informal speech style. Thus, it
is not surprising to find that some politicians
deliberately attempt to include non-standard
features in their speech to gain the favor of the
public.



I. Norms of Native Speaker Usage

The controversial issue of establishing the
norms of native speaker usage has been the
subject of fierce and ongoing debate between
the proponents of linguistic purity and the
advocates of innovation in language usage for
several hundred years. This battle reached its
peak in the eighteenth century. Greenbaum
(1985) notes that in the eighteenth century new
concerns developed about the English
language. Most of the learned argued that
English had reached a near-perfect stage in its
prbgress, having been purified of its
inconsistencies; they then feared that unless
changes were prevented it would deteriorate
and become corrupted by the uneducated and
half educated.

Along these lines, the opponents of
language change attempted to set up
prescriptive rules of grammar and usage whose
job it was to keep the language in its pure form
and to prevent it from corrruption. In some
conntries of Europe, such as France and Italy,
language academies were established to decide
what was 'correct’ and what was 'incorrect’' and
to guard the language against corruption.
However, in Britain, or in any other English-

speaking country, for that matter, such an -

academy did not exist. Authority was here
found in the works of the so-called 'self-
appointed experts' and prestigious writers.
Traditional grammarians chose Latin as a
model for describing the English language and
prescribing the rules of correctness. The reason
for this choice was that Latin enjoyed high
prestige during the Middle Ages and for some

centuries afterwards. It was widely believed,
quite unreasonably, of course, that Latin was
the most logical and perfect of languages, and
should therefore serve as a model for the
description of all other languages irrespective
of their dissimilarities with Latin.
Consequently, as Haas (1982) asserts, other
languages were, to a considerable extent,
misdescribed. Anexample of such prescriptive
misapplication is the normative rule that one
should not use a 'split infinitive' (e.g. to clearly
understand) regardless of the fact that this rule
is based on the principles and categories
established in the first place for the description
of Latin and Greek, and not for English.
Towards the end of the nineteenth century
and the beginning of the twentieth century,
these rigid and unsound notions of correctness
and undue admiration for Latin began to
decrease. On the turn of the century, Otto
Jesperson (1922:15) boldly asserted that
“English is free from the narrow-minded
pedantry which in most languages makes
people shy of saying or writing things which
are not strictly grammatical”. The strongest
reaction against the prescriptive attiudes,
however, came from the American Structuralist
school of linguistics, founded by Leonard
Bloomfield who denounced the suggestion that
the standard dialect taught in schools was more
correct than non-standard dialects (Bloomfield
1993). One of Bloomfield's associates, Robert
Hall (1950), in his strongly-worded book Leave
your Languge Alone, went so far as to claim
that there is no such thing as 'good' or 'bad’,
‘correct’ or 'incorrent’, 'grammatical’ or "ungra-
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in Native Speaker Usage
and EFL Situations

Abstract
One of the most important issues in teaching

- English as a second or foreign language is the

selection of norms of correctness in the target
language. However, the questions as to what
should constitute such norms is, indeed, a
highly controversial one. If we consider native
speaker usage as norms of correctness the
question of language variation poses itself. on
the other hand, if we base our norms on
traditional grammatical rules, issues such as
‘prescriptivism’ versus 'descriptivism' need to
be taken into consideration. In this article, first

the notion of correctness will be dealt with in
the context of native speaker usage. Then
against this background, norms of correnctness
for second or foreign learners of English wili

. be discussed and the criteria for choosing a

particular variety of English for teaching
purposes as well as for the treatment of errors
will be examined
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because CR and NR tests merge into one at
this level.

The results of this study might also be
helpful for program evaluators and decision
makers. As it was mentioned, the use of either
NR and CR tests in program evaluation is a
matter of controversy. On the one hand, some
scholars, such as Bachman and Clark (1987)
and Bachamn (1988), have criticized the use
of NR tests in program evaluation, due to their
insensitivity to the impact of instruction. On
the other hand, Lynch (1992) has argued for
the superiority of NR tests in program
evaluation because they allow for references
beyond the specific programs. In fact, NR tests
provide decision makers with more informa-
tion regarding the effect of the program because
such tests enable them to reference the test
scores to the external norms.

Furthermore, some scholars have ques-
tioned the content validity of tests such as The
Test of English as a Foreign Language
{TOEFL) and have emphasized developing a
CR measure of language proficiency. Since
TOEFL is most commonly used as an entrance
requirement for advanced international
students wanting to study for a degree at an
American college or university, and developing
a CR measure of language proficiency is by
no means an easy task, it may not make much
difference to give the applicants TOEFL or a
CR test.

Although the present study might be
considered as a step towards the settlement of
the controversies surrounding the use of CR

and NR tests, repeated research projects are
needed to support the findings of this
investigation.
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tests and NR tests fades away as the subjects’
language proficiency improves.

The results of this study might be regarded
as a step towards the settlement of the
controversies surrounding the use of CR and
NR tests. One might conclude from the
findings that individuals' performance on CR
and NR measures of language abilities depends
on and varies with their proficiency levels: if
individuals are proficient, there might be no
difference between their performance on CR
and NR tests. In other words, CR and NR tests
merge at the advanced proficiency levels. This
does not hold true for the elementary levels,
however. In fact, the individuals' proficiency
levels is a key factor affecting their
performance on CR and NR tests.

The findings of the present study might also
shed some light on the possible nature of
language proficiency. While some scholars
have attempted to demonstrate that one
underlying competence accounts for language
proficiency, some others have proposed
different competencies, each of which is
distinct from the others. However, as
hypothesized by Alderson (1991), this study
suggests that the nature of language proficiency
depends on and varies with individuals'
proficiency levels. In fact, these findings imply
that language proficiency is multifactorial at
the elementary proficiency levels but more
unitary at the advanced levels.

With extreme caution, therefore, it can be
concluded that the present language

proficiency models proposed by some
language testing researchers need some
modifications. For example, some components
in Bachman's (1990) model might not be
distinct at the advanced proficiency levels. So
models of language proficiency should
consider the level-dependency of language
proficiency as a major factor. It is clear that
any change in the present language proficiency
models will cause some minor or major
changes in the methods of language teaching
and testing.

With respect to the applications of the
present study, the findings suggest that for

students of low proficiency, performing NR -

language tests substantially underestimates
their level of achievement. However, for highly
proficient students, performing on either CR
or NR tests does not affect their performance.

The findings of this study might also be a
remedy for the problems related to domain
specifications in CR test development
procedure. As Bachman (1989) states, the only
way to develop adequate CR procedures for
the assessment of language proficiency is the
attempt to specify the abilities that make up
language proficiency and define levels of
language proficiency which are independent
of particular contexts. Since such levels do not
specify particular contexts, however, raters
would not have any concrete criteria to guide
them (Brindely, 1991). This study provides
further evidence that the problems related to
domain specification might have not much to
do with the advanced proficiency levels
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As Table 4 indicates, the first factor receives
the highest loadings from CR, G.CR, R.CR,
and V.CR, while the second factor is heavily
loaded by CELT, G.CELT, R.CELT, and
V.CELT.

The pattern of the factor loadings of the
variables makes the assignment of labels to the
factors rather easy. Factor 1 can be called
"language proficiency measured by CR tests"
and factor 2 "language proficiency measured
by NR tests."

It was naturally difficult to extract two fac-
tors at the advanced level because of high
correlations. Nevertheless, for comparison
purposes, a two factor solution was preferred.
It then was rotated using Varimax Rotation
Procedure. The results are presented in Table
5.

Table 5
Varimax Rotated Factor Loadings of the CR and NR

Measures at the Advanced Level

Factor | Factor 2

CELT 66 2
CR 70 62
G.CELT 87 *

G.CR 65 H4
R.CELT .82 *

RCR 72 52
V.CELT ’ 95
V.CR 70 62

* Loadings below .30 were discarded.

As Table 5 iltustrates, while factor 1 is
loaded by G.CELT and R.CELT, factor 2 is
loaded by V.CELT. It is interesting to observe
that the variables CELT, CR, G.CR, R.CR, and

V.CR have loaded almost equally on the two
factors.

The pattern of the factor loadings of the
variables at the advanced level of language
proficiency makes the assignment of labels to
the factors difficult and one can not claim that
the two factors refer to two different underlying
abilities.

The comparison of the results of the factor
analyses demonstrates that the difference
between CR tests and NR tests regarding what
they measure fades away as the subjects'
language proficiency improves. So, the null
hypothesis of the study which states, '"there is
no relationship between students’
performance on CR and NR measures at
two different (elementary and advanced)
levels of language proficiency" can be
rejected. The results show that students’
performance on CR and NR measures of
language abilities depend on their level of
proficiency.

Conclusions
The major aim of the present study was to
arrive at a solution regarding the differences
and similarities between NR and CR tests of
language abilities at two elementary and

‘advanced levels of language proficiency. To

that end, first the subjects’ proficiency levels
were determined and then four CR tests were

‘constructed and administered to the subjects.

The results of the statistical analyses
demonstrated that the difference between CR



The second analysis dealt with determining
the correlations among the CR and NR
measures and their subtests at each proficiency
level. The correlations are presented in Tables
2 and 3.

Table 2
Correlation Coefficients among the CR and NR

Measures at the Elementary Level

CELT CR GCELT GCR RCFLT RCR V.CELT V.CE

CELT

CR 58 ¢

G.CELT 88 55 *

G.CR £ 9 63 *

RCELT 715 51 Sl 52 '

R.CR 41 38 Ry 73 36 .

V.CELT 81 40 54 40 33 a7 *

V.CR 51 89 47 A3 A48 g3 4l *
Table 3

Correlation Coefficients among the CR and NR

Measures at the Advanced Level

CELT R GCELT GCR RCELT RCR VLELT VA

CELT *

CR 8 ¢

GCELT 81 7% '

G.LR 86 80 75 .

RCCELT .75 o8 b6 63 *

RCR 82 B3 ql .76 T4 *

V.CELT 86 .70 A5 0 A9 b3 '
V.CR S 88 . 84 n 8 M *

These tables reveal that the correlation
coefficients observed at the advanced pro-
ficiency level are relatively high, while this
does not hold true for the elementary level. For
instance, the average correlations at the
advanced and elementary levels, are .75 and
.59 respectively.

Correla;ifan coefficient, however, is just a
measure which indicates how closely the two

variables go together. According to Hatch and
Farhady (1994), a more useful way of inter-
preting a correlation coefficient is to convert it
into common variance between the two
measures. Regarding the common variance, it
scems that at the advanced level the amount of
common variance explained by the CR and NR
measures is higher than the amount of common
variance explained by the CR and NR measures
at the elementary level.

Furthermore, a high correlation between
two measures does not necessarily mean that
they are measuring the same traits. To
investigate the nature and the number of the
underlying traits measured by the CR and NR
measures, therefore, two principle factor
analyses were performed at two different
proficiency levels.

First a factor analysis was conducted on the

subjects’ scores on the 8 variables at the
elementary level. Two factors were extracted.
The two factor solution then was rotated using
Varimax Rotation Procedure. The results of the
factor analysis at the elementary level are
presented in Table 4.
Table 4
Varimax Rotated Factor Loadings of the CR and NR
Measures at the Elementary Level

Factor | Factor 2

CELT 31 95
CR .94 32
G.CELT 33 79
G.CR .82 41
R.CELT .30 .74
R.CR 91 *

V.CELT * .84
V.CR .85 .31

*Loadings below 3t) were discarded.
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worth noting that the tests were scored
objectively. There was only one correct answer
for each item and the scores were not
influenced by the judgment of the scorers.

Comprehensive English Language Test
(CELT) was administered to the subjects two
weeks before the CR tests to determine the
subjects' proficiency levels. The CELT scores,
then, were transformed to z scores, resulting
in scores with a common mean and standard
deviation. To keep the appropriate proportion
of subjects at each level, the subjects standing
0.5 standard deviation above the mean were
regarded as advanced students; those standing
0.5 SD below the mean were considered as
eclementary students; and those standing
between + 0.5 and - 0.5 SD above and below
the mean were classified as intermediate
students. The rationale behind the choice
of + 0.5 SD was the classification of subjects
into different levels in accordance with the
proportion of the normal distribution. Since this
study was just concerned with the elementary
and advanced levels of language proficiency,
students of intermediate proficiency were
excluded from the study sample.

Results
To test the hypothesis of the present study
certain statistical techniques were conducted.
The first analysis was concerned with
determining the reliability coefficients of the
NR and CR measures. To determine the

reliability coefficients, KR-21 reliability

formula was used for CELT and the formula
proposed by Brown(1990) for the CR
measures.

The rationale for the choice of Brown's
{(1990) formula was that regarding the
application of NR tests reliability formulas to
CR tests, there are discrepancies among
different scholars. Pophom and Husek(1969),
cited in Kunnan(1992); Hambleton and
Novick(1973); Pophom(1978); Hudson and
Lynch(1984); and Bachman(1990) have argued
for the inappropriateness of NR reliability
estimates for CR tests. However, Brown(1990)
has established a relationship between the NR
tests coefficients of reliability and the CR test
estimates of dependability. Hudson(1991) also
found that NR tests internal consistency
estimate correlate highly with those of CR tests
dependability estimate.

Table 1 presents the reliability coefficients
of the above-mentioned tests. Apart from CELT
at the elementary level, the other NR and CR
measures enjoy a high reliability. The moderate
reliability of CELT at the elementary level can
be attributed to the homogeneity of the subjects
and the low amount of variance at this level.

Table 1
Reliability Coefficients of the NR (CELT) and CR
Measures
Elementary Advanced
CELT:K-R2 S 3l
TestNo. 1 Testho.? |TestNo.d  TestNod
CRTs: Phi Dependability { .77 n yH A0
Index




The Criterion-referenced Instruments

Four different CR tests, developed
exclusively for the purpose of this study, were
used:

1. The Introductory Grammar end-of-course
exam (30 items)

2. The Introductory Reading end-of-course
exam, consisting of both vocabulary and
reading comprehension (30 items)

3. The Advanced Grammar end-of-course
exam (40 items)

4. The Advanced Reading end-of-course
exam, consisting of both vocabulary and
reading comprehension (32 items)

Procedures

In order to develop the CR instruments, the
procedures presented in Pophom (1987) were
followed. The first step involved determining
the objectives to be achieved. To accomplish
this, an attempt was made to use the course
objectives for Introductory and Advanced
Grammar, and Introductory and Advanced
Reading as presented in their corresponding
syllabuses.

The second step was to prepare a table of
specifications on the basis of the objectives of

each course. The third step was concerned with .

choosing the most appropriate test format in
terms of testing time and ease of scoring.
With reference to the grammar tests, the
number of pages allocated to each grammatical
structure in the textbooks was counted and the
number of items allocated to that grammatical

structure in the test was proportionately

determined. For example, if the grammatical
structures were present in the textbooks in the
proportions 4:3:2:1, the same was observed in
the collection of test items.

As for the vocabulary tests, the number of
new words residing in the textbooks was
counted in terms of their parts of speech. Then
the number of words allocated to every part of
speech in the text was proportionately taken
into account in the test items.

To prepare passages of appropriate level of
difficulty for reading comprehension, the
readability indexes of the reading textbooks
were determined utilizing the Flesch Reading
Ease formula. The obtained figures, then,
served as indices to select appropriate passages
to be included in the tests. Regarding reading
item types, course objectives were determinant.
For example, one of the reading objectives
states "by the end of this course, students
should be able to skim an entire passage for
the main idea". An item dealing with
skimming, therefore, was included in the test.
The same held ture for other reading objectives.

When the tests were prepared, they were
reviewed by the instructors teaching these
courses to make sure that the tests were geared
towards the course objectives. After receiving
the instructors” comments, the tests were
revised. This process was repeated three times
until the tests were assumed to be appropriate.

Then all the CR tests were administered,
scored, and the results were analyzed. It is
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be involved in defining the construct of pro-
ficiency. ‘

Although a clear definition of language
proficiency is a prerequisite for both NR and
CR tests, language testing researchers have
offered definitions of language proficiency that
vary to a great extent. However, as hy-
pothesized by Alderson(1991), whatever the
structure of language proficiency is, it depends
on and varies with the level of proficiency.

Despite the fact that there may be two
opposing positions regading NR and CR tests,
some scholars believe that the differences
between them are not as great as they are
conventionally imagined(Davies, 1990;
Brindely, 1991). Furthermore, with respect to
the measurement properties, it has been found
that both NR and CR tests provide similar
information regarding language abilities
(Hudson, 1989, 1991; Brown, 1989, 1999;
Cook, 1992 cited in Davidson and Lynch,
1992).

The controversies surrounding the use of
CR and NR tests and the claim made by
Alderson(1991) were the main motivation for
this study. More specifically, the purpose of
the present research is to investigate the
potential differences and similarities between
CR and NR tests at two different levels of

language abilities, i. e., elementary and

advanced. '
To examine the nature of the relationship
between students' performance on CR and NR

measures of language abilities across the

above-mentioned proficiency levels, therefore,
the following research question was posed:

Is there any relationship between
students' performance on CR and NR
measures at two elementary and advanced
levels of language proficiency?"

Method

Subjects

The subjects were 47 students enrolled in
"Introductory Grammar and Introductory
Reading” course, and 112 students who had
just passed "Advanced Grammar and
Advanced Reading” course, at the University
for Teacher Education. They were majoring
either in TEFL or Translation. The courses
entitled "Introductory Grammar and
Introductory Reading" are designed for
students of low proficiency and the courses
entitled "Advanced Grammar and Advanced
Reading” for those of high proficiency.

Instrumentation

The Norm-referenced Instrument:

The Comprehensive English Language
Test(CELT), which included structure and
vocabulary subsections, along with Nelson's
Reading Comprehension test was used as the
NR test in order to determine the language
proficiency of the subjects and to classify them
into three categories of elementary,

- intermediate, and advanced.



Introduction

During the last few decades, language
testing has become a controversial issue in the
field of language education. Certainly,
developing good language tests has never been
easy, but to those who take it seriously the task
seems harder as our description of language
abilities improves.

One of the main issues that has aroused
many arguments in the field of language testing

-is the notion of CR versus NR testing.
Generally speaking, as stated by Pophom
(1978), a norm-referenced test is "a test
designed to ascertain an examinee's stauts in
relation to the performance of a group of other
examiness who have completed that test" (p.
24), while a criterion-referenced test is "a test
used to ascertain an individual's status with
respect to a well-defined behavioral domain”
(p. 93).

In recent years, methods of language testing
based on the use of NR measurement have
come under criticism and the call for CR tests
of language abilities has been intensified. It is
believed that CR approaches to language
testing provide information which is not
completely available through NR approaches.
CR tests seem to have shown much promise
as a means of testing both students'
achievement and program evaluation (Pophom,
1978; Czico, 1982; Lynch and Hudson, 1984;
Purves, Soter, Takala, and Vahapassi, 1984;
Takala, 1985; Bachman and Clark, 1987;
Bachman, 1988, 1990; Hughes, 1989; Wilson,
1989; Brown, 1989, 1990; Davidson, 1992;

Lynch & Davidson, 1994).

Despite this increased interest, however, CR
approaches have not received a deserving
attention. One reason could be the disagree-
ments among scholars on the concept of real
CR tests. Skehan(1984), for instance,
emphasizing CR tests desirability, claimed that
the case against NR tests had been overstated,
and their strengths had been overlooked. He
criticizes CR tests for the requirement of a
detailed specification for the skill to be
measured. In his view, such a requirement
makes the construction of CR language tests
almost impossible. He, further added that since
human performance is likely to change over
time, one can not be quite sure whether a
language user who meets or misses a criterion
today will do so some other days.

In addition to CR test's unattainability,
Skehan also objected to the terms used in the
level descriptions in proficiency scales. The
terms such as "more fluency" or "fewer errors”
relates the levels to each other rather than to
an external standard. That is, despite their claim
to be CR, the descriptions contain NR termino-
logy.

Another reason may be the distinction
between achievement CR tests and profictency
CR tests (Brindely, 1991). In achievement CR
tests, the test developer should be involved in
specifying the behavioral domains and
establishing a set of standards by which
student's performance is judged. In profictency
CR tests, however, the test developer should

by by
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Language [ZeiletEncy in the
Context of Norm and
Criteriondfafarenced Tests

Abstract

For three decades, norm-referenced (NR)
and criterion-referenced (CR) measurements
have given rise to much controversy in the field
of language testing. NR approaches to language
testing have been questioned and the need for
CR measures of language abilities has been
recognized. 1n spite of the attempts to develop
reasonable CR tests, experts have not achieved
satisfactory success. The present study
investigates the nature of the relationship
between students’ performance on CR and NR
tests of Janguage abilities across two levels
(elementary and advanced) of language
proficiency. Subjects were 159 adult male and
female students studying TEFL or Translation
at University for Teacher Education. The
subjects completed CELT as an NR measure
of language proficiency and two CR tests of

Hossein Farhady P.h.D. (TEFL)
Iran University of Science and Technology

Firoozeh Nikpoor
Iran University of Science and Technology

grammar and vocabulary-reading comprehen-
sion as their end-of-course examinations. The
results revealed that students’ performance on
CR and NR measures of language abilities
depends on their level of proficiency. That is,
although their performance on CR and NR
measures differs significantly at the elementary
level, they performed equally well on these
tests at the advanced level. The findings also
imply that language proficiency, measured
either by CR or NR tests, is multifactorial at
the elementary levels but more unitary at the
advanced levels.



termes, cohésion, cohérence et congruence,
comme autant de manieres différentes
d'assembler des parties pour en faire un tout.
La notion d'isotopie (littéralement méme topos)
remplit grosso modo cet office, puisqu'elle
permet de traiter ces trois notions comme des
variétés de la redondance: la répétition, I'écho,
la reprise d'un théme, la redondance d'une
valeur sémantique (...), les enchainements
thématiques entre paragraphes, etc., deviennent
alors différents modes de construction de
I'isotopie” (5). '

Pour conclure, nous voudrions souligner le
fait que deux conceptions différentes d'isotopie
résident au coeur de cet article: la premiere,
plus traditionnelle et aussi plus restreinte, la
congoit comme "redondance d'une catégorie
sémantique”; les répétitions, les assonances et
les allitérations entrent par exemple dans cette
définition dont le défaut consiste dans le fait
qu'elle limite le texte 4 ta répétition d'une seule
catégorie ou d'une seule figure; étant donné que
les différentes formes de redondance créent des
effets de sens bien distincts, on ne peut pas
réduire la notion d'isotopie a une seule forme
"celle ou toutes les parties doivent posséder
une partie en commun pour former un tout”.

La deuxiéme est celle qui examine de
nouveau la notion d'isotopie et la fait reposer
sur les trois dimensions de la totalité de
signification, c'est-a-dire "cohérence, cohésion,
congruence”.

Notes

1) J. Courtés. Du lisible au visible, Bru-

xelles, De Boeck- Wesael, 1995, p. 97.

2) A. J. Greimas et J. Courtés, Sémiotique.
Dictionnaire raisonné de la théorie du
langage, Paris, Hachette, 1993, p. 198.

3) j. Coutés, Analyse sémiotique du
discours, De l'énoncé a l'énonciation, Paris,
Hachette, 1991, p. 193.

"4} Voir a ce propos E. Rastier, Sémantique
interprétative, Paris, P. U. F., 1987.

5) J. Fontanille, Sémiotique et littérature.
Essais de méthode, Paris, P. U. F,, 1999, p.p.18-
19.

6) J. Fontanille, op. cit., p. 19.
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statique. Par conséquent, deux catégories
isotopantes bien distinctes résultent de I'énoncé
que nous examinons: la premicre est celle de
I'isotopie spatiale privée et sociale; la seconde
s'intitule l'isotopie spatiale dynamique et
statique.

D'un autre point de vue, si on ajoute a
'énoncé examiné des indications temporelles
comme "Ali prend le bus tous les matins 2 huit
heures pour aller a I'école”, on lui attribue une
certaine valeur temporelle formant une
isotopie. De fait, le temps qui précede la sortie
d'Ali, c'est le temps personnel ou privé qui lui
est propre. Mais a partir du moment o celui-
c¢i abandonne le privé ou le familial et rejoint
le social ou le public, il est soumis d'une
maniére ou autre au temps social. En d'autres
termes, il lui faut une certaine ponctualité ou
un certain respect du temps social. En outre,
I'énoncé “tous les matins a huit heures” reléeve
de la quotidienneté, vu qu'il nous relie 4 un
temps itératif et journalier. Nous avons donc
recours, i travers cet énoncé i trois temps
productifs de trois isotopies temporelles:
privée, sociale et quotidienne. Etant donné que
cet énoncé débouche sur plusieurs isotopies,
nous avons le droit de parler de l'existence
d'une "pluri- isotopie” ou "poly-isotopie”.

Parallélement, la linguistique phrastique
nous enseigne la possibilité de repérer une
isotopie syntaxique dans les textes. C'est pour
cette méme raison qu'avec F. Rastier (4), on
est tenté de prendre l'isotopie pour l'itérativité
ou la récurrence d'unités linguistiques. Par
exemple, "une jolie poupée est tombée sur une

grande table" nous fait rendre compte d'une
itérativité au niveau de la marque du féminin
(e) et nous fait accéder de cette fagon a une
isotopie syntaxique.

Dans une conception méthodologique et
analytique plus récente et plus souple, J.
Fontanille établit un rapport entre isotopie et
"cohérence, cohésion, congruence™.

Selon lui, la cohérence s'explique par le fait
qu'elle assigne au discours du moins une
"dimension cohérente”. Dans cette perspective,
de tout ce qui participe a la constitution d'un
texte verbal, les mots et les phrases, une partie
se porte comme garante d'une signification
d'ensemble. La cohérence permet donc de
repérer un seul "univers de sens" dans le texte.

Mais la cohésion s'opére a un niveau plus
superficiel et touiche surtout la "grammaire de
texte" (les connecteurs argumentatifs, par
exemple). Elle installe notamment dans les
textes des procédures qui nous renvoient d'un
point aux autres points et font apparaitre le texte
comme quelque chose qui se tient bien. Chaque
partie du texte dépend de cette fagon a toutes
les autres parties.

Enfin, dans le cas ol on pourrait imaginer
plusieurs niveaux de signification pour un
texte, la congruence intervient pour engendrer
un effet "global de totalisation signifiante”. Il
s'agit en fait de la mise en place de la connexion
entre tous ces niveaux.

Pour J. Fontanille "une maniére peut-étre
plus économique d'aborder ces questions de
méthode consisterait & considérer les trois



d'analyse textuelle, on I'homologuait a
"l'itérativité” censée assurer a un discours son
homogénéité. Mais un peu plus tard, le mot
isotopie connat un élargissement et s'adresse,
outre l'it€rativité, a tout ce qui signifie dans un
texte "récurrence de catégorie sémique"”.

Par exemple, si nous rencontrons dans un
texte "cet homme est un ange qui ne cesse pas
de faire face aux diables”, il est possible
d'établir immeédiatement une catégorie du bien
et du mal qui permet de poser les thématiques
(Ie bien et le mal) pour les figuratifs (I'ange et
les diables). Et si par la suite, tout le texte
s‘organise de maniére & développer |'aff-
rontement du mal et du bien, i 'articuler et &
l'illustrer, nous obtiendrons une "récurrence de
catégorie" a laquelle on peut accorder la déno-
mination d'isotopie catégorielle. Pour illustrer
cette notion, A.J. Greimas et J. Courtés(2) nous
donnent I'exemple suivant: "cet homme est un
lion" et 1ls en déduisent qu'une catégorie du
type "humain et animal" peut se former et se
manifester tout au long d'un discours.

Aussi, 'isotopie nous aide & dégager "les
réseaux de relations sémiques qui sous-tendent
le discours" (3).

En somme, plusieurs sortes d'isotopie sont
a distinguer dans un texte.

Lorsque nous sommes confrontés dans un
texte a une récurrence de séme relevant du
niveau spatial, nous sommes en présence d'une
isotopie spatiale. Autrement dit, dans une telle
situation, le trait spatial forme le séme commun
a un ensemble de mots. Ainsi, dans 1'énoncé
"Alt va a I'école”, 'espace constitue le lien de

parenté entre tous les mots. En effet, 'école se
caractérise comme un espace ol Ali a
l'intention de se rendre. De toute évidence, pour
effectuer son parcours, celui-ci doit quitter un
endroit ol il se trouve avant de se lancer dans
le mouvement d'aller vers 1'école. Non
seulement "aller” signifie le départ d'un endroit
vers l'autre, mais il comporte en plus un dyna-
misme spatial, c'est-a-dire qu'entre le point de
départ et le point d'arrivée se situent des lieux
intermédiaires qu'Ali se voit obligé de traverser
afin de gagner I'école, lieu cible de 1'énoncé.
Maintenant si nous entendons "Ali prend le bus
pour aller 4 I'école”, plusieurs types d'espace
entrent en jeu.

Dans un premier temps, nous nous trouvons
face a un espace familial ou privé d'ol se réalise
le départ d'Ali vers I'école.

Dans un deuxiéme temps, on prend
connaissance d'un espace moins privé que le
premier. Etant donné que le bus se qualifie
comme un moyen de transport commun et
social, on peut parler de la mise en place d'un
espace social dans la phrase que nous essayons
d'analyser.

Et dans un troisieme temps, 1'école nous
introduit dans un espace plus vaste que le bus,
mais dot€ aussi de caractere social. Cependant,
on peut remarquer une différence trés impor-
tante entre ces deux espaces: en raison de sa
qualité du déplacement, le bus appartient au
spatial dynamique, tandis que 1'école parson
caractére figé, se révéle comme un espace

Ob) sab)

54



by

oL

55

Isotopie

Hamid-Reza SHAIRI
Membre du cadre enseignant
Université Tarbyat Modarress

sba BLS 51 (gl 48 5 905 G258 1) (s o9m0 Ghe 8 (s1s Ohs oo (AALLIIL S IS adals Sl adly
e panan by i€ s Uy SIS Ll 35555 i3 43,8 e 33 T 40 L 2Ll 0S5 5T s 5
e (g0 45 (55500 Cia it Loadl Gl S St olias (S50 & filas S by e slaaals
Slaas) ate s 5€0 LS80 e ol sie 4 0l o e 5o (baead pie S 1L comd s 1)
C PRI SUUPIN FTIPRUTERRT 1Pt SPPREL P L SWEN Pt | PEREE LIPS P IURL QUBR PRI er P
TLCNIN POV | PN BRI S BL G PR PUR PN P § A S WP TEPLE T PIL SO SRR Ite ' p
S 2alaad s B il 5l o Lo as a0l 323,557 Glis 6 s (5140 sEa0€ s S 51 165 0
ol olanl bl 5 s Sl dallne 3550 (sie 53 5o s Jule Olsie o 1 €€an 235 Jle sip
Soge oo (SALE _Las_ 5b) glan ) 5lans GuoaT e dlie ool 5o Ginas amlad cw s 0 ) By
o e s Ll a8l o AT 55 SI3 0 s (PSlelidilas clifeda it <Cas

L'isotopie est ce qui garantit 1" homogénéité
d'un texte. Elle peut s'identifier au point vers
lequel convergent les autres points d'un texte.
C'est a partir de cette procédure isotopante que
1'on peut imaginer aux textes un axe sur lequel
reposent plusieurs signes linguistiques.
L'isotopie se révele alors comme fondateur d'un
lieu commun ayant virtuellement la capacité
de nombreux éléments renvoyant & une méme
signification. J. Courtés la définit comme "un
ensemble d'unités ayant au moins un trait

sémantique commun.” (1)

Lorsque nous avons affaire 3 un texte a
enseigner out 4 analyser, il est primordial, rien
que pour le respect du principe d'analyse, de
s'intéresser a l'isotopie a partir de laquelle une
explication cohérente des propositions semble
accessible.

Le mot isotopie est emprunté par A.J.
Greimas au domaine de physique-chimie. Tout
au début de son insertion dans le champ



globalen Einsatz oder fiir den Unterricht mit
muttersprachlich heterogenen Schiilergruppen
konzipiert sind, stellen sie nimlich keine
optimale Losung dar, sobald Unterricht mit
homogenen Gruppen in Frage kommt. Und
solange es noch keine speziell auf die
Bediirfnisse persischsprechender Studenten
zugeschnittenen Deutschlehrbiicher gibt,
scheint es umso wichtiger, daR der Sprach-
lehrer wenigstens iiber grundlegende
Kenntnisse einer kontrastiven deutsch-
persischen Grammatik verfiigt und zusitzlich
zu den in den Lehrbiichern enthaltenen
Ubungen iiberall dort, wo Interferenzen der
Muttersprache zu Fehlern fiihren kénnen,
gezieltes Ubungsmateriel entwickeln kann, um
diese Interferenzen moglichst weit.-gehend
auszuschalten.

Liste der verwendeten Biicher
1. Juhdsz, Janos: Probleme der Interferenz. Hueber,
Miinchen, 1970.
2. Kanocz, Stephen: Aufgaben der kontrastiven
_ Sprachferschung. In: Fragen der strukturellen
Syntax und der kontrastiven Grammatik. Schwann,
Diisseldorf, 1971.

3. Kufner, Herbert: Deskriptive Grammatik-Kontrastive
Grammatik-Pidagogische Grammatik, In: Fragen der
strukturellen Syntax und der Kontrastiven
Grammatik. Schwann, Diisseldorf, 1971.

4. Lado, Robert: Modemer Sprachunterricht. Aus dem
Amerikanischen. Hueber, Miinchen 1971.

5. Nickel, Gerhard: Kontrastive Sprachwissenschaft und
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Diisseldorf 1971.

6. Sagen, Trygve: Probleme des Fremdsprachenun-
terrichts mit Bezug auf die Muttersprache und
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Erfahrungsgemip stellt die Bildung von
Relativsitzen fiir iranische Studenten ein
schwieriges Kapitel der deutschen Grammatik
dar. Der Grund dafiir ist in der vollig
verschiedenartigen Konstruktion solcher Sitze
in den beiden Sprachen zu suchen. Relativsitze
werden im Persischen i.a. mit der Partikel "ke"
eingeleitet, die aber im Gegensatz zum
deutschen Relativpronomen keinerlei Vertre-
tungsfunktion libernimmt und deshalb auch
nicht als Relativpronomen bezeichnet werden
sollte.

Nimmt das Bezugswort im Relativsatz die
Stelle der Nom. Erg. ein, so kann allerdings
das Fehlen eines Subjekts im persischen

_Relativsatz zu dem Trugschlup fiihren, die

Partikel "ke" entsprdche dem deutschen
Relativpronomen.

it mein Onkel

K

amoye man  bud.

DerMann, der pestem hier  war,

e 1

madi  Ke dimz  inda bud,

Die Entsprechung ist aber nur eine
scheinbare: das pronominale Subjekt im
persischen Relativsatz ist hinreichend bekannt
und kann deshalb weggelassen werden.

Dieselbe "WeglaR-Regel” kann auch dann
Anwerndung finden, wenn das Bezugswort im
Relativsatz als Akkusativergdnzung (bzw.
Pripositiverg. 1) auftritt. Deutlich in ihrer
reinen Verbindungsfunktion zeigt sich die

Partikel "ke" dann, wenn das Bezugswort im
Relativsatz die Funktion einer Dativergiinzung
(bzw. einer Pripositiverg. be od. az)
{ibernimmt. In solchen Fillen muR ndmlich auf
die Relativpartikel "ke” immer die diese
Erganzung markierende Priposition "be" (oder
"az") mit einem das Bezugswort vertretenden
Personalpronomen folgen.

DieFras,  der  ich  Geld geseben hatie, ist verschwunden,
zani , Ke be o pul  dadeh budam, napadid schod.

Der obige (persische) Satz wurde als
Testsatz nur von 20% der Versuchsper-sonen
richtig libersetzt. 55% versuchten sich in
Konstruktionen, die eindeutig von der persis-
chen Muttersprache beeinflut waren, wie z.B
Die Frau, der ich ihr Geld..., der ich sie geld.......
, ader: dap ich ihr Geld....... .

Der zuletzt genannte Fehler weist schon auf
die zweite Interferenzquelle hin, die darin
besteht, da® die Relativpartikel "ke" auch als
nebensatzeinleitende Konjunktion mit der
Bedeutung "dap" auftritt.

Die Aufzdhlung moglicher mutters-
prachlicher Interferenzen konnte beliebig
fortgesetzt werden. Die angefiihrten Beispiele
sollten aber ausreichend sein, um die Bedeu-
tung einer kontrastiven Sprachbetrachtung zu
unterstreichen. Da die iiblichen Lehrwerke fiir



Zahl der Verben mit unterschiedlichen
Valenzen im Deutschen und Persischen sehr
grofd ist und dap dieser Unterschied zu zahl-
reichen Interferenzfehlern fiihrt, Besonders
hiufig sind die Fille, in denen das deutsche
Verb eine reine Kasusergénzung verlangt,
wihrend das persische Aquivalent cine
Pripositivergiinzung erfordert, oder aber in
denen die Verben beider Sprachen mit einer
Priipositivergdnzung, aber mit verschiedenen
Priipositionen, stehen.

Verlangt "heiraten” aufier einer Nomina-
tiverg. eine Akkusativergénzung, so steht das
persische "arusi kardan” mit einer Pripost-
tivergdnzung und zwar mit der Priposition
"ba", also "mit". Daraus resultiert der Fehler
Maria hat mit Paul geheiratet.

Auch "geniefen” steht mit einer E__ und
einer B, das persische "lezzat bordan”
verlangt eine Pripositiverginzung mit der
Priposition "az", also "von". Entsprechend
haufig sind Sitze wie:

Er genoR von der schénen Aussicht.

Als Beispiel eines Verbs mit unters-
chiedlicher Priposition zur Bildung der
Pripositivergdnzung sei "sich fiirchten vor”
genannt, wihrend 1m persichen "tarsidan” mit
"az", also wiederum "von" steht. Und selbst-
verstidndlich fiirchtet sich der Student "von"
und nicht "vor" der Priifung!

Was hier itber die Valenz der Verben gesagt
wurde, kann auf die Valenz der Adjektive

ausgedehnt werden: "zufrieden” steht mit der
Priposition "mit", das persische “razi" mit der
Préposition "az". Und dieset Unterschied fiihrt
zu dem Interferenzfehler:

Er ist von seinem Motorrad zufrieden.

Nicht nur die Valenzen der Verben
differieren in beiden Sprachen, es gelten auch
unterschiedliche Regeln dafiir, welche
Elemente der durch die Valenz determi-nierten
Satzbaupline obligatorisch bzw. weglassbar
sind.

In dem Satz: "Haben Sie das Buch gelesen?”
regiert das Verb "lesen" den Satzbauplan
12(1=E___,2=E, ), wobei beide Erginzungen
obligatorisch sind, das bedeutet, dag auch in
der Antwort, beschrinken wir uns nicht auf ein
einfaches "Ja", beide Ergiinzungen erhalten
sein miissen. (Ich habe es gelesen.) Im

Persischen jedoch ist die entsprechende Frage:

Ayd schoma in ketabra chandeid?

mit einem ecinfachen: Bali, chandeam
(wortlich: Ja, habe gelesen) zureichend
beantwortet.

Dieser Unterschied wirkt stark inter-
ferierend; bei einer spontanen Ubersetzung des
obigen Satizes (persisch-deutsch) wiederholten
40% der Versudhspersonen die E,
Antwort nicht.
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Alle erwidhnten Interferenzen wurden nicht
nur theoretisch abgeleitet sondern mit Hilfe von
Tests nachgewiesen.

Beginnen wir mit einigen elementaren
Beobachtungen aus dem Gebiet der Phonetik:
Im Persischen konnen im Anlaut nie zwei
Konsonanten hintereinander stehen, d.h., dap
im Anlaut auf s oder sch nie ein Konsonant
folgen kann. Diese Regel wirkt sich stark
interferierend aus und fiihrt zu Fehlern wie:

Herr Eschmidt hat in Estuttgart ein Eschnit-
zel gegessen. Da selbst flieBend Deutsch
sprechende Iraner diesen Fehler machen, darf
im Anfingerunterricht nicht versdumt werden,
dem durch hiufiges Uben entgegenzuarbeiten.
Die persische Sprache kennt keinen dem
deutschen z entsprechenden Laut, und die
richtige Aussprache macht entsprechend grofie
Schwierigkeiten. Eine Ausnahme machen hier
nur Iraner armenischer Herkunft: das
Armenische kennt den zLaut. Andererseits
wird die richtige Aussprache des deutschen ch
durch einen dhnlichen, aber eben nicht
gleichen, Laut der Muttersprache beein-
trachtigt.

Als nichstes Beispiel, aus einem ganz
anderen Gebiet gewihlt, soll die Komparation
der Adjektive dienen, wobei gezeigt werden
kann, da Interferenz und Transfer gleicherma-
Ren wirksam werden konnen.

Ahnliche Bildung des Komparativs und des
Superlativs mit Hilfe von Suffixen im

Persischen und im Deutschen stellt eine
Lernerleichterung dar:

weit dur
weiter durtar
(am) weitest(en) durtarin

Andererseits kann bei der Anwendung der
richtigen Form die Muttersprache stark
interferierend wirken: Wihrend bei einem
Vergleich von mehr als zwei im Deutschen der
Superlativ verwendet wird, findet im Persis-
chen der Komparativ Anwendung. Der
ungleiche Gebrauch fiihrt zu Interferenzfehlern
wie:

Er hat von allen besser geantwortet.

Quelle vieler Fehler aufgrund einer stark
fundierten Interferenz ist die unterschiedliche
Valenz deutscher und persischer Verben. Hier
soll nicht die Frage entschieden werden, ob-
wie bisher iiblich-die deutsche Akkusativ-Er-
gianzung dem durch die Postposition "ra"
markierten persischen direkten Objekt und die
Dativ-Ergéinzung dem durch die Priposition
"be" markierten indirekten objekt gleichgesetzt
werden kann, oder ob, wie von modernen
persischen Grammatikern wie Z.B. Chaiyam-
pour vorgeschlagen, die Existenz eines reinen
Kasus im herkémmlichen Sinn in der
persischen Sprache zu bezweifeln ist, und die
oben genannten Objekte zu den Pripositiver-
ginzungen zu zihlen sind. Fest steht, dapR die



zu Beginn des 20. Jahrhunderts hatte der
ungarische Psychologe Ranschburg auf das
Phianomen der "homogenen Hemmung"
hingewiesen, das besagt, daR beim Lernen
dhnliche Reize aufeinender hemmend wirken
und Kontrastmangel zu Interferenzen fiihrt.
Nach Juhész®, dem wir bekanntlich die ersten
genaueren Untersuchungen der Interferenzen
verdanken, kommt es auch iiberall dort zu
homogenen Hemmungn, wo einer Phone-
mreihe in der Muttersprache mehrere
Phonemreihen in der Fremdsprache entsprec-
hen, weil die muttersprachliche Phonemreihe
homonymisch oder polysemantisch ist. Die

Muttersprache wirkt dabei insofern inter- -

ferierend, als die dem pblysemantischeyn
muttersprachlichen zeichen entsprechenden
unterschiedlichen fremdsprachlichen zeichen
scheinbar synonyme Bedeutung haben. Dem
persischen "fahmidan" entsprechen im
Deutschen Z.B. "verstehen” und "bemerken”,
und das muttersprachliche Leitschema 14t die
beiden Bedeutungen synonym erscheinen. Da
sie es aber nicht sind, kommt es in vielen Fillen
zu Verwechslungen, die also auf eine homo-

Muttersprache Fremdsprache
/ Bedewtung 1 __" | Phonemyeihe |
versieh
Phonemreihe (et homogene
(fahmidan) Hemmung
™~ Bedewtung? ___ | Phenemreihe 2
(bemerken)

gene Hemmung zuriickzufiihren sind. Es
wurde auflerdem festgestellt, dap die
fremdsprachliche Phonemreihe hidufiger
gewiihlt wird, die der Hauptbedeutung der
polysemantischen muttersprachlichen Phone-
mreihe entspricht. (Das wire in diesem Fall
"verstehen") Schematisch kann dies
folgendermafen dargestellt werden:

Ebenso entspricht dem persischen
"bozorgtar” sowohl "gréRer” als auch "dlter”,
wobei "grofer” die Hauptbedeutung darstellt.
Fehler wie: Ich bin gréRer als mein Bruder (fiir:
ich bin ilter) kommen entsprechend hiufig vor.
Dem persichen "raftan” entsprechen "gehen"
und "fahren", "pa" bedeutet sowohl "Fu3" als
auch "Bein"”, "bastan™ kann "binden” oder
"schliefen” bedeuton. In all diesen fillen
kommt es zu hidufigen Verwechslungen;
entsprechende Tests haben das bewiesen.

Im folgenden sollen einige Beispicle
muttersprachlicher Interferenzen aus den
verschiedensten Gebieten des Sprachun-
terrichts (Deutsch fiir Iraner) herausgegriffen
werden, die allerdings keinerlei Anspruch auf
Volistandigkeit erthebenwollen. Die Beispiele
sind bewufat einfach gewahlt, einmal deshalb,
weil Interferenzen am stiarksten im Anfan-
geruhterricht zu beobachten sind, zum andern
aber auch deshalb, weil keinerlei Kenntnisse
der persischen Sprache vorausgesetzt werden
konnen.

0L sy

60



3b)

b))

61

von Interferenzen eine nicht zu unterschit-
zende Rolle im Sprachunterricht Haben Z.B.
unsere Studenten einmal den Stellungsplan des
deutschen Huptsatzes gelibt, so besteht eine
starke Tendenz, diesen auch auf den Nebensatz
zu tibertragen, obwohl die Endstellung des
Verbs im Nebensatz der Verbstellung im
Persischen entspricht und hier eigentlich
aufgrund eines Transfers eine Lernerleich-
terung zu erwirten wire. Hier scheint eindeutig
das von Anfang an unermiidlich geiibte
Hauptsatzmuster auf dem Weg einer
{Tbergeneralisierung auf einen anderen Bereich
iibertragen zu werden. Dasselbe Phanomen
wird iibrigens auch bei Schiilern norwegischer
Muttersprache registriert: obwohl die
Wortstellung im Haupt-und Nebensatz im
Norwegischen denselben Unter-schied zeigt
wie im Deutschen, tendieren norwegische
Schiiler dazu, den Stellungsplan des
Hauptsatzes auf den Nebensatz zu iibertragen.

Bei Studenten, die Deutsch nur im Neben-
fach studieren, deren Hauptfach aber Englisch
ist, konnten Interferenzen der einen Fremds-
prache auf die andere beobachtet werden, und
es konnte festgestellt werden, dap beim
Erlernen einer zweiten Fremdsprache die erste
oft stiarker interferierend wirkt als die
Muttersprache, vor allem, wenn die
Zielsprachen verwandt sind und sich auRerdem
wie in unserem Fall auch durch eine gemein-
same Schreibweise von der Muttersprache

abheben.

so werden von den erwihnten Nebenfach-
studenten hiufig die Regeln der englischen
Phonetik auf das Deutsche iibertragen. Fiir
einen Traner bedeutet es Z.B. keinerlei
Schwierig- keiten, das Verb "finden" korrekt
nachzus- prechen, wiirde er doch in seiner
Muttersprache eine entsprechende Buchs-
tabenfolge genauso lesen. Soll er aber dasselbe
Wort in einem-vorziiglich unbekannten-Text
lesen, dann ist hdufig zu beobachten, dap er es
wie das englische Verb "to find" ausspricht. Es
liegt auf der Hand, daf das Schriftbild unwill-
kiirlich mit dem Englischen(und nicht mit dem
Persischen) assoziiert wird und der Student
versucht, die ihm geldufigen Regeln der
englischen Phonetik anzuwenden.

Ebenso werden die Regeln der englischen
Orthographie auf das Deutsche iibertragen,
angefangen mit "sh" fiir "sch"; Apfel" wird
"Apfle" geschrieben, aus "mein” wird "mine",
und dem englischen Vorbild folgend wird "ich”
oft groR geschrieben.

Um noch ein Beispiel aus der Grammatik
anzuschlieRen: Die Anwendungsfrequenz des
Futurs zum Ausdruck der Zukiinftigkeit ist bei
Nebenfachstudenten mit Englisch als
Hauptfach hoher als bei Sprachstudenten,
deren erste Fremdsprache Deutsch ist.

Wie schon oben erwidhnt, wirkt nicht nur
ein Kontrast hemmend, sondern auch ein
Mangel an Kontrast, d. h. Ahnlichkeit. Schon



moglicherweise aufy tretender Interfrenz ist
allerdings weithin von der gewihlten Methode
abhidngig. Durch geschickten Aufbau des
Lehrprogramms kann der Schiiler daran
gehindert werden, die ihm geliufigen
Gewohnheiten und Regeln seiner Mutters-
prache in die Zielsprache zu iibernehmen. So
nimmt Z.B. der audiovisuelle Anfingerkurs
"Frisch begonnen" (fiir Schiiler englischer
Muttersprache) fiir wich in Anspruch,
Interferenzen der Muttersprache durch
entsprechende Programmierung bis zu 90% im
Vergleich zu anderen Kursen ausgeschlossen
zu haben.*

Dazu ein einfaches Beispiel fiir mégliche
aber nicht realisierte Interferenz aus dem
Deutschunterricht der hier in Frage stehenden
Zielgruppe, nimlich Studenten persischer
Muttersprache:

Grundsitzlich wire es denkbar, dap ein
iranischer Student versuchte, das deutsche
"Ste" aufgrund einer muttersprachlichen
Interferenz durch "ih" zu ersetzen., weil in
seiner eigenen Muttersprache die 2. Person
Plural (und nicht die dritte) als hifliche Form
der Anrede Verwendung findet. Dieser
theoretisch mogliche Fehler kommt aber
praktisch nie vor, denn die Anrede mit "Sie"
wird von der ersten Unterrichtsstunde
unermiidlich geiibt, und zwar ohne dabei zu
betonen, daf es sich dabei eigentlich um die 3.
Person Plural handelt, wihrend die 2. Person

Plural dem Schiiler zu diesem Zeitpunkt noch
iiberhaupt nicht zur Verfiigung steht.
Ebensowenig wird man beobachten, daf ein
persischer Deutsch-Student versuchen wird,
wie in seiner Muttersprache bei der Verwen-

.dung eines Modalverbs das Hauptverb in den

Konjunktiv zu setzen, einfach deshalb, weil er
mit dem Gebrauch der Modalverben lange vor
dem Gebrauch des Konjunktivs vertraut
gemacht wird und daher nicht iiber die
sprachlichen Mittel verfiigt, den Infinitiv durch
den Konjunktiv zu ersetzen.

Interferenzen, wie oben definiert, treten
allerdings nicht nur zwischen Mutter - und
Fremdsprache auf, sondern werden auch
zwischen verschiedenen Fremdsprachen
festgestellt und treten auRerdem als
"Autointerferenz” auch dann auf, wenn frither
erworbene Kenntnisse der Fremdsprache sich
storend auf neu zu erwerbende auswirken und
so zu intrastrukturellen Fehlern fiihren. Wie
noch auszufiihren ist, kann diese Art der
Interferenz mitunter stirker sein als der Einfluf
der Muttersprache.

Bei einer kontrastiven Sprachbetrachtung
kann selbstverstiindlich auf Autointerferenzen
und daraus resultierende Fehler keine
Riicksicht genommen werden, ebensowenieg
wie auf Interferenzen, die durch andere
Fremdsprache verursacht werden.

Wie im folgenden gezeigt werden soll,
spielen aber geradé auch diese beiden Arten
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muttersprachlichen System aufweist, oder wo
sich iiberschneidungen mit diesem System
ergebeny denn es darf heute als erwiesen
gelten, daR jede Fremdsprache auf der Basis
der Muttersprache erworbon wird.? Das gilt
ganz besonders, wenn es sich, wie in unserem
Fall, um Studenten, also um Erwachsene
handelt, bei denen davon ausgegangen werden
kann, dap der linguistische "Maturation-
sprozess” Lennebergs abgeschlossen ist,
bzw.die LAD (Language Acquisition Device)
der Generativisten ihre Funktion aufgegeben
hat.3

Die allgemein zu beobachtende Tendenz,
Laute, Formen und deren Distributionen der
eigenen Sprache und Kultur auf die Fremds-
prache und Fremdkultur zu iibertragen, fiihrt
sehr haufig zu INTERFERENZEN, wie die Ver
let zung einer sprachlichen Norm, die durch
Beeinflussung seitens anderer sprachlicher
Elemente verursacht wird, genannt wird.

Zwar wurde schon Ende des 19. Jahrhun-
derts der storende Einflu der Mutter-sprache
auf die Fremdsprache beschrieben, Unter-
suchungen in groferem Umfang wurden aber
erst seit der Zeit nach dem ersten Weltkrieg
durchgefiihrt. Sie haben gezeigt, daf ein grofer
Teil aller Fehler, die von Schiilern bei der
Sprachausiibung im Fremdsprache nunterricht
gemacht werden, auf Interferenzen seitens der
Muttersprache zuriickzufiihren sind. Die
GropRenangaben differieren dabei sehr stark

und reichen von 50 bis 85%. Als hemmend
erweisen sich dabei sowohl Unterschied-
lichkeiten der beiden Sprachsysteme als auch
Ahnlichkeiten, aber natiirlich
Ubereinstimmungen, die ihrerseits als Lern-
hilfe in Erscheinung treten, weil sie sich auf die
Fremdsprache iibertragen lassen (TRANSFER).

Ein wertvolles Hilfmittel, von der Mutters-
prache verursachte Interferenzfehler zu erk
ennen oder sogar vorauszuasgen, bietet der
systematische Vergleich von Muttersprache
und Fremdsprache, wie er in einer kontrastiven

nicht

Sprachbetrachtung bzw. einer kontrastiven
Grammatik durchgefiihrt wird. Zeigt man mit
Hilfe einer kontrastiven Grammatik die
Gebiete moglicher Interferenzen auf, so sagt
man wahrscheinliche Sprachfehler der
Studenten voraus.

Ein solcher Vergleich der Grammatik zeigt
aber immer nur, wo Fehler gemacht werden
konnen; man wird aber immer wieder
feststellen, daf3 einige der vorausgesagten
Interferenzen praktisch nie beobachtet werden,
andererseits aber gerade dort systematisch
Fehler gemacht werden, we keine Interferenz,
und vielleicht sogar eine Lernerleichterung auf-
grund eines Transfers zu erwarten wire.

Grundsitzlich kann festgestellt werden, daf
bestimmte Interferenzerscheinungen typisch
beim Erlernen einer bestimmten Zielsprache

L, von Schiilern mit einer bestimmten

Muttersprache L, sind. Die Verwirklichung
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Beim Erlernen einer Fremdsprache sieht
sich der Sprachschiiler grundsitzlich zwei
verschiedenen, als "intern" und "extern™'
bezeichneten Problemkreisen gegeniiber. Unter
internen Problemen werden dabei Schwierig-
keiten verstanden, die sich bei der Abgrenzung
formaler und inhaltlicher Elecmente des ncuen
Sprachsystems gegeneinander ergeben.

Externe Probleme entstehen hingegen iiberall,

dort, we die Fremdsprache strukturelle und
semantische Unterscheidungen zu dem eigenen
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