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to Allison and Webber (1984), it is now
believed that individuals' performances should
be tested directly using realistic tasks to check
what they can do with the language. Therefore,
being able to get a passing score on a test which
does not involve the subjects in conducting
realistic activities may not guarantee an
individual's future success in an academic
program (Fox, et al., 1993).

What might be the strength ot the TBLP test
is that it takes into account the assumption that
a test developer should aim at finding out what
language learners can do rather than what they
know using authentic matenals.

The test might be criticized on the grounds
that is has taken advantage of MC format,
however. The literature available in this respect
shows that in order to score tests as precisely
as possible, the best format can be the multiple-
choice in which, if the items are constructed
properly, only one answer will be correct.

|Moreover, MC format seems to be highly

correlated with other formats.
On the other hand, subjective scoring of tests

is a threat to test reliability. In other words, it
might not be very easy to score the individuals'
performances subjectively even when
carefully-prepared rating scales are available.
Therefore, making tests in MC form might
alleviate the problem of rating leading to more
reliable tests in comparison to those
subjectively-scored tests.

Still another advantage of the test is its
practicality because administering and scoring
multiple-choice tests are much easier than those
other test formats. -

What all of the above-mentioned points
indicate is that since the newly-constructed
TBLP test seems to possess validity, reliability,
and practicality to some extent, it may be
considered as a suitable alternative for
measuring the language proficiency of EFL
students on the basis of which sound decisions
can be made.

Notes:
1. Canadian Academic English Assessment

2. International English Language Testing System




Table 4: Correlation Matrix |

TIBLPRG) [BLPGWR)Y

TBLPUC)Y

TREPLC) .00

THBLPRC) 36 I O0

I'BEIPIWR) 28 52 .00
I'131.P¢otaly Nits KO Kt
TOEF (1otad) N 6l 70
TOLEFLALCY Ay 2y 47
TOEFLIST) 37 A7 A4
TOEFLiVOC) 29 54 54
TOVFLIRC) .20 Ay Az

Table 5: Correlation Matrix 2

TOEFLILC) TOEFLST) TOEFLVOC) TOEFL(RC)
TOFFLOL.C) 1.00

TOEFLSY A2 |00

TOFFLIVOC).2T R .00
TOFFLIRCY 21 26 AR 00
FOFFE otaly 74 N b o4
TR Protaly .39 60 6l 18

As the results of these analyses show, i1t
seems that the subtests of the TBLP test
correlate, at a reasonable degree, with those of
TOEFL. On the other hand, the correlation
index of the two tests (TOEFL and TBLP)
seems rather high. However, a high correlation
between two tests does not necessarily mean
that they are measuring the same ability
(Farhady, 1979, 1983). Therefore, in order to
reveal the nature and the number of the
underlying traits which might be measured by
these tests, different factor analyses were
conducted on subjects' scores. The results are
presented in table 6.

Tahle 6: Varimax_Rotated Factor Mateix of Study Measures

Subiest Facior 1 Fagtor 2
TOEFLLL.C) e Bo
TOEFL(ST) A0 59
TOEFL{VOC) 78 "
TOEFI(RC) 79 *s
TBLHLC) b B2
TBLP(RC} 75 i
TRLP(WR) 67 43
TOEFL(10tah) 68 60
TBLP(total) 67 .66

** Loadings less than .30 are deleted .

As the results of the factor analysis show,
nearly all the subtests of both tests, except the
listening sections, are heavily loaded on factor
1. This may mean that whatever is tested by
the TOEFL can also be tested by TBLP test.
On the other hand, the listening sections of both
tests are heavily loaded on factor 2. This can
also mean that listening ability can be measured
by both TOEFL and TBLP test.

Conclusion

The results of the study seem to support the
hypothesis formulated in this study. That 1s,
TBLP test which is in a multiple-choice form
is as valid and reliable as the TOEFL.

Pedagogical Implications

As mentioned before, testing involves the
process of decision making. And in decision
making, the tuture lives of so many people are
at stake. It follows that interpretation of test
scores should be made with caution. That 1s,
the results should be obtained through a valid
and reliable instrument. This reveals the crucial
role of the instrument used.

In order to make sound decisions, according
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was because of the nature of the tasks. Since
| L. o . .
‘mostIranian students are not familiar with this
‘type of test, lengthy instructions are needed to

have them understand what they are suppose(i
to do. Based on the performances of the
participants on the pilot administration of the
test, the characteristics of the individual items
(item facility, item discrimination, and choice
distribution) were determined. According to the
information gained through item analysis,
some items were revised again. In order to
ensure test separability, the reliability of the
test was also calculated using KR-21 formula
at this stage. The results showed a reliability
index of .81. The last step was the final
administration of the test. At this stage, the new
test was administered to a total number of 127
female subjects. Based on the subjects’
performance at the pilot administration of the
test, the subjects, at this phase, were given one
hour to complete the test. The original TOEFL
was given to the same subjects the next session.
For the TOEFL an hour and a half was allowed.

Results

Several statistical analyses were conducted
in order to answer the research question. A brief
summary of the findings is presented below.

First, the descriptive statistics for the
subsections of TOEFL and TBLP test are given

in tables 1 & 2.

TaMe 1: Descriptive Statistics for the TOEFL

Table 2: Descriptive Statistics for the Topic-Based Test

Varable Mean SD Total points
TBLP(total) 440 7.05 o0
TBLPLE) 10.78 282 20
TBLP(RC) 1291 288 20
TBLP(WR) 10.72 343 20

Second, in order to estimate and compare the
reliability indexes of both tests along with their
subsections KR-21 formula was utilized. The
findings are presented in table 3.

Table 3: Reliability indexes

Vanable Reliability Variable  Reliak
TOEFL(total) 82 TBLP(total) .71
TOEFL(LC) 1 TBLMLC) .39
TOEFL(ST) 68 TBLP(RC) 47
TOEFL{VOC) 56 TBLP(WR) .60

TOEFL(RC) 66

Third, in order to examine the degree of go-
togetherness of the two measures, several
correlational analyses were conducted between
the two tests and their subtests. First, the
correlation coefficient of the two tests was
computed. The result showed a correlational
index of .81. Then, different correlational
analyses were conducted in order to see the
degree of go-togetherness of (a) each test with
its subsections, (b) each test with the subsec-
tions of the other test, (¢) the subsections of

Variable Mean 5D Total points
TOEFL{total) 358 14,38 150
TOLEFL{L.C) 18.38 6.32 50
TOEFL{ST) 19.74 3.51 40
TOEFL{VOC) 17.09 4.03 30
TOEFIL(RC) 18 38 4.50 30

the TBLP test with those of the TOEFL, and
(d) subsections of each test. The results of these
analyses are presented in two correlation
matrixes presented in tables 4 & 5.




study was collected through two types of tests:
an original TOEFL and a topic-based test
developed exclusively for the purpose of this
research. Each test is briefly explained below.

First, an original TOEFL was utilized as a
criterion against which the newly-developed
test was validated. The test consisted of
listening comprehension, structure and written
expression, and vocabulary and reading
comprehension sections with 50, 40, and 60
MC items respectively. For each item, one point
was assigned. Therefore, the test had a total of
150 points.

Second, a multiple-choice topic-based
language proficiency test (TBLP) was
developed the topic of which was "air pollu-
tion". This topic was selected on the reasoning
that some experts do not favor topic-specific
tests because of the threat they may impose on
test validity due to some subjects’ familiarity
with the topic. The newly-developed test
consists of three sections: listening compre-
hension, reading comprehension, and writing,
each comprising 20 multiple-choice items. For
each item, one point was assigned. Therefore,
the test had a total of 60 points. Each section
starts with the necessary directions on how to
deal with different subsections of the test, and,
where needed, additional directions were given
for each subsection, and examples were
provided. In this test, the subjects mainly deal
with completing diagrams, inserting missing
information, paraphrasing, etc. As an example,
in the first activity of the listening section of
the test, testees are asked to listen to a passage
and fill in a table while listening.

Example L
You hear: As a result of the smog epiSf)ﬁie
which occurred in Los Angeles in 1975, 36~

people died.
You see:
You see:
Year City Rate of deaths } Rate of illnesses
1 Los Angeles 2 Unknown
1 a. 19758 b. 1917 c. 1957 d. 1970
a. 63 b. 13 c. 36 d. 60

Procedure. To accomplish the purpose of
the study, the following procedures were
followed:

First, since the listening and reading
comprehension passages of the new test had
to be comparable in difficulty to those of the
TOEFL, the readability indexes of reading
passages of the TOEFL test were calculated
using the Fog index of readability. Then, it was
decided to select those texts which possessed
the readability index within the range of one
standard deviation above or below the mean
readability of the passages in the TOEFL. The
chosen paragraphs were taken from the
Encyclopedia Americana. The next step was
to tape-record the listening passages. This was
done by a near-native speaker of the English
language at natural rate of speech. Then,
multiple-choice items were constructed
following Millman and Greene's (1993) Rules
Sfor Writing Multiple-Choice Test {tems. When
the test was prepared, it went under repeated
revisions, and the final version was used for
the pilot administration phase of the study.
Although test instructions were provided for
each section and subsection of the test, they
were also given, before the test began, orally
in both languages -- English and Farsi. This
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asioutside their academic field.

ie importance of background knowledge
eading comprehension has been addressed
by many researchers (Johnson, 1981, 1982;
Carrell & Eisterhold, 1983; Aron, 1986;
Carrell, 1984, 1987) who stress the salience of
content schemata. If students read a passage
about a subject with which they are familiar, it
seems logical that they will comprehend more
than when they read about an unfamiliar
subject. But this view may not be true in the
sense that providing testees with ample
listening and reading tasks on the basis of a
particular topic will shed light on the issue in
question (Fox, 1996). Clapham (1996) also
refers to the importance of background
knowledge and maintains that the student's
comprehension is affected by his or her ability
to draw on specialized knowledge bases and
advises against subject-specific testing.

Another problem which may be present in
performance tests relates to their scoring. As
Upshur and Turner (1995) maintain, scoring
these tests are more demanding than scoring
DP tests:

Rating language performance is more
damanding than scoring discrete-point fests.
Lower reliabiliry and validity for ratings are to
be expected, ... . (Upshur and Turner, 1995, p. 3)

This was confirmed by research conducted
on the effect of rater variables on assessment.
It was observed that there were significant
differences in ratings awarded which reveal
different perceptions of what constitutes good
performances (Brown, 1995). Bachman and
Savignon (1986} also believe that commonly
employed rating scales present major problems
of reliability and validity. |

A third problem with performance tests,
which concerns scorers and administrators, is
practicality. That is, administering, scoring,
and, more importantly, interpreting results are
not easy tasks when these types of tests are
utilized. This is because most performance tests
do not have MC format.

In order to alleviate some of the above-
mentioned problems, however, the topic chosen
for the new test was a rather general one. As
for the second and third problems, all the tasks
and activities were constructed in the form of
multiple-choice. This was due to the fact that
using multiple-choice format can be quite
successful because of objectivity in scoring
such tests.

Method

Subjects. The subjects of this study were
171 Iranian English as a Foreign Language
(EFL) learners selected on the basis of cluster
sampling. The sample consisted of female
university seniors who were majoring in
English Translation at Islamic Azad university.

Of the total number of subjects, 44 took part
in the pilot administration phase of the study.
Because of the carelessness of few subjects,
however, the item analysis procedure was
based on the performance of 40 subjects and
the rest was excluded from the data. Further-
more, of the 127 subjects participating at the
final administration phase of the test, the results
of 7 were not included in the data analysis
because of leaving one of the tests incomplete.

Instrumentation. The needed data for this




Introduction

Tests are used for a variety of purposes -- to
measure students’ knowledge in relation to
future tasks which they are expected to
perform, to place students in appropriate levels,
to grant certificates, to determine whether
students can continue in future studies, elc.
Thus, tests seem to be powerful because many
people including language testers, teachers
parents, administrators, governments, public
and so many other individuals and organiza-
tions are affected by test scores (Farhady, 1998).

According to Bachman (1990) "the fun-
damental use of testing in an educational
program is to provide information for making
decisions, that is, for evaluation” (p. 54). In
order to make sound decisions, it is now
believed that individuals' performances should
be tested directly using realistic tasks in order
to see what they can do with the language
(Allison and Webber, 1984). That is why there
has been a great tendency on the part of test
developers to create tests which assess
communicative performance. As a matter of
fact, in recent years, much effort has been
directed towards developing tests that not only
measure a broad range of language abilities but
are also authentic in that they require testees
to interact with and process both the explicit
linguistic information and the illocutionary
force of the test material. Terms such as
"functional” and "communicative” have also
been used by researchers to refer to the same
notion. That is, all of these terms -- functional,
communicative, authentic -- refer to the extent
to which the tasks required on a given test are
similar to some standard or real-life language
use (Bachman and Clark, 1987).

A closely-related issue, in this regard
concerns thematic or topic-based tests in w'/hiclzh

the whole test is built around a single topic:-

According to Jennings et al. {1998), a number
of language proficiency tests which are used
in university admission procedures for ESL
students (for example, CAEL Assessment’,
IELTS?, OTESL?) have adopted a thematic or
topic-based approach in order to reflect
language in vse. Unlike tests like TOEFL in
which testees face independent discrete-point
items, topic-based tests use a more integrated
approach.

A good rationale for constructing topic
based tests is that in real life situations, one of
which is the university classroom, the professor
usually centers his/her lecture on just one topic
and provides the students with ample
information and readings on that particular
theme or topic. In other words, topic-based
tests attempt to provide the context for
language use which resembles the language
demands in academic settings. Thus, if a test
constitutes the elements of real-life situation,
it can be said to be a more valid test in comparison
to those which do not take advantage of
authentic activities.

While topic-based tests are considered to
be focusing on real-life situations, choosing a
proper topic is not an easy task. That is, one
threat to the validity of these types of tests is
that test bias may occur as a result of testee's
familiarity with the test topic.

This problem is addressed by Aiderson and
Urquhart (1988) who state that academic
background can have an effect on reading
comprehension, and that particular groups of
students may be disadvantaged by being tested
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Abstract

This study was an attempt to construct a multiple-
choice topic-based language proficiency test and
validate it against traditional language proficiency tests
like TOEFL. The subjects partz'éipating in the study were
171 Iranian female university seniors majoring in
English Translation. The instruments utilized were an
original TOEFL and the newly-developed topic-based
test (TBLP). The newly-developed test was, first,
pretested with 44 subjects and necessary modifications
were made. Then, it was administered along with the
TOEFL to 127 subjects in two consecutive sessions.
The results of the analyses revealed that the new test
seemed to be as valid and reliable as the TOEFL.
Therefore, it was concluded that the present test, which
followed recent approaches to performance testing,
might be used as a good indicator of a learner’s
language proficiency.
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i make use of them in understanding second or
| foreign language instruction. Among these
terms, process in considered as the most
| general of the three concepts. Suffice it to say
| that all human beings engage in certain
| universal processes. If someone is skilled as
| something, we tend to think of him/her as being
able to do what ever it is faster, more smoothly,
| and more successfully that someone who is
| unskilled. It is important to notice that there is
| no generally agreed or empirically justified
| analysis of what subskills or component skills
| actually exist in the intellectual or cognitive
| field. Indeed, psychologists working in the field
| of mental testing have been looking for most
| of this century for a satisfactory way of
analysing such skills, often using the complictated
| techinques of factor analysis to decide where
| tests appear to be testing the some trait and
| where they do not. Strategies can be defined
| as specific step taken by individuals to enhance
|| their learning. Strategies are especially
| important for language learning because they
| are tools for active, self-directed involement,
| which is essential for developing
communicative competence. Appropriate
| language strategies result in improved
| proficiency and greater self-confidence.
|
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"learner training”, and as an explantory

principle, for example in studies of

| communication breakdown and individual

| differnces in learning. It will recur many times

| in various guises in the test that follows. A

| number of questions will have to be addressed:

1. How can strategies be identified and
verified?

2. Can they be isolated and empirically
demonstrated?

3. Can one distinguish between strategic
and non-strategic behaviour?

4. Do strategies change during development?

5. Do communication strategies become
learning strategies?

l
|
I
I
I
I
I
|

The distinction among strategies,
techniques and tacties:
No distinction was made among strategies,
| substrategies, techniques, and tactics, and the
lack of clarity has generated a confusion in the
| research literature. Cohen (1998:10) believes
i that the term strategie has, in fact, been used
| to refer both to general approaches and to
I specific actions or techniques used to learn a
second language. For example, a general
| approach strategy could be that of forming
| concepts and hypotheses about how the target
| language works.

A more specific strategy could be that of
| improving reading comprehension in the new
| language. Among the substrategies aimed at
| improving reading comprehension could be
| any of the stategies for determining whether a

text is coherent e.g. checking whether the
| direction and ordering of elements is clear,

|
]
I
I
|
l
I
|
|
I
|
|
|
|
|

seeing if it is consistent and complete, and so |
forth. An even more specific strategy would I
be that of attempting to summarize the text in
order to see if the ordering of the points makes
coherent sense. A still more specific strategy
would be to fine-tune the type of summanzing-
e.g. that they be short, telegraphic summaries
written in the margins of the text every several
paragraphs.

So the issue is one of how to refer to these
various cognitive or metacognitive processes.
This includes the terms strategy, technique
(Stern, 1973), tactic (Seliger, 1983), and move
(Saring, 1987), among other terms and also
includes the split between macrostrategies on
the one hand and microstrategies and tactics
an on the other (Larson-Freeman and Long,
1991). A solution to the problem would be to
refer to all of these simply as strategies, while |
still acknowleding that there is a continuum |
from the broadest categories to the most |
specific or low-level. For learners and teachers |
as well, experience has shown that lists of |
suggested strategies for given tasks are usefull, |
especially if they include strategies that are |
specific enough so that they can be readily I
used. This way the practitioners and learners |
can judge for themselves the level of abstaction |
for each strategy and so be better able to make :

I
I
I
|
|
I
I
I

|
|
I
|
|
I
|
|
|
|
!
I
|
|
|
I
|
I
I

functional use of it if so desired.

Conclusion:

In fact, the literature contains conflicting
views as to the meaning of sometimes rather
basic terms, such that the reader is not certain
what the terms actually refer to and how to



| Faerch and Kasper (1983), and Bialystok
| (1990) have all tried to clarify the difficult

problem of how learners cope with the situation
| where they have a meaning to transmit or
| receive, but lack the normal linguistic means
| of encoding that meaning. Bialystok (1990)
| devotes two chaptres to "defining" and
| "identifying" communication stragegies,
| reviewing in the process the arguments put
| forward by the other authors. She discusses
| various proposals for defining criteria for
: strategies, and their potential for separating
| strategic and non-strategic behaviour, showing
| that each is less than adequate. For example,
| strategies are used when there is a problem, a
| breakdown; but she points out, this does not
: mean that strategies cannot be used where there
| is not a problem, unless the notion of problem
| is so reduced in force as to mean any translation
| between meaning and form of language.
| Bialystok (1990:12) proposed three features
| which occur in most of the discussions about
strategy use, and summarized her approach;

| First, strategies are affective, they are related
| to solutions in specific ways, and they are

| which theorists can articulate. Second,

productive in solving the problem for reasons
| strategies are systematic: learners do not create
| the best strategy for solving a problem but
| uncover the strategy from their knowledge of
l the problem and employ it systematically.
| Third, strategies are finite: a limited number
| of strategies can be identified. Strategies are
| not idiosynctratic creation of learners. Larger

structures provide a context for organizing
| strategies into more general skills that are

applicable to a range of problems. This |
systematicity of strategies should be kept as a |
guiding factor in the search for description and
explanations of the strategies used by second
language learners.

i
|
|
4) Plans: A fourth way of conceiving of ‘
strategies is to think of them as plans for action. :
In the literature of learning strategies there have |
been a number of attemps to set up general |
principles which may describe the kinds of plan |
that successful language learners use. This |
tradition goes back to the work of Sern (1975) :
and Rubin (1975), who attempted to specify |
plan of actions whose use might distinguish |
successful language leamers from unsuccesstul |
ones. Faerch and Kasper (1983) explicitly :
reject the equation of strategy and paln, talking |
again about communication strategies, and |
attempt to draw a sharp distinction between |
them based on the difference between a |
planning phase of problem-solving and :
execution phase: strategies operate 10 put into |
effect the decisions embodied in the plan. |
Bialystok (1990) points out that this distinction I
is difficult to maintain. :
This brief discussion will most likely have |
given the impression that the concept of |
psychological strategy is a very difficult one |
to pin down in a clear fashion that can be !
accepted by a majority of scholars in the field. 1'
This impression is quite justified; and yet it |
does not prevent this undeniably useful notion |
from continuing to be used both as a |
programmatic principle, i.e. as a justification I
for certain kinds of teaching, for exampie in |
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skilled at particular kinds of performance and
not others. Wide range of performances:
| physical: e,g. sports, psychomotor: ¢.g. driving
| a car, steering a boat, flying. 3) They are
| amenable to learning and possibly instruction.
I 4) There are individual differences in level of
' achievement. 5) Performance i1s smooth,

I
I
I
|
I .
I
I
I

| sensitive to feedback, integrated in time. 6)

| Most of the time, skills lead to success. (Mc

_ I Donough, 1995:3).

In discussion of language skills it has long
| been commonplace to refer to the various
| modes of language performance as skills;
| speaking, reading, writing, and listening (the
| four-skills approach of Audio-Lingualism). But
I it is evident that such terms are very general
| and not quite consisant with the use of ordinary
| language- and the literature of skill acquisition
| within psychology-or "skill" in specific

applications. Hence it is nowadays convenient
| to refer also to subskills-for example, Nuttall’s
| (1982) use of the division between word-attack
| skills and text-attack wkills in her discussion
| of teaching foreign-language reading.

Concerning language skills, Oxford
| (1995:6) believes that gaining new language
| necessarily involves developing four
| modalities in varying degrees and
| combinations: listening, reading, speaking, and
| writing. Among language teachers, these
| moladities are known as the four language
| skills, or just the four skills. Culture and
| grammar are sometimes catled skills, too, but

they are somewhat different from the Big Four;
| both of these intersect and overlap with
| listeining, reading, speaking, and writing in

particular ways. The term skill simply means
ability, expertness, or proficiency. Skills are
gained during the languge development
process.

Strategy:
According to Brown (1987: 79) strategies I
are specific methods of approaching a problem |
or task, modes of operation for achieving a |
particular end, planned designs for controlling ;
and manipulating certain information.
Strategies very intraindividually; each of us has |
a whole host of possible ways to solve a |
particular problem and we choose one for a |
given problem. This term is currently enjoing |
a vogue in language-learning circles, with a |
variety of implications. There are four broad |
categories of meaning:

I
I
|
I
|
|
I
I
|
I
I
I
|

1) An organizing principle or policy: in this
sense, strategy is an articulated plan for |
meeting particular types of problems, not a |
piece of problem-solving in itself |
(McDonough, 1995). 1

|
|

2) An alternative to calculation by rule:
psychologists speak of stragegies when |
referring to human mental ploys which appear |
to be used when alternative methods entail
penalties of cognitive overload, memory or
knowledge.

I
|
I
3) compensation: a large part of the !
literature in Second-language studies has I
focused on the use of strategies for overcoming |
communication breakdown. Tarone (1981), |



Introduction:
Although we often use these three terms
| synonymously and interchangeably, it we ask

|
|
|
I
I
I
I
I
I

| for a defintion, we are frequently given a vague
| definition. This attention to superficial
1 smilarities among these terms, however, tends
| to obscure the distinctive characteristics of
| each, and an understanding of the distinctions
| among the terms is vital to comprehensive
| definitions.

| Brown (1987: 78) argues that there has been
| a great deal of confusion in the use of these
| three terms. We can find instances of "transfer”
| and “interference" being referred to as
I"Strategies" (Taylor, 1975). Sometimes
| "Process" and "Strategy” are synonymous
| (Tarone et al. 1976). And "Skills" and
| "Strategies" are often similarly interchanged.

| He emphasized the importance of
I clarification, since these three terms are used
| in a variety of senses in every day language
| and in the language-teaching hiterature.

|

| Process:

| Of the three concepts, process is the simplest
| and yet the most overused. A process is the
| mechanism by which a set of information is
| transformed: thus the writing process is the
| mechanism by which ideas are transformed
| into characters on a page. Cognitive processes
| occur through time, and are subject to
| constraints of real time such as overload and
| memory; and they may occur in linear order,
| as in a model of writing which specifies a series
| of stages from thought via outline to

I
I
I
|
I
expression, or in parallel, as when \several I
elements of a process occur simultaneously, for |
example in the activation of vocabulary and :
vocabulary associations such as synonyms and |
antonyms. (Towell and Howkins, 1994, 168). |
In relation to process, Oxford (1995:5) |
maintains that the process orientation (building :
on general systems theory, in which all |
phenomena are part of a dynamic system) |
forces us to consider not just language learning !
process itself but also the input into this I
process. The general term input might include :
a variety of students are teachers characteristics, |
such as intelligence, sex, personality, general |
learning or teaching style, previous experience, |
motivation, attitudes, and so on. Input might I
also include many societal and institutional |
factors, such as unspoken and often inaccurate |
generalizations about particular students or |
about whole groups (e.g., simplistic expectaions |
like "Girls must learn to be good wives and I
mothers, while boys must go out and conquer |
the world with their achievements™). It is |
important to identify the input factors in order |
to understand and interpret more clearly both :
the process and the outcome of language |
learning or acquistion, |
|

I

I

|

I

I

|

|

|

Skill:

If someone is skilled at something, we tend
to think of him/her as being able to do whatever
it is faster, more smoothly, and more
successfully than someone who is unskilled.
Therefore, skills have a number of general
faetures: 1)Perfomance: skills are about doing |
things. 2) Specific application: one can be |
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on Three Terms:
Process, Skill, and Strategy in SLA

Abstract:

The present article is an attempt to clarify
the ambiguites surrounding the terms
"process"”, "skill”, and "strategy". The
framework of clarification that will be used in
this study is an extension and recasting of
Brown’s taxonomies (1987:78), incorporating
more recent views on the domains of these
three terms. Although there is some degree of
overlapping among them, care will be taken to
focus on the distinctive features of each.

|
I
|
I
l
I
|
I
I
I
I
|
I
I
|
|
|
|
|
I
I
|
I
I
I
I
|
I
|
|
I
l
I
I
I
I
I
|
I
|
|
I
I
I
|
I
|
I
I



one stresses a syllable. In addition, stress can
be a magnitude in determining syntactic
relations and meaning.

With respect to stress patterns, it was
pointed out that work in genetative phonology
has brought about the discovery of stress rules
in English. Nontheless the multiplicity of these
conventions makes memorisation nugatory.
Likewise, the existence of a bundle of
exceptions not following the rules declines
rule learning. However, learners can, now and
again, make meaningful generalisations. The
results of many experiments indicate that
learners should develop the ability in
themselves to construct rules in accord with
their own personal experiences rather than
decifering formidable formulae.

Another worthmentioning point deals with
the perceived difference between stress-timed
and syllable-timed languages. Due to such a
difference existing between English and
Persian, based on the contrastive analysis, 1t is
expected that Persian learners of English have
trouble adjusting their articulatory mechanism
to pronounce the intervening syllables between
two stressed segments. This is particularly true
when the number of syllables is great and one
needs to consider, consciously or unconscio-
usly, phonological processes involved, such as
assimilation,coalescence, reduction... . This
perceived difference calls for practice 1n
covering the distance between the primary
stressed segments at roughly equal times.
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In larger phrases, the manner in which rules
of stress are applied in each cycle is determined

by the number of the syntactic units. That is, the

larger the syntactic units, the larger the number
of cycles and vice versa, (Schane, 1972). The
stress contour of the following noun phrase can
be determined as follows:

Rule 14. Spanish ((American history) _teacher)
NP (N

Cycle | word stress | 1
Cycle2: coun phrase stress

Cycle 3: compound noun stress

Cycle 4: phrasal stress 2

2

|
|
|
1 3
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In English, Schane states that a construction
functions as a compound when a subject title
precedes words such as "teacher” or
"professor”, hence "American history teacher".

Prefix Weak Stress Rule (PWSR) is the
Dickerson's stress rule which assigns the primary
stress to the English words (Yarmohammadi,
1996). To understand the function of this rule,
two terms need to be defined-key syllable and
left syllable. Key syllable is the last vowel
spelling pattern of a word excluding any
endings, €.g.

forgets absorber
mechanically
grumbled tempo limiting

Left syllable is the vowel and all extra letters
immediately to the left of the key, e.g.
spelling pattern
practical ca_rpeting
generative reckoned

digital
purpose
Rule 15. PWSR states, "stress left syllable,

but not the prefix. If you can't
stress left, stress key".

democratise literative
I k I k
encouragingly

Ik
incredible carnival resumed
incredible carnival resumed
pr k 1 k pr k

conclusion and Two Implications

Stress is a relative term; in other words,
it undergoes changes depending on the
speaker's meaning, high or low-pitch voice,
lung-air pressure, muscular effort and so on.
After all, in discourse, in which the above-
mentioned factors are apparently invariable,
some syllables are heard more clearly than
others they are stressed. Stress correlates
directly with pitch, duration, loudness,
length and vowel quality. It can also be
considered as a muscular effort the
physiological change taking place in the
articulatory and respiratory organs when



occur finally.
The key is ON the table not UNder the table.
Who do you want to give the book TO?
R7. Personal pronouﬁs, possessive adjectives,
object pronouns and articles are unstressed
unless they are used contrastively or
emphatically.
It was SHE who won the atiraction not HE.

R8. Complementisers are always unstressed.
The book that you bought before is no
longer available.

R9. Relative pronouns are always unstressed.
The book that you bought is no longer
available.

R10. WH-words are sometimes stressed in

British English.
WHO do you work with?
WHAT have they decided to do to prevent

pollution?

R11l. "There"” as an expletive subject is
unstressed, but as an adverb carries 4 main
stress.

There are two pens on the table over
THERE.

R12. Auxilliaries are unstressed:
He must go.

They have made a deal.

unless they:

a. begin yes/No questions, e.g. MUST he
go?

b. are used in short answers, e.g. Yes. you
MUST:/ No, you MUSTn't.

c. are used 1n negative contractions, e.g. You
MUSTRn't go, (but You must NOT go)

d. are used in tag questions, e.g.

The school library is open now, ISn't it?

You don't take care of it, Do you?

We must not be impolite, MUST we?

e. are used emphatically, e.g.
Don't say you can be a help. Remember,
it's an obligation. You HAVE To do that.
R13. Compound nouns (CN) and Phrasal nouns

(PN) can be combined producing intricate
contours exemplifying more than two
degrees of stress (Schane, 1972). Numbers
1, 2, 3 stand for primary, secondary and
tertiary stresses.

blackbird' 5 ngst NP
A CN
N N
1 2
2 ] 3
blackbird' s nest
CN N
NP
CN/\
/\ N
A N 1
| 2
2 3
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Below some practical and valuable rules
of stress are introduced to the language
teacher. An attempt has been made to describe
those rules which are general and explicit
enough so that the learner can make correct
generalisations.

R 1. A syllable with the nucleus vowel /a/ is
never stressed.

about fa'baUt / atrocious  /a'trUfas/
atrocity  /@'trosati / closure  /’klaUza/
summary /'samarl/ navigable /naevigabl/

vylnerable /vAlnarabl/

R 2. Monosyllabic words always have initial
stress.

bask / bask .
sear/'siaf

badge / beed3 /
print / ‘print /

small / 'smol /
vest / 'vest /

R3. Syllables with the nucleus vowel of / 1/
or / U / may or may not be stressed.
Other vowels always carry some degree
of stress.

ubiquitous / ju: ‘bikwitas / poofter /pufta/

splendiforous  / splen'difaras/

R4. In tri-syllabic words, if the final syllable
is a long vowel or diphthong, the stress
will usually be placed on the first syllable.

marigold /'meerngeuid
stalactite / 'staeloktait,
{'vaglert /

intellect [/ 'Intidekt/
alkali / ‘aelkelal /

visualise /'vizUalaiz/ violate

RS5. Affixes will have one of three possible
effects on the word stress:
a. The affix itself receives stress

semicircle / 'semusa:kl /
personality /pa:so'naelan

racketeer /reeka’tis /
refugee / refju'dsi: /

b. The word receives stress just as the affix was
not there.

unpleasant { an'plezamt / premeditate /primeditest /
unwary { an'weart / self-locking / self'loky /
illogicat flndzikl/ irreverant /1 ‘reverant /
encouragement / in'kondzmant / terminable  /'tazminabl /
widower {widaua / mislead fmus'lizd /
dramatise {'dramataiz / arrange fo'reinds/
foretell 00 el f Surpass fsa'pas/
disembark Idisim'ba:K decapitate  /di'kaskpitet/

c. The stress remains on the stem, not daffix,
but it is shifted to a different syllable.

R6. Prepositions are unstressed unstressed
unless they are used emphatically or they

necessity  / mi'sesats/
resolution / rezg'lu:fn/

reference [/ refarens/
magnetic /maegnetik /



intervals of time in spite of the various number
of the intervening syllables, that is, English is
stress-timed. Nevertheless, locating English in
the stress-timed category is not strict owing to
the fact that the speech of native speakers has
not always been meticuously and methodically
organised and syllables may tend to vary in
time though much less considerably. This
seemingly unscrupulous but actually realisable
pronunciation might be due to pauses,
hesitations, hems and haws, turning points and
tiredness to count but a few.

Is "English Stress' Rule-Governed?
When asked by students how one can
acquire English stress, teachers are usually at
a loss for words. True as it is, this ts a mind
boggling and pestering question with which
teachers have constantly been molested. The
question of whether stress in English is law-
abiding or how we can determine the place of
stress in a word has been kicking around for
long. English is not like those languages where
stress 1s always predictive, that is, it always
occurs on a fixed syllable, e.g. the penultimate
syllable like Gzech (Roach, 1983). It is
unanimously believed that stress in E nglish is
so complex that it does not lend itself to
teaching through formulation of an assortment
of rules. In other words, rule formulation and
word analysis for stress seems to be a futile
act. Accordingly, linguists place it as a property
of individual words-each word possesses its
own stress-pattern and has to be learned per se.

However, when an English speaker comes
across a new word that he has never heard or
seen before or a newly coined word, in majority
of cases he knows how to pronounce it. It seems
as if there are underlying rules which help
speakers to pronounce words accurately.
Studies which are founded on Generative
Phonology show that there are rules which can
be explicated. Nevertheless, these rules
undergo so many exceptions that the learner
may decide to turn a blind eye to these rules
and consider stress as a characteristic feature
of individual words. In other words, one can
easily witness many forms not meeting the
condition of a rule or undergoing it. As a result
of this capriciousness and often-changing
status of stress in words, proponents have never
pinned down these rules or encouraged learners
to extract all the rules. Thus, in order not to
gtve learners sanguine delusions, in this paper,
an attempt has been made to introduce only
those productive rules and formulations which
one can make generalisations through.

Stress Rules
In order to determine the place of stress on
words, Roach (1983) suggests the following
considerations;
1. Whether the word is monosyllabic or
polysyllabic
2. The number of syllables
3. Whether the word ends with a suffix
4. Whether the word begins with a prefix
5. Phonologicat structure of a word
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producing speech, speakers do not keep up a
steady degree of articulatory energy. This level
varies over the articulatory and respiratory
muscles. From a listener's viewpoint, stress can
also be defined with reference to "motor theory
of speech perception” (For more information
see Ladefoged, 1982, 104). These charac-
teristics—linguistic function and muscular
fuction—account for the recognition of stressed
syllables.

Functions of Stress
In English, stress is associated with meaning

or distinguishability. In other words, any
change in the place of stress, especially stress
in the stream of discourse, would frequently
result in a different meaning. Generally
speaking, Ladefoged (1982) counts a number
of functions for stress:

1. In English, the relationship between the
realisation of information units
phonologically and clause syntactically is
carried out by means of stress. To achieve
this, stress is usually with the last lexical
item (Halliday, 1989). This is the normal
way of péckaging the information which is
implemented by stress.

. Did you buy a shirt for Mary 'yesterday?
I bought a shirt for Mary 'yesterday?
When did you buy a shirt for 'Mary?

2. Stress may give emphasis to a word:
Neither do I study nor let 'you study.

3. Stress may function contrastively. That is,
it contrasts one word with its alternative:
! bought a shirt for Mary 'yesterday.
(no contrast)
I bought a shirt for 'Mary yesterday.
(not for Jane)
I bought a 'shirt for Mary yesterday.
(not a blouse)
I 'bought a shirt for Mary yesterday.
(not sold) '
'I bought a shirt for Mary yesterday. (not

you)

4. Stress may indicate syntactic relations
between words or parts of words, e.g.
Noun+ Noun; Noun + Verb; Preposition +
Noun; Noun +Suffix.

English Is Stress-timed
Another worthmentioning factor in stress is |
time which has given rise to the time-honoured
division into stress-timed and syllable-timed
languages. (Dalton and Seidlhofer, 1994).
Syllable-timed languages are claimed to have
a characteristically even, rather "staccato
rhythm", that is, all syllables are said to recur
at equal intervals, (Ladefoged, 1984). Persian
is usually referred to as syllable-timed
(Hagshenas, 1992):
u:/ke/tabe/ha/san/ra/qarz/ge/reft/
Each segment would take the speaker the same
time to utter. However, in English, primary
stress tends to recur at equal and regular



speakers expend more energy, and they also

require greater muscular effort.

The nature and concept of stress is easy 10
understand, as one can eastly recognise the
difference between stressed and unstressed
syllables. A stressed syllable is produced by
greater subglottal air pressure relative to other
adjacent syllable. Tt, thus, has greater
respiratory energy than the unstressed syllables
and presumably an increase in the laryngeal
activity.

In a technical sense, stress may be studied
at two levels. Stress at the word level deals
with the pronunciation of words disjunct from
a meaningful context. But rarely do people
happen to use words separately. When words
are placed in a context, it is unimaginable to
think that words retain their individual stress
pattern. Instead, they adopt a new stress pattern
when they appear in connected pieces of
discourse. It is noteworthy to state that neither
of the puttern is a prerequisite for the other.
Both are equally important, and one nceds
experience in both if one wants to learn a
foreign language with a special care for his
pronunciation. However, studying stress in
isolation creates a laboratory situation so that
one can study it in optimal form. The following
diagram shows that words in and outside
context take on different stress patterns:

(black  bird)CN  (black  bird )PN
word stress l l I I
compound noun stress | 1
phrasal noun stress 2 I

This paper consists of two parts. In the first
plart, it is primarily concerned with introducing
the nature and functions of stress and the
factors involved in the production of a stressed
syllable. In the second part it deals with some
of the generalisations which can be made to ease
the burden in learning stress both at the word
and at the contextual level.

Stress and the Two Senses

Dalton and Seidlhofer {(1994) use the term
"stress" in two senses. The first concerns stress
as a "linguistic foregrounding function". It does
not exclusively correlate with loudness, which
is our perceptual response, but with the effect
of other factors as well. Different sound
characteristics are crucial in making a syllable
recognisably stressed such as duration, length,
pitch and vowel quality rather than loudness
(Roach, 1983). Stress can, likewise, account
for grammatical differences like'contest and
con'test. The second sense concerns stress as a
"muscular effort” in production from the
perception and production point of view, that
is, the way speakers achieve this impression
of prominence, i.e. its physiological cause on
the speaker part on one side and its perceptual
cause on the listener on the other side. In
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ABSTRACT

The present article comprises two parts.
First it defines stress as the prominence of a
syllable in terms of loudness, duration, pitch
and quality achieved through greater subglottal
air pressure. It also brings into account topics
such as stress from a linguistic and
physiological point of view, functions of
stress, and stress and rule-governedness in

English. The second part of the article.

introduces 15 rules of stress a few of which
might be regarded as over-simplified and too
straightforward, but they are at the same time
generalizable across the English language, and
as a result they facilitate the learning of stress.
As a final word, two types implications which

are directly related to the teaching and learning
of stress are suggested.

Introduction

Everybody was astounded to see John
enunciating each word too slowly. He was
uttering the words with almost no recognisable
difference in his voice tone. He wondered if
he could find a way to communicate!

As a matter of fact, in producing speech
speakers do not keep up a steady flow of
articulatory energy. This varies over and across
the articulatory and respiratory muscles. Thus,
to place stress on a word or part of a word,
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language which may arguably possess the :

complexities of a spoken language, and -

extensively correlate them with hearing-
Spéaking adults who are matched for age, sex,
and possibly socioeconomic and educational
status.

Another very revealing study in this arca
could involve systematic categorization of the
mentally-retarded individuals based on their
sex, age, and types and degrees of mental
disorder, carrying out repeated comparisons
between their cognitive and language abilities.
Other studies can also focus on the develop-
ment course of language acquisition in children
suffering from Down Synorome to find out that
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whether such a course is best characterized by |

delayed or atypical acquisition. It should also |
be investigated as to whether there is a.-

particular pattern of strengths and weaknesses
characteristic of the language acquired by such
children.

It would also be of great benefit to
systematically correlate those deaf-mute
individuals who do possess a sign language
with those who do not to see wether a sign
language can foster higher degrees of cognition
or intellectual capacity.
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The coefficient in the above table indicates
that there is a cosiderably high degree of
correspondence between the performances of
normal and deaf-mute (non-singning) children
on measures of general intelligence. The
coefficient 81.3% is much higher than the

reritical which is 32% with the level of . gyntax, or sounds could all affect the mind in
significance set at less than .01 for a directional
test. This can be interpreted as evidence to

support the existence of very similar degrees =

of intelligence in individuals who do or do not
possess an overt liguistic system.

to claim that lack of an overt linguistic system .

cannot possibly lead to much lower than aveage
performance on tasks involving general

development of higher mental functions
through its abstract characteristics.

can exhibit very similar degrees of intelligence

this conclusion can provide support for

Piaget's(1926) view which proposes that
fanguage is neither necessary nor sufficient for

the development of cognitive structures.

DISCUSSION

This study was primarily aimed at
demonstrating that contemporary Psycho-
linguistic frameworks, for the most part, have

been established on shaky grounds since they

have not authoritatively addrssed the most

fundamental question of how the human mind

reacts to language and which cognitive

structures, if any, are affected or transformed

through the abstract properties of language.
As an instance, 1t seems quite unlikely that

the different areas of language such as lexis,

the same manner, or the same mental processes
would be called upon towards their assimila-
tion, storage, and recall. Nevertheless, FL/SL

- teaching methodologies give the same

o treatment to all different components of
One interesting conclusion, here, would be ~

language as if they were categories of the same
exact nature.
Perhaps, the methods and instruments of

" research that are available today cannot
intelligence. However, according to Vygotsky

(1962), language is an essential means of -

satisfactorily deal with such a giant complex
problem, and we have to await the introduction

of brilliant scientific breakthroughs by which

the mysteries of man's own mind can be probed
The findings of this study clearly contradict : and hopefully unlocked. Until such time, it is

VngtSky‘S view since deaf-mute individuals .‘ Sugges[ed that performing exhaustive

correlations of the type carried out in this study

as compared to the hearing. At the same time, * can certainly contribute to the development of

more valid theories by decisively showing the
kind of relationship that exists between
language and mind, and whether language can

~ possibly interplay on-line with such mental
- processes as learning, rehearsing, or

remembering.

SUGGESTIONS FOR FUTURE RESEACH

Although not easy, it would be possible to
find deaf-mute adults in different age
categories who do not use any systematic sign
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a culture-fair international test called Raven's ~

Colored Progressive Matrices (RCPM). This
test consists of 36 questions in the form of two-
dimensional visual patterns of graded com-
plexity, out of which a smaller area has been
taken out. This smaller area is presented to the
subject, along with five other similar patterns
as distractors. The test is very similar to a
jigsaw puzzle, except that its colored patterns
are mostly meaningless and pertain to
geometric figures. The maximum score
obtained, one point for each correct answer, 1§
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36 which can be converted to either percentage

or standard score through its conversion table.
RCPM is a measure of general intelligence -

whose administration requires almost no verbal
explanation and is used for children in the age
category of 5 1/2 - 9 1/2 and also for older

retarded children. RCPM was administered to -

subjects individually. There is no time
resriction for answering its questions.
Kertesz(1989) reports that RCPM is a very
reliable and widely used measure of general

intelligence, and many recent studies in

psychology and cognitive science have used it
with normal as well as apasic children.

Procedure

demonstrate the objective of the test to the
participants. Time was not controlled for each
item and the test started as soon as each subject
fully understood the procedure to be followed

- and how to respond. Each correct answer

received one point, and the score of each
subject on the test was the total number of the
correct responses which was later converted
to percentage score.

The two sets of scores on RCPM obtained
for the two groups of subjects 50 each were
used in the Pearson product moment
correlation coefficient formula to determine the
magnitude and direction of any existing
relationship between the performances of the

1 two groups on RCPM,

As mentioned before, this study involved -

no treatment due to its objective which was

achieved through an ex post facto corre-
lationaldesign. All the 100 subjects were tested
individually using RCPM. Two examples had
been prepared before hand to clearly

el
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- FINDINGS

The correlation coefficient which indicates
the degree of relatedness between the degree
of relatedness between the performances of the
two groups of subjects (50 normal, 50 deaf-
mute) on the general intelligence measure
called RCPM was obtained through the
Pearson formula and is reported in the
following Table 1.

‘Iable 1. The correlation coefficient of the scores of
normal and deaf-mute subjects on RCPM

Subjects r,, correlation

normal deaf-mute

50 50 81.3%




METHOD
Subjects

The subjects used in this study consisted of
two groups of 50 male pre-school children in
the age category of 5-6. The reason for
selecting this specific age category was that
the researcher could more easily have access
to deaf-mute subjects who had not developed
a systematic sign language.

The first group of the above subjects
consisted of 50 male pre-school children who
were normal in the sense that they had no
hearing impairment, and all exhibited normal
L1 development. The subjects attended the

"following pre-elementary schools and kinder-
gartens: II subjects came from Sharaf, 8 from
Parsa, 5 from Shayesteh, 7 from Omide Farda,
12 from Nonahalan, and 7 from Rastan. The
first three are located in the city of Karaj, the
fourth is in Gorgan, the fifth in Mashhad, and
the last one is located in the city of Tehran,
Shemiran District.

The second group of the subjects consisted
of 50 male pre-school children who were born
deaf-mute and did not use systematic signing.
They had all been tested by specialists and
clinically classified as totally deaf-mute. These
subjects attended the following special centers:
18 subjects came from Pasdaran Complex, 9
from Yaftabad, 13 from Baghcheban Center
Number Four, and 10 from Shahid mehrab pre-
elementary school for the deaf-mute. All the
above special centers are located in Tehran.

-
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Materials

As briefly discussed earlier, since the
concepts referred to as mind, thought, or
cognition do not render themselves to quantifi-
cation, this study uses intelligence as the
concrete measure of an individual's general
cognitive abilities in performing tasks that
require intelligent behavior.

Intelligence, according to Wechsler(1958),
is "the global aggregate capacity of an individual
to think raticnally, to act pur- posefully, and to
deal effectively with his environment" {p.7).
Hebb(1966) argues for two different types of
intelligence. A: "The innate potential for
cognitive development,” and B: "A general level
of development of ability to perceive, learn,
solve problems, think, and adapt" (p. 332).

Cattell(1971) also makes an important
distinction between two kinds of intelligence.
He calls the first kind "fluid abilities” which
are the basic non-verbal capabilities unaffected
by culture or experience, such as measures of
general reasoning, memory, attention span, and
analysis of figures. The second kind is called
“crystalized abilities" which is highly affected
by culture and education. It primarily involves
verbal measures of vocabulary knowledge,
general information, and arithmatic skills. The
first kind, as claimed by Horn and Donald-
son(1980), is susceptible to age and reaches
its peak by the age of 15, whereas the second
kind tends to increase with age(cited in
Lefrancois, 1991, p. 225).

The instrument used in this study as the
subjects’ measure of general intelligence was
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area. The views presented so far can, perhaps, -

be summarized in a more orderly fashion as
follows:

1. Language and cognitive development are
two entirely independent phenomena.

2. Cognitive development percedes and 1s
causally prior to language development.

3. Language development precedes and is
causally prior to cognitive development.

4. Cognitive and language development
draw upon the same underlying structures, thus
move at the same pace and are perfectly
correlated.

The four corollaries formulated above might -

not be all the possible alternatives concerning
the relationship between the two variables in
question, since one might also be concerned
with the specific degrees and areas of
development in either domain. It should,
however, be mentioned in the passing that all
the logically feasible combinations of the two
variables have been advocated theoretically,
and for the most part, without solid empirical
evidence to support them.

One of the assumptions of this study is
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concerned with its design. No doubt, the most ..

appropriate method of approaching a solution -
in the form of showing causality would be ; other than the natural phenomena that function

through an experimental study where one of

the variables, language or cognitive develop-
ment, might be designated as the independent
one. One major problem here would be the
choice of the independent variable which could

go either way due to the lack of certainty and |
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reliable evidence to support any one of the two
as the most likely candidate causing the other
one, supposing there is a cause-and-effect
relationship at all. Another problem would be
how to treat a group of subjects with measured
doses of cognition or language in a tightly
controlied environment and watch for any
corresponding development in the pertinent
area, supposing that development naturally
taking place within individuals can somehow
be stopped in its track.

Therefore, in view of the foregoing dis-
cussion, it can be safely argued that performing
extensive correlations between minds that do
and do not speak or possess an overt linguistic
system such as the hearing and the deaf-mute
could yield the crucial information illuminating
the nature of the relationship and trigger the
formulation of a defendable psycholiguistic
framework as the most vital foundation of
FL/SL teaching methodologies.

Another assumption of this study is that
whatever is known and applied in the process
of adult language learning is somehow derived
from the insights achieved in the natural first
language acquisition domain. After all, what
else can inspire man in his scientific endeavors

so flawlessly and miraculously in his
surroundings. Thus, the main task would be to
gain a thorough appreciation of the said

" relationship in pre-school children who are

going through the process of language and
cognitive development.



position implies that language development
should be commensurate with cognitive
development. Further, it cannot exceed
cognitive development. In other words, this
point of view implies a nearly perfect
correlation between language and cognitive
development.

The Weak Cognitive Hypothesis presented
by Cromer(1976) holds that cognitive
developments are necessary and critical for
language development but not sufficient in
themselves to account for the development of
language. Cromer suggests that cognitive
development allows for the development of
meaning content to be encoded by the child.
However, skills specific to a linguistic system
are necessary for the child to be able to express
these meanings with language. Miller et al.
(1977) points out that the weak form of the
cognitive hypothesis implies that language
development would be equal to or less than
cognitive development.

The third constructivist viewpoint is the
Correlational Hypothesis of Miller et al. (1977)
which suggests that cognitive and linguistic
development will be strongly related to one
another. The reason for such a relationship is
that they are both served by common under-
tying structures. Whenever a developmental
change takes place in specific underlying
structures or mechanisms, it may be observed
in either the linguistic or the non-linguistic
domain. Snyder(1988) claims that basic to this
position is the Piagetian notion of the horizontal

decalage in development. This concept refers
to the time delay between the expression of an

¢ operation in one content domain before its

expression in another.

Johnston(1988) places a somewhat greater

emphasis on exploring the way that concepts
and their attainment constrain and correlate
with the acquisition of highly specific linguistic
structures particularly spatial, locative, and
dimensional terms. She stresses that one cannot
simply look at the relationship between the way
that conceptual knowledge constrains and
affects the acquisition of language. Johnston
concludes that, on the one hand, specific
cognitive achievement may not be implied in
the acquisition of all linguistic forms, e.g.,
elements of the auxiliary system, nor may
cognitive operations be necessary and
sufficient for the acquisition of specific liguistic
structures. On the other hand, some linguistic
forms clearly require prior conceptual
knowledge which constrains their acquisition.
Thus, there seem to be ralationships between
some but not all aspects of language acquisition
and specific cognitive development.

The ultimate question before us is how
much of what is unique about the human mind
is owed to language, and how does language,
if at all, transform the mind. The preceding
regarding the possible
relationships between language and cognitive

brief survey

development is, by no means, exhaustive.
Nevertheless, it depicts the utter fuzziness and
reveals the state of indecision surrounding this
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terized as if he were operating in the scientific
method similar to logical deductive operations U
performed by a liguist, but unlike the scientist, [
the child enjoys an inside edge in the form of i
innate rule-discovery system.

The second is Roeper et al's(1981) Lexical
Hypothsis where they propose a somewhat
different approach based on the observation
that children learn lexical items before learning
the rules that affect them. The child learns a
set of subcategorization frames associated with
the lexical items. These frames characterize
and restrict the types of syntactic relations
where these items can enter. Consequently, as
the child learns lexical items, he learns i
something about syntax as well. The lexicon []
becomes a vehicle which introduces the child
to syntactic categories and frames; then he
becomes very sensitive to those syntactic rules
that change subcategorization frames.

Finally, Wexler and Culicover(1980) put [
forth the Learnability Hypothesis which
proposes that the child's learning of language,
particularly syntax, can only be explained by
making an appeal to the effect of specific
linguistic constraints. Although they focus their
discussion on specific syntactic principles, they
extend their consideration to semantic
constraints as well. They suggest that the child
uses these principles in learning language, and
such principles ultimately are what make a
language "learnable”. They do concede that
these liguistic constraints may well be cases
of more general -cognitive constraints which
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have not been well-formalized or specified as
yet, and there is a lack of evidence to support
this claim.

Constructivist Hypothesis proposes that the
child is an active processor whose knowledge
of the world serves as an interactive source for
his hypotheses about language. The child
applies these schemes, sensori-motor or
mental, to the environment and incorporates
or assimilates that information, Or, the
environment may give the child information
which prompts the child to change his schemes.
The give and take of this continuous interaction
is the mechanisms of the child's cognitive
development, The gradual emergence of the
structures of formal operational thought is the
result of this process. Thus, the constructivist
viewpoint suggests that the child's cognitive
development is, in an important way, related
to the hypotheses that the child will formulate
about language. Again, there seem to be three
major types of constructivist hypotheses.

First is the Strong Cognitive Hypothesis by
Miller et al. (1977) which suggests that the
development of specific cognitive factors is
sufficient to account for the child's ability to
apprehend and learn language. Here, the notion
of cognitive prerequisites presupposes that the
non-verbal cognitive skill precedes the
acquisition of its corresponding liguistic skill.
However, it is very difficult to reliably
determine productive instances of liguistic
skills and decide which non-verbal cognitive
skills predict and are truly prerequisite for the
attainment of specific linguistic skills. Such a



position regarding language as being neither

necessary nor sufficient for cognitive
development is with respect to the earlier stages ;
(pre-operational thought and concrete .

operations); yet, he acknowledges that in the
higher stages (formal operations) language
may be necessary, at least for some forms of

reasoning which require operating on symbolic *

forms.
In contrast, according to Vygotsky(1962,

In recent conceptualizations of the problem,
there seems to be three major philosophical
positions: constructivist, nativist, and
behaviorist theories of language development.

These views differ in where they place the

source of the child's language learning ability
and the mechanisms by which this language
acquisition takes place. In recent years,

 however, the debate has been developed by and
" restricted to the nativist and constructivist

1978, 1981), there are constant interactions

between language development and cognitive
development, such that thought is neither

camps. Undoubtedly, the behaviorists' inability
to adequately respond to the concerns leveled

- by nativists and constructivists in the early

autonomous from language nor causally prior

to it. The basic tenets to his theory, as pointed

out by Luria(1976) and Wertsch(1985, b}, are .
: regarding this issue, three of them may be

~ classified as the current nativist approaches.

that speech is social in origin and that language
precedes rational thought and influences the

nature of thinking. The uses of a sign system, f-l

such as language, are necessary for the
development of uniquely human higher mental
functions both in ontogenesis and in phy-
logenesis. This view gives rise to the general
explanatory principle of "semiotic mediation™
where the properties and uses of sign systems,

especially language, lead to new forms of

organization in development. Vygotsky{(1962)
considers language as a very special tool which
transforms the sensori-motor activity by

1970s has led to their recent lack of theoretical

-~ and empirical visibility on this question.

Among the vast array of existing viewpoints

First to qualify is Valian and Caplan's(1979)
Little Liguist Hypothsis which is highly
consistent with Chomsky's nativist tradition.
Essentially, they propose that the child learns

" a transformational grammar containing both

. phrase structure rules and transformational
" rules. The child is taken to possess some innate

mediating the means-endsorganization. For -

him, thought is mediated by inner speech, i.e.,
its development is initially the result of
internalizing a new kind of means-ends

organization imposed by speech that .

’._

transforms the orianization of all activities.

organizing principles that stand for the
common denominator in all languages, the
linguistic universals. They suggest that the

- hypotheses formulated by the child are

candidate phrase structure and transformational
rules which the child then tests against the
available evidence. Considering the degree of
fit between the rule and the data, he may retain
or discard the rule. Therefore, he is charac-
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Chomsky (1965, 1975, 1980) whose nativist |

view regards language as a specific faculty of

man's mind, uniquely different from other .
mental faculties. He asserts that cognitive -
mechanisms could never account for the -

development of the highly structural rules
specific to language and that language is i

sufficiently rich in structure that viable parallels

-to its structurally dependent rules do not exist

in other domains.

On the question of modularity, one can ask
whether children learn language using a distinct
"mental organ” whose principles of organi-
zation are not shared with other cognitive
systems such as perception, motor control, or
reasoning (Chomsky, 1975, 1986; Fodor,
1983), or whether language acquisition is just
another problem to be solved by general
intelligence, in this case, the problem of how
to communicate with other humans over an
auditory channel (Minsky, 1975; Anderson,

1983). Is language simply grafted on top of -

cognition as a way of sticking communicable
labels onto thoughts (Fodor, 1975; Piaget,

1926)? Or does learning a language somehow !’
- of language appears particularly in dicussions
. about the development of the symbolic
© function which characterizes the uses of all

mean learning to think in that language?

The classical accounts with in develop-
mental psychology concerning the origins of
language and thought are those of Piaget(1926,
1955) and Vygotsky(1962, 1986). Their
theories are often presented as mutually
contradictory points of view. Their perspectives
can be compared and contrasted by viewing
the role of knowledge as a represetational

sistem. Piaiet focuses on the child's coinitive -

development, which he describes as resulting
from the internalization of the means-ends
organization of sensori-motor activities
achieved in early development. Thus, the first
cognitive representations are described as
internal imitations of external action.

Kohlberg and Wersch(1987) point out that
in Piaget's development theory language plays
a relatively peripheral role both as a content
area in its own right, although he may have
later applied his concepts to study language
development, and as the principle explanatory
mechanisms from which cognitive develop-
ment emerges.

Hickmann(1988) states that according to
Piagetian school, children's use of language is
merely one among many behaviors following
from principles of organization and
mechanisms of development which are
themselves autonomous. For Piaget, cognitive
development is 1n principle both autonomous
from language development and causally prior
to it. Nevertheless, Piaget has, occasionally,
recognized the importance of language
acquisition for cognitive development. The role

signs, including the early imitations of actions
(iconic sign) and later uses of language.

In Piagetian terms, although linguistic signs
are described as having particular properties,
their uses are but one type among sign-uses in
the symbolic function, and they do not play a

central role in develoiment. Piaict's(1964)



the latter?

Butterworth and Grover(1989) suggest that
one approach to complex processes such as
language and thought is to observe how they
develop. This so called "genetic method" raises
the question of the origins of thought and
language. In this regard, Garton(1995) believes
that there are two sources of knowledge be it
verbal or otherwise. It is either biologically
determined or it derives from social origins.
This dichotomy is often characterized as the
nature/nurture debate whereby the develop-
ment of knowledge is regarded as stemming
either from innate pre-set capacities or,
alternatively, from experience that regulates
the development of the mind through the
provision of stimulation for knowledge to
grow. '

Both poles in the debate have presented
theoretical positions in the study of the
development of language and cognition. In the
innate views of development, emphasis tends
to be on the "product” of that development,
whereas in the social and cultural origins of

- knowledge separable from other aspects of
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knowledge, emphasis tends to be on the T

"process” of development. In both areas, the
origins of cognitive and linguistic knowledge
have been probed by empiricists as well as
theoreticians. In the former, the focus has been
on the end result, while in the latter, it has been
on the environmental or contextual conditions
that facilitate the process of development.
Elliot(1994) points out that it has been a
tenet of much contemporary liguistics that
language can be conceived of as a body of
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intelligence. He argues that claims about the
autonomy of language can be investigated from
the viewpoint of continuity VS. discontinuity
throughout the process of development. The
main point of the contention, he stresses, 1s
where language comes from. Does it appear
from nowhere, or does it have roots in the
child's prelinguistic experience that could
explain its emergence and development?

On the one hand, based on the continuity
approach, the claim ts that language develop-
ment is merely an extension of the child's early
skill at communicating and its precursors lie
in his non-linguistic knowledge and cognition.
This line of argument seriously shakes the
foundation of the autonomous position where
language and cognition are considered as two
discrete phenomena. On the other hand, based
on the discontinuity view, language can be
given a special compartmentalized treatment
with no origin in the child's accumulated
experience. Thus, development could be seen
as a series of steps, each one qualitatively
different from the one before, rather than a
smooth scale of increasing knowledge or
ability; "... language may or may not have
identifiable roots in non-linguistic experience,
but once the child begins to learn to talk, his
intellectual and social abilities are modified in

- such a way as to bring language and thought

much closer to each other later in life" (Elliot,
1994, p. 27).

A prominent contemporary theory address-
ing development has been put forth by
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duality of language and mind by regarding
language as a special sort of intelligence (g
factor) and maintains that, by definition, they
are inseparable. It is worth mentioning here that
researchers investigating in this area have not
even agreed upon a unique terminology and
the pertinent literature is full of such cover
terms as mind, thought, cognition, intelligence,
knowledge structure, mental faculty, and a
wealth of others which are cross-cutting and
overlapping. Intelligence seems to be the one
which most readily renders itself to quantifica-
tion and operational definition. Many

psychologisté argue that any central process
that underlies behavior such definition. Many

psychologists argue that any central process
that underlies behavior definition. Many
psychologists argue that any central process
that underlies behavior as attention, dis-
crimination, analogy, memory, ideation,
language, deduction, logic, or problem solving
is intelligence.

Kertesz(1989) informs us of the consensus
among most philosophers on the role of thought
as a precursor to language, but language as not
representing the essence of thought. He
maintains, however, that without language the
retention of thought, the easy recall of thought,
the interweaving of thought into higher
complexity, and the communication of thought
are all greatly limited. He concludes that
language modifies and shapes our thinking
process in a very significant fashion. This could
mean that those deaf-mute individuals who do
not possess a systematic sign language would

g I o B G

o il e iy B wun-J et ) s

e i s Y i O S B s I S

i

]

-y e

iy Y s TN s - s B it s ) ciuiigd R SOOI St

e s g gl

CSCOMrraArCr I 2o 00T

be incapable of performing the aforementioned
mental functions. Such a position seems to be
reminiscent of the view put forth by Sapir
{1921), and whort(1956) who proposed that
language is not merely a means of conveying
ideas but rather functions as an instrument for
shaping ideas.

Bisiach(1989) reports that review of the
recent clinical investigations have resulted in
two independent, but interrelated claims: (1)
cognitive representations have analogue
properties; (2) language does not qualify as an
autonomous representational system. In other
words, the second claim denies intrinsic
representational competence outside those
structures which, by virtue of their analogue
properties, detain the actual thought database.
Language can only operate with these
structures on-line; it remains silent if not fed
by them and malfunctions in a passive,
uncontrolled fashion if misled.

There are two open questions begging the
formulation of comprehensive and defendable
answers. They are stated as follows:

A. Does language merely constitute an
instrument for the communication of thought?
Assuming that this is not the case and that
language interplays on-line with non-linguistic
phases of thought or general intelligence, how
crucial is its role? What kind of cognitive skills,
lacking in non-verbal thought, might it '
contribute? -

B. Has language reverberated through
developmental stages on thought, thus
determining lasting changes in the structure of



Again, choosing a desirable strategy or

perhaps a matter of luck and easier said than
done. Mounting frustration has even prompted
some authorities to strongly call for the total
abandonment of all FL/SL teaching methodo-
logies (Kumaravadivelu, 1994).

One reason for such a perplexity over-
shadowing the "what” and "how" of teaching

the ways in which man's mind reacts to the

properties and structures of language and vice

versa. As hinted upon earlier, a powerful

psycholinguistic framework should scientifi-
cally and authoritatively describe and explain
the complex nature of all the mental functions
that participate in and support the process of
language acquisition. Doing so requires
thorough insights into the phenomena of mind

and language neither of which has been .

accomplished so far.

Consequently, theorists have suggested
many partial solutions based on datadriven
speculations without seeing the whole picture.
Moreover, such partial views of the problem
have been optimistically and often quite
naively adopted by applied linguists as the
whole truth into which syllabus designers and
methodology/materials developers have
molded their pedagogic products. This has led
to a pendulous movement where methods and
materials have been forced out of fashion as
quickly as they have come into vogue. The
cnthusiasm of FL educators over discovering

the key which has promised to unlock all the

) . . ‘ stert i FOT ;
some sort of a combination out of the list is - mysteries of language learning has raged for a

~ while and then fizzled out in bitter disappoint-

ment.

It takes a great deal of scientific courage on
the part of the theorists to admit their failures
of the past decades and start making recon-

* siderations, instead they have chosen to bury

their heads in the sand and have set out to make

stems from our inadequate understanding of - wild claims and srongly reject every other

. existing perspectives. The following brief

review can undoubtedly attest to the dishear-
tening chaos which has dominated the
psycholinguistic foundation of FL education.

The debate is by no means a new one and
has been around for centuries. There are two

- philosophical camps: on the one hand, the

dualists regarding language and thought as

being two separale entities, including Bergson,

Berkeley, Schopenhauer, Binet, Piaget; and, on
the other, the monists, believing in the unity of

~ language and thought, having such notables as

Plato, Leibnitz, J. S. Mills, and Ribot.
The Platonic school of thought holds that
language principles are immutable and

- unaffected by man's mental structurcs. By

contrast, Aristotelians argue that such
principles are affected and defined by the
constraints or limitations of the organisms that
must utilize them. Such uncompromising and
extreme positions are still being reflected in
our contemporary literature.
Gazzaniga(1989) points to a further

complication in the basic issue of unity or
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. regardless of the confusion involved. Some

The issue that most urgently and crucially

concerns FL educators all around is whether

the methodology they have invested in will

deliver on its promises and efficiently promote

the most desirable learning objectives so
desparately sought. No single FL teaching

methodology, to date, has been able to tell the :

whole truth and provide a solid footing and
sound guidelines for a smooth and enjoyable
journey towards the ultimate success.

propose that materials should be suggested by
the learners, some believe in no textbooks what

;; so ever, and still there are those who go as far

as taking cut-outs of magazines and news-

papers to classrooms to be served directly.
The shelves of this supermarket are stacked

with an astonishing assortment of materials to

. satisfy every taste and fulfill every wish. All
.. one has to do is to try one and if it does not
~ prove to perform miracles as promised, try

The witness one can easily call upon to
testify to the truth value of the foregoing
statement is the amazing number of admittedly -
attractive and quite convincing FL teaching -
" game, is there?

packages including methods, materials, and
guides which have poured out of the most
prestigious Western publishing houses during

another one, and keep trying without frustration
in hopes of hitting upon the appropriate
package. After all, there is nothing to be lost
through this sort of trial-and-error pedagogic

So much for the materials department of the

- past century turning state of the art into state

the last century. FL teachers have been -

bombarded by a barrage of fantastic

1
v

approaches laying claim to the final state of |
: deduction, process orientation, desuggestion,

the art and a breakthrough in language educa-
tion. There are fashionable texts and materials

loaded with eye-catching colored pictures °

printed on top-quality gloss paper. Some
advocate grammatical topic orientation, some

of confusion. Unfortunately, things are no

* better off in the methodology arena. We are

blessed with exquisite metaphores such as

holistic skills, teacher-centered, rule formation,
whole-person, pattern drills, induction, isolated

- subskills, sense of plausibility, meaningful
~ communication, product preoccupation,

situational, and yet others functional. Some
have adhered to gradation determined by -

language frequency, some to degree of

difficulty, and yet there are those who do not
consider 1t wise to sacrifice authenticity at the
price of gradation. Some believe in highly
controlled hand-composed texts; whereas,

others introduce culturally-loaded materials

learner-centered, information gap, rotation,
affective filter, autonomy, awareness raising,

- natural approach, musical approach, silent

:’ approach, family approach, army approach,

physical approach, mental approach, habit-
formation approach, science fiction approach,
no approach, and the list goes on defying
exhaustion.



Does Language Interplay

on-line

with Non-linguistic
Phases of Thought?
An Empirical

All pedagogic systems, since they address ~

some type of human learning, must necessarily

draw upon well-grounded psychological guide- -

!

)

lines and FL pedagogy Is no exception. No =

psycholiguistic framework can possibly qualify

as the foundation of an FL teaching methodo- -

logy unless it can adequately explain the nature

of interrelationships in many areas between

language and mind including the most |

Jundamental question of autonomy and/or +

causal priority. To date, there has been no =

i

consensus among theorists on a single coherent

perspective in this regard which has led to the ;

development of a host of FL methodologies and

ready-made packages making unrealistic and
unwarranted claims, and causing persistent
bewilderment in FL education circles world-
wide. This article which is aimed at shedding
some light on the foregoing relationship reports

on a correlational study performed on two

Study

Parviz Behrouzi Ph. D. TEFL \

Azad University

/
hearing boys(5-6). Both groups were tested on

- ageneral intelligence measure (g factor) called

Raven's Colored Progressive Matrices

- (RCPM). The result of this study which was a

~considerably high coefficient of correlation

groups of subjects. The first group consisted

of 50 pre-school non-signing deaf-mute boys
(5-6) who had been clinically categorized as

totally deaf due to congenital disorders. The

second group consisted of 50 pre-school

berween the two groups suggests that absence
of an overt linguistic system does not
necessarily lead to corresponding degrees of
malperformance on tasks involving intelligent
behavior.
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Un predateur est Spontanément pergu par

résumer de la fagon suivante: "Le loup est un

homme comme neguf surtout, 31 ses proies . sont  animal remarquable par son apparence générale,
les animaux d'elmgc des hommes “ourles hommes ~la couleur de son pelage la. fonne de sa téte'et
cux-mémes:d'oll trois nouveaux traits sailiants,” de ses pattes dontl arriére-train est cache parla‘,j

"maunais”, "dangereux” et "indési- rable".

Le trait "mauvais”
nombreuses expressions de 1'ancienne langue,
dont une seule persiste en frangais modeme:
"le loup mourra dans sa peau”.

La saillance du trait "dangereux” apparait
dans les expressions "“crier au loup" "enfermer
le loup dans la bergerie"; "se fourrer/se jeter
ou tomber dans la gueule du loup"; "tenir le
loup par les oreilles", ainsi que "quand on parle
du loup, on en voit la queue” (a l'origine=
"quand on parle d'une personne redoutable, elle
apparait”, aujourd'hui extension du sens a
"quand on parle d'une personne quelconque”,
donc disparition du trait "dangereux").

Le trait "indésirable" est saillant dans des
acceptions métonymiques de “loup” dénotant
un défaut, une malfagon, une lacune, qu'on
rencontre dans divers. langages de métiers:
technique, couture, typographie, théatre (scéne
laissée vide, ou "blanc" dans les répliques),
métallurgie ("loup de fonte"”, désignant une
masse minérale mal fondue qui risque de
provoquer une obstruction). Il renvoie a une
représentation du loup comme objet de rejet,
comme la malfagon dans un travail.

L'ensemble de ces traits sémantiques
constitue le "signifié de puissance”, qu'on peut

se trouvait dans de

gueue, qui se déplace en file et silencieusement,

- qui vit dans les régions froides, qui circule la
“nuit, qui est solitaire quand il est vieux, qu1

acquiert une remarquable expérience avec I'dge,
qui manifeste une certaine virilit€ et incite, comme
beaucoup d'animaux, & la tendresse, enfin qui a
des machoires d'une puissance impressionnante,
qui est vorace et glouton, avide, prédateur des
moutons et mangeur d’hommes, donc mauvais,
dangereux et ressenti comme indésirable par la
communauté humaine."

Ainsi a-t-on pu construire une définition
originale, qui est linguistique et non pas
référentielle, qui décrit non pas un animal, mais
le signifié d'un mot en langue, tel qu'il se
construit au travers des diverses acceptions,
collocations et expressions figées, etc. Or, c'est
bien 1a ce que cherche l'apprenant étranger, qui
a tot fait de comprendre 2 quel référent du monde
correspond un mot, mais moins facilement quels
emplois de ce mot il rencontrera et pratiquera
dans les différentes situations de discours
auxquelles il sera confronté. '

1. La subduction, terme guillaumien appliqué par J.
Picoche 2 la théorie sémantique, désigne un processus
conduisant 2 retenir seulement quelques sémes dans

Femploi d'un mot: la métaphore participe de ce processus.



vieux singe qu'on apprend a faire des grimaces”,
etc. C'est aussi le cas pour le loup: "vieux loup”
désigne une personne d'expérience et "(vieux)
loup de mer” un vieux marin que les longs
voyages en mer ont rendu farouche et solitaire
Ou un marin trés expérimenté.

Comme beaucoup d'animaux, le loup fait
I'objet d'emplois hypocoristiques, soit & partir
du nom générique, soit a partir du nom du petit:
"loulou”, terme affectueux donné a un familier,
pouvant aussi dénoter le caniche; son féminin
"louloute™; "mon gros (petit) loup".

Les méchoires du loup sont sans aucun doute

undes taits physiques qui ont le plus impressionné

les hommes et nourn leur imagi- naire.

De ce fait, "loup” désigne divers outils
destinés i enserrer fortement, comme les
michoires du loup: une pince pour arracher les

clous, une machine de guerre défensive (sorte de

tenaille & prendre les béliers), un appareil a grosses
dents métalliques sevant A battre et briser la laine;

enfin, en médecine, une lésion cutanée ulcéreuse

rappelant la morsure d'un loup.

Autre caractéristique fortement liée a la
précedente, ayant impressionné les observateurs:
la gloutonnerie, la voracité du loup. Ce trait
apparait dans plusieurs emplois, expressions
lexicalisées: "avoir une faim/un appétit de
loup”, "dévorer comme un loup”; proverbes:
“la faim fait sortir le loup du bois™; métonymies:
"le loup” est un poisson de Méditerranée, ainsi

nommé a cause de sa wracité et de sa machoire
impressionnante aux nombreuses dents
pointues. "Le loup des eaux douces" désigne le
brochet, pour les mémes raisons.

Le cinétisme symbolique de la peur du loup

Si les méichoires du loup et sa voracité ont
impressionné les hommes, leur imaginaire s'est
développé autour du phantasme de la
dévoration. A partir du trait "gloutonnerie,
voracité”, relatif au comportement alimentaire
de l'animal, un certain nombre d'emplois
n'activent que le trait "avidité”, qui peut étre
considéré comme une subduction' du trait
"voracité” dans la mesure ol il est appliqué a
des domaines non comestibles et avec une
charge négative: c'est le cas de l'expression
métaphorique "avoir des dents de loup” et des
acceptions métonymiques dénotant une
personne avide et cruelle ou un créancier ainsi
que de l'expression "jeune loup”, dénotant une
personne dynamique et ambitieuse, qui renvoie
au comportement du jeune loup qui ambitionne
de devenir chef de meute.

En tant que gros carnassier, le loup est un
prédateur pour un certain nombre d'animaux,
notamment des moutons élevés par les hommes:
la saillance de ce trait fortement constitutif du
signifié de "loup" se manifeste dans de
nombreuses expressions: "les loups ne se
mangent pas entre eux”, "Qui se fait brebis, le
loup le mange”, "Hurler avec les loups” et
"L'homme est un loup pour 'homme".
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"loup noir”, "loup rouge", espéces de chiens
sauvages; "loup-tigre”, le guépard; "loup-
chat"," loup-cervier", désignant le lynx. "Loup”
peut aussi désigner des étres d'espéces trés
diverses, mais ayant un point commun
quelconque avec le loup: ainsi en est-il du "loup
marin" ou "loup de mer”, désignant une sorte
de phoque dont le cri rappelle celui du loup.
De méme, "chien-loup” désigne une race dc
chien ressemblant 3 un loup, "enfant-loup” un
enfant élevé par des loups, et dont le comportement
est devenu celui des loups. Enfin, 'imaginaire des
hommes a créé le "loup-garou”, désignant
d'abord I'homme malfaisant 4 forme de loup des
legendes populaires, puis simple-ment une
personne asociale, farouche et solitaire.

L'observation de certains détails carac-
téristiques de I'apparence du loup est a 1a base
de divers emplois du mot "loup”: ainsi, la
couleur du pelage, généralement sombre dans
nos régions, est 4 I'origine de I'expression "étre
connu comme le loup blanc"; la forme du
museau a conduit & dénommer "loup”, par
métonymie, un masque de velours noir donnant
un faciés de loup. La forme et la couleur de la
téte sont aussi a l'origine de la dénomination
d'une brosse ronde et noire au bout d'un long
manche, la "téte-de-loup”, servant a oter les
toiles d'araignée au plafond.

Enfin, I'expression "il fait noir comme dans
la gueule d'un loup" renvoie a I'obscurité de la
gueule fermée. De méme, "gueule-de-loup”
désigne divers objets dont la forme rappelle

celle de la gueule d'un loup: un tuyau de
cheminée coudé, un assemblage de deux piéces
par une surface courbe, le muflier.

La méme formation nominale se retrouve
dans "pied-de-loup", sorte de champignon dont
la forme rappelle une patte de loup; "cul-de-
loup", endroit retiré, renvoyant a I'observation
que le loup a toujours la queue basse, cachant
son anus; enfin, "vesse-de-loup” désigne un
champignon dont la forme et la taille justifient
I'appellation.

Une autre base de dénomination d'objets par
un nom d'animal est l'observation de son
comportement. Son mode de déplacement est
a l'origine de trois locutions: "2 la queue leu

leu" (ala queue du loup), "a pas de loup”, "saut-
de-loup".

Le loup est un animal nocturne, comme en
témoigne entre "chien et loup”, désignant le
moment de la journée ou les chiens sont encore
dehors et ot les loups commencent a circuler,
la demi-obscurité empéchant de bien les
distinguer. 11 vit dans les régions froides, d'ou
I'expression un "froid de loup". Il devient
solitaire lorsqu'il est vieux, d'oll les expressions
"(vieux) loup solitaire” et "vivre comme un
loup”, on "vivre en loup”, qui renvoient aussi
au caractére sauvage de l'animal.

Le vieil animal symbolise souvent, dans le
langue, I'expérience: un "vieux cheval de
retour”, "un vieux renard", "ce n'est pas a ur



5) trait SOLITAIRE:
"(vieux) loup solitaire";

th, o

"vivre comme un loup"; "vivre en loup”.

6) trait EXPERIMENTE:

"vieux loup”; "(vieux) loup de mer".
7) trait AFFECTIVITE:

loulou, louloute;

mon (pauvre, vieux, gros, petit) loup.

8) trait FORTES MACHOIRES:
"loup"=tenaille, pince, Iésion.

9) trait VORACITE, GLOUTONNERIE:
"dévorer comme un loup";

“avoir un appétit de loup”;

"avoir un faim de loup”;

"la faim fait sortir le loup du bois";
"loup”=poisson de Méditerranée;

"loup des eaux douces"=brochet.

Constellation symbolique de la peur du loup

On a regroupé ici des traits saitlants relatifs
a 'imaginaire développé par I'homme autour
de la peur du loup. Cet ensemble, contrairement
au précédent,est connoté négativement.

10) trait AVIDITE:

"avoir des dents de loup”;

"loup”= personne avide et cruelle, créancier;
"jeune loup”.

11) trait PREDATEUR:

- "les loups ne se mangent pas entre eux";
"qui se fait brebis, le loup le mange”;
"I'homme est un loup pour 'homme";
“hurler avec les loups™.

12) trait MAUVALS:
"le loup mourra dans sa peau™.

13) trait DANGEREUX:

"crier au loup";

"enfermer le loup dans la bergerie";

"se fourrer/se jeter/tomber dans la gueule
du loup";

"tenir le loup par les oreilles”;

“"Quand on parle du loup, on en voit la
queue”.

14) trait INDESIRABLE:

"loup"” (technique, couture, typographie, -

théatre, etc.);

"loup de fonte" (métallurgie).

Un commentaire de cette structure
sémantique permettra de mettre en évidence
et de justifier la cohérence de la polysémic du
mot étudié.

La constellation de traits descriptifs

Ce qui a frappé les hommes, c'est I'appa-
rence physique globale de I'animal, ce qui les
a conduits & faire entrer le mot "loup” en com-
position avec d'autres pour dénommer des
animaux, canidés ou félidés, ressemblant au
loup par leur forme globale: "loup peint (ou
tacheté)", le lycaon; "Loup doré", le chacal;
"Loup américain (ou des prairies)”, Le coyote;

A PES PN Ju-

oL} by

n
N



04 gas paz sy e
fs ERNT))

9]
U] .

L'exemple, deta:lle du mot loup™ permettra
d'illustrer concrétement la’ procédure. -

Structure sémantique de "loup"’

A partir de T'article "loup” de différents
dictionnaires, toutes les acceptions du mot "loup”
et tous ses emplois en composition ou dans des
expressions plus ou moins figées sont recensés
et classés en fonction du trait dominant activeé.
On peut ainsi mettre en évidence un certain
nombre de traits sémantiques archétypaux dont
la totalité constitue son signifié de puissance.
It s'agit, pour ce mot (comme c'est généralement
le cas pour les noms d'animaux), soit de traits
concrets, purement descriptifs, renvoyant a la
simple observation du comportement et du
mode de vie de I'animal, soit de traits relevant
de I'imaginaire que les hommes ont développé
autour de l'animal. Par commodité, ces traits
ont été regroupés en deux ensembles, l'un
constitué des traits descriptifs, I'autre des traits
symboliques.

Constellation de traits descriptifs

Certains emplois de "loup" activent des traits
purement descriptifs, d'ott sont absents tout
caractére subjectif, toute connotation. Ces
emplois ont été egroupés en fonction des
éléments de desciption physique auxquels ils

réferent. On a ainsi dégagé neuf traits domi- nants:

1) trait APPARENCE PHYSIQUE:

- apparence générale:

"entre chien et loup™;

chien-loup; loup noir; loulou; loup-tigre;

loup doré; loup peint; loup américain (ou des
prau'les) loup rouge loup- cervner loup—chat
"enfant-loup"; '
"loup-garou";
""loup marin", "loup de mer".

-couleur du pelage:
"&tre connu comme le loup blanc, gris".

- forme de la téte:

"loup"=masque;

"téte-de-loup”;

"Il fait noir comme dans la gueule d'un
loup";

"gueule-de-loup”.

- forme du pied:
"pied-de-loup”.

- forme de l'arriére-train:
"cul-de-loup”.

-divers:
"vesse-de-loup"”.

2) trait MODE DE DEPLACEMENT:
"a la queue leu leu";

"a pas de loup”;
“saut-de-loup”;

3) trait FROID
"un froid de loup".

4) trait NOCTURNE:
"le soleil des loups” (la lune).



C'est le propos de cet article que de présen-
ter, a partir de I'exemple du mot "loup”, une
théorie du lexique mettant en avant la cohé-
rence des polysémes, avec quelques sugges-
tions d'exercices pour la classe de langue.

Lorsqu'on consulte un dictionnaire a I'entrée
"loup”, on trouve une définition de type ency-
clopédique ainsi qu'un relevé des principales
collocations et expressions courantes fatsant
intervenir ce mot. On constate alors que le mot
a de nombreuses acceptions et dénote toutes
sortes d'autres objects ou &tres que le carnassier
sauvage qu'il évoque d'emblée. Quels proce-
ssus mentaux sont a l'origine des acceptions
du mot "loup” dénotant un masque ou une sorte
de poisson, comment l'expression "tenir le loup
par les oreilles" en vient-elle a signifier " se
trouver dans des difficultés”, voici ce que la
méthode rapidement présentée ict s'efforce

d'expliquer, en décrivant la structure séman- tique

de ce mot a partir de I'ensemble des traits de sens

activés dans ses usages répertoriés en langue.

Cette méthode, d'inspiration guillaumienne, a €t€
élaborée par J. Picoche (1986).

[ .

I s'agit de retrouver la cohérence qui préside
aux différents effets de sens d'un mot de fagon
a organiser logiquement sa structure
sémantique. A partir des dictionnaires courants
de langue, on procede a I'examen systématique
de tous les emplois d'un mot, sens dits "pro-
pres” et "figurés", acceptions spécialisées,
collocations courantes, emplois dans des
expressions plus ou moins figées, etc., afin de
relever tous les traits entrant dans la
composition de son signifié; on construit alors
une description empirique qui constitue
I'archétype sémantique du mot; on l'appelle
"signifié de puissance” parce que, dans la
réalité du discours, il n'apparait presque jamais
intégralement, le contexte sélectionnant un ou
plusieurs traits parmi I'ensemble des traits
potentiellement activables.
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Quelques pr0p051t10ns

pour I’ apprentissage du
‘vocabulaire en FLE

Marie-Luce HONESTE
Université Jean Monnet (saint-Etienne, France)
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Dans l'apprentissage du vocabulaire,
I'apprenant d'une langue étrangere est confronté
a une difficulté bien connue des enseignants de
langue: un lexique dont la structure sémantique,
et notamment la polysémie tres forte des mots
de haute fréquence, est différente de celle de sa
propre langue.

Deux attitudes sont alors possibles en
matiére de didactique: la plus courante et la
moins efficace est de contourner 1'obstacle et
de faire apprendre par coeur tous les sens des
polyse¢mes de la langue étrangere, comme s'il
s'agissait d'autant d’homonymes. L'autre
consiste & montrer que la polysémie d'un mot
n'est pas due au hasard, mais qu'elle releve
d'une cohérence que les apprenants étrangers
ont tout avantage & prendre en compte, non
seulement parce qu'ils auront plus de facilité a
retenir les différents effets de sens d'un moten
comprenant la logique qui les sous-tend, mais
aussi parce qu'ils auront ainsi une approche
plus intelligente de la structure du lexique d'une
langue et du méme coup une meilleure
compréhension du systéme linguistique qu'ils
s'efforcent d'appréhender.



http:Hfllc. smuledu/friib/francophonelib/
himl

Centre Pompidou

hitp://www.cnac gp.fr/

Lecture et écriture. Apprentissage de la
lecture, contes et histoires, complines et
poésies, souvenirs des aimés... Des liens
innombrables.

http:/www: imaginet. fr/mbmes/education/
lecture/lecture. himl{

Les anniversaires(fétes). Les enfants
peuvent s'y inscrire pour qu'on leur souhaite
un bon anniversaire par courrier électronique
le jour qui convient. Ils peuvent également
envoyer des voeux aux gens qui s'y sont
inscrits. Classement par jour et par mois.

http://www.imaginet. fr/momes/anniver-
saires/inscriptions.html

Dictionnaire encyclopédique. Les enfants
peuvent participer & la rédaction d'un
dictionnaire encyclopédique en envoyant leurs
définitions, dossiers, travaux, devoirs sur un
sujet qu'ils peuvent proposer. Tout cela apparait
par ordre alphabétique. Cela peut étre tres
amusant.

hetp://www.imaginet.fr/momes/dic-
tionnaire/index. html! '

Divertissement divers. Histoire interactives,
jux visuels et jeux de vocabulaire.

http:/iwww.imaginel.frimomes/jeux.html

Jeux divers et variés. Répertoire de jeux
traditionnels francais: avec papier crayons,
cartes, divers objets, sans matériel, seuls, en
compagnie... Les éléves peuvent y envoyer les
leurs.

hitp://www.imaginet.fr/momes/jeux/
index.htm

Dol viennent les arbres? Des dessins et des
questions pour les enfants sur les arbres jeux.

http://www.domtar.com/arbre/jeux |.html

Etablissements frangais avec visiocon-

férence: ony trouve les adresses et la personne
de contact, pour prendre rendez-vous avec eux
et discuter un jour en direct, en voyant les
visages des gens.

http:/f'www.ac toulouse.frinte/visiocf.htm

Langue francaise écrite: graphisme,
vocabulaire, orthographe, grammaire, produc-
tion d'écrits. Essentiel pour le professeur de

FLM: des liens innombrables sur les jeux

d'orthographe, du vocabulaire, les dictées de
Pivot, des exercices sur les accords
grammaticanx BEPP, tests de grammaire,
conjugaison...

http://www.imaginet.fr/momes/education/
ecriture/ecriture.html |

La Nouvelle Orthographe. L'essentiel de la
Nouvelle Orthographe: Les 800 mots les plus
fréquents.

http://juppiter. fltr.ucl.ac.be /FLTR/RO M/
ess.html

Langue orale. Ressources pour pratiquer la
langue orale dans les cours de francgais.

hitp://'www.imaginet.fr/momes/education/
orale/orale/html

De fagon plus générale, la consultation d'un
grand nombre de sites francophones s'avere
potentiellement trés profitable, que se soit
comme source de supports ou d'activités
pédagogiques par des cours de langue ou de
civilisation.

Références:

1

DE MARGERIE, Charles; PORCHER, Louis: Des
média dans les cours de langues, p.108, CLE
internqtional, 1984, Paris.

2) Ibid

Adresse électronique: mazarnia ark. tabrizu. ac. ir—
Adresse: 21 shemshad, Soussan— ab, Nézamabad du

Nord, Téhéran, Iran.
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La boite & Outils des Enseignants des Ecoles
Maternelles et Elémentaires. http://members.
tipod. com/> SQUIDLY 361 moire.

Cours de frangais en ligne qui comprend
des lecons de grammaire, des glossaires, des
conseils pour la correction de compositions,
des extraits de textes littéraires, des examens,

‘etc. http://www. chass. utoronto. ca. 8080/
~ french/vale

Internet en francais. Page des ressources en
frangais qu'on trouve sur le Web.

Répertoire par catégories de ressources
innombrables: bibliotheéques, cinéma,
éducation, histoire, mathématiques, télévision,
transport... http://www.vquebec. cal>www/
educ/frenc.html

Adminet: ressources francophones de
I'Internet. Recherche par mot clé ou par
catégorie: Institutions francaises, pages jaunes,
villes de France, toutes les pages du monde,
TV, presse, etc. http://www.adminet. com/
index fr.html

La francophonie /Plus de 200 rubriques
clasées par ordre alphabétique. Index des
serveurs francophones sur Internet. Pays,
régions, bandes dessinées, la Bourse, le cinéma,
I'enseignement, les gouvernements... http://
www. cam. org/2favrelp/index. html

http:/finstructl.cit.cornell.edu/fagll/
Hexagone. html

Dictionnaires: s, ministeres d'éducation dans
1a Francophonie. etc. http//www.s warthmore.
edu/Humanities/clicnet/pedagogie. du.
frangais. html

Dictionnaire Logos. Dictionnaire interactive
multilingue avec plus de 1,5 million d'entrées
en 30 langues. http://www. logos. it/querysoft/
aueryfr. html

Conjugaison des verbes. On donne le verbe;
on demande le temps, et on le conjugue. http:/

/tunna. uchicago. edu/forms-unrest/inflect.
query. html |

Orthonet. On écrit un mot dont on a des
doutes quant 2 l'orthographe et on nous donne
méme ses dérivés, catégories grammaticale et
définitions, expressions oll il apparait... htp:/
/www. sdv.fr/orthonet/recherche. html

Lexique de frangais. Définition de notions
utiles pour l'enseignement du frangais (ex:
académie frangaise, elfipse, fabliau...) http://

- www. bplorraine. fr/éeg/jegshome/lexique.

html

Dictionnaire de citations. Recherche des
citations célebres par auteur ou mot clé.

http://www. hebel. net/citations/citations.
html

Dictionnaire des mots croisés. Liste des voix
des animaux, des insectes, des oiseaux, argot
scolaire et militaire, etc.

http://www.geocities. com/Times Square/
8472/

Lexique de I'Education Nationale. Défini-
tion de sigles agrégation, bac...

http//www.sigu 7 jussieu. fr/comme/lexfar/
html

Vocabulaire normalien. Argot des éléves de
I'Ecole normale supérieure.

http://www.eleve.ens.fr.8080/home/
colomlet/dico/html

Son des animaux du monde. Les voix des
animaux en frangais.

http:/fwww.georgetown.edu/cball/animals/
french.html

Humour. Répertoire de blagues, des
citations de Woody Allen, de Coluche, des
devinettes, etc.

http://www.swarthmore.edu/Humanities/
clicnet/humour.html

Bibliotheéques francophones. Liste de toutes
les bibliothéques des pages francophones.



étrangéres, d'importants clivages se sont aussi
mis a fonctionner. Centrer F'enseignement sur
l'apprenant, c'est considérer celui ci comme
sujet psychosocial, responsable de soi méme,
inséré dans une société donnée.

Internet est la manifestation la plus visible
de 1a société de l'information; alors qu'il n'en
est que le prototype encore rustique. Qu'est-ce
qu'Internet? .

C'est avant tout un protocole d'échange qui -

permet de faire communiquer entre eux des
réseaux d'ordinateurs. C'est un réseau de
réseaux dont la forte croissance et le nombre
important d'utilisateurs I'ont fait développer. 1l
n'est pas seul. Des réseaux propriétaires
existent, mais ils ont tous, a la demande de leurs
abonnés, des fenétres sur Internet. Les experts
croient qu'Internet est aujourd'hui le plus grand
moyen de communication auquel 'homme n'a
jamais accédé. Le nombre des usagers
augmente chaque jour.

Mais Internet contrairement a ce que l'on
pourrait croire, n'est pas une chose nouvelle.
L'Internet traditionnel était utilisé par des
chercheurs, des universitaires, et des militaires,
cependant ce n'est que récemment que ce
réseau s'est élargi et transformé, puisqu'on voit
aujourd'hui apparaitre deux tendances, une
tendance commerciale et une tendance
pédagogique. Ce n'est que la derniere qui nous
intéresse dans cet article.

"Nous estimons qu'il existe, précise T.
Lunat, environ 20000 sites Web de langue
francaise: 58% en France, 20% au Québec, 8%
en Belgique, 6% en suisse, 8% dans d'autres
pays francophones ou non. Ces chiffres sont
en pleine expansion, il se crée environ 1500
sites Web de langue francaise chaque mois."(2)

On trouvera ci-apres bien des adresses des
sites Web destinés a rendre I'enseignement du

francais plus facile. Il y a des ressources pour
tous les niveaux.

Dans les sites ol 'on trouve un espace pour
écrire le type d'informations recherchées: (sujet
d'actualité en France, points grammaticaux,
littérature, presse...)

La recherche peut se faire par mot clé ou
par domaine thématique généralement
"Bonjour”. Voici une adresse: http://fwww.
perso. hol. fr/? rponspuc/Recherche fr. htm

Les pages Web permettant de rechercher un
document, un programme ou une adresse € mail
dans une base en langue francaise de plus de
3000000 pageweb. Informations indexées
quotidiennement. http:// www. pageweb. com

Le trouvetout. On peut y ajouter sa
pageweb, si elle est en francgais bien sar. http:/
/www?2. ccim. be

Ressources pour les professeurs de frangais:
Sites Web consacrés exclusivement aux
professeurs de FLE. On y trouve des activités
innombrables & faire avec les éleves. De
nombreux liens vers des pages Web pour toutes
les matieres, en francais. Il est essentiel de le
visiter. http://www. imaginet. fr/momes/
education/divers/ divers. html

Apprenez le francais avec Internet. Des
sources inépuisables: dictionnaires, phoné-
tique, conjugaison, jeux de chiffres ou de
lettres,examens de francais au bac, et leurs
corrigés, vocabulaire, grammaire et écritures
interactives... http://www. swarthmore. edu/
Humanities/ clicnet/fle.html

Enseignez le francais avec Internet.
Répertoire: méthodes d'enseignement du FLE,
des activités didactiques qu'on peut faire sur
Internet pour enseigner le frangais, ministéres
d'éducation dans la Francophonie. etc. http//
www.swarthmore. edu/ Humanities/ clicnet/
pedagogie. du. frangais. html
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Le but de cet article est d'encourager les
enseignants du francais & se décider a naviguer
sur Internet et & découvrir combien la langue
frangaise est vivante dans le réseau et a quel
point ce réseau peut les aider dans leur
préparation de cours.

M. Tardy a dit l'essentiel 1a dessus, il y a
presque vingt ans. "L'école et les media, chacun
pour son compte, constitue un appareil de
pouvoir: trés logiquement donc, chacune de ces
deux institutions tend & persévérer dans son
étre, et cela, comme toujours, en excluant les
autres institutions, précisément parce que celle
ci n'a pas vécu comme des partenaires
potentiels, mais comme des adversaires a
écarter ol a digérer. L'école se ferme sur elle-
méme, et inversement, les media visent & avaler
I'école."(1)

S'agissant de l'enseignement des langues



2- Von Mensch ist hier direkt keine Rede.
Mit welchem Bild wird er assoziert?

3- Trost und Rauch-Mit welchen Gedanken
und Vorstellungen verbindet der Dichter diese
beiden Begriffe?

Von Rainer Malkowski ist das nichste
Gedicht:

In der Laubenkolonie

Vor seiner frischgestrichenen Laube

(hoffnungsvoll griin)

der Schlifer.

Die entfaltete Zeitung,

auf dem Gesicht.

Frieden

Frieden

Wenn man die Augen schlieBt.

Auch hier haben wir eine ausdruckvolle
Szene, die nur mit ganz knappen sprachlichen
Mitteln angedeutet wird. Und grade weil die
so kurz und knapp dargestellt ist, gibt sie einen
um so grosseren Raum zu einer ausfiirhlichen
Rekonstruktion. Hier kann man sogar viel
Inadeskundliche Informationen holen, wie z.B:
Welche Rolle spielen Lauben und Wochenen-
dhiuser im deutscechn Stadtleben? Oder
welchen Beruf mag der Schlifer haben? Und
was fiir einen metaphorischen Inhalt haben hier
die Begriffe Griin und Schlifer?

Das letzte Gedicht, von Karl Alfred Wolken,
befasst sich mit einem aktuellen problem,
nidmlich mit der Zerstérung der Natur:

Ein Baum ist gestiirzt

den ich gut kannte.

Letzten Winter

lebten noch viele Vogel in thm.

Niemand hat ihn gemalt.

Wir wissen schon nicht mehr genau
wie er aussah.

Diese klare Sicht

dort, wo er stand

Ich seh, wie man sieht,

Wovon nichts mehr zu sehen ist.

Und dazu folgende Fragen als Beitrag zum
besseren Verstindniss:

1- Warum werden in dem Gedicht die Vogel
genannt?

2- "klare Sicht"- der Ausdruck hat wahrsche-
inlich eine zweite, und unerwartete Bedeutung.
Welche?

3- Wie Konnte der Uberschrift heissen?

Das waren nur vier Beispiele aus dem
grossen Schatz der deutschen Gedichte. Nimmt
man sie in den Unterrichtsplan auf, so geben
sie dem Schiiler wie dem Lehrer die
Maoglichkeit eines Atemholens, in dem sie
echte Literatur erleben und Motivationen
bekommen, sich auch personlich mit der
deutschen Litertur zu beschaftigen.

Bentitzte Literatur:
L- Volker kapp: Ubersentzen und Dolmetschen
UTB 1984

2- G. Héussermann: Sprachkurs Deutsch 5
Verlag Sauerlinder 1996

3- Marce! Reich Ranicki, Herausgeber
1000 Deutsche Gedichte
Inselverlag 1996
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Was die Landskunde betrifft, so sollten wir
ihre groBe Bedeutung fiir die Sprachenaneignung

_ldar festhalten:

Landeskunde ist ein geeignetes Mittel, das
Interesse des Lerners fiir die Fremdsprache zu
wecken. Sie hilft ihm, Vorurteile gegeniiber der
fremden Kultur abzubauen, und fiir die
Denkweise anderer Volker verstindnis zu
bringen. Dadurch wird die Fremdsprache erst
recht zu einem Zugang zu neuen Welten, und
erfiillt ihren vollen Sinn.

Will man einer Fremdsprache eine gesitreiche
und echte interkulturelle Grundlage geben, so
darf man vor einem Einbezug literarischer Texte,
oder sogar Gedichte nicht zuriickschrechen. Die
Vorstellung, ein Gedicht sei ein Sprachkunstwerk
und so kulturspezifisch, dass ein Anfiinger es
schwer verstehen wiirde, ist ein vorschnelles
Urteil. Erstens: Die Auswahlsmoglichkeit
deutscher Gedichte aus jeder Epoche, und fiir
jede sprachliche Grundlage ist sehr groB.
Zweitens ist das Gedicht, Dank seiner musikalitit
in Reimbau leichter festzuhalten. Ein letztes und
entscheidendes kommt noch hinzu: Die geistigen
Gegenstiddne des Gedichtes, seine Themen,
Bilder und emotionalen Elemente sind im
Vergleich zu prosawerken weniger Landesspez-
ifisch, ja sogar global. Das macht ein Gedicht
im allgemeinen auch fiir fremde kulturen leichter
verstindlich.

Als iiberzeugendes Beispiel bringen wir
einige epigrammartig kiirze Geichte von
modernen deutschen Dichtern, mit didaktischen
Hinweisen und vorschldgen, wie man sie im
Unterricht einsetzen kann:

In dem folgenden Gedicht von Erich Fried
wid ein sehr geliufiges Sprichwort varilert, so

dass sein sinn sich in ein Fehlurtetl umkehrt. Als
Aufgabe konnte man dem Lerner iiberantworten,
die parodierte Pointe herauszuholen und deren
gesellschaftlichen Hintergrund zu erldutern:

Die Liige von den kurzen Beinen

Die Beine der grosseren Liigen
sind gar nicht immer so kurz
Kiirzer sind oft das Leben derer
die an sie glaubten.

Besonders die letzten Gedichte von Bertolt
Brecht, Eindriicke seiners Aufenthalts im Exil
und in der DDR beinhaltend, sind ofter sehr
kurz, elegisch und idyllisch. Hier ein Beispiel:

Trost:

Das kleine Haus unter Bdumen am see

Vom Dach steigt Rauch.

Fehilte er,

Wie trostlos dann wiiren

Haus, Baume und See.

Fiinf Zeilen geben hier ein kompelettes und
anschauliches Bild, das zugleich sehr einfach
und elementar ist. Es erinnert uns unmittelbar
an naive kindermalereien. Troztdem hat das
Gedicht einen Tiefen Gehalt. Es besteht aus
zwei Teilen, die est in ihrer Ergidnzung ein
idyllisches Bild ergeben. Die Beschreibung der
Natur geht einer Feststellung voraus, die
Feststellung, daB erst der handelnde Mensch
allem seinen Sinn gibt. Das Ganze ist duBert
lakonisch. Und grade das angedeutete kann von
dem Schiiler ausfiihrlich beschrieben werden.
Hierzu einige Frangen: 1-Welche sind typische
Elemente einer Kindermalerei in diesem
Gedicht.




Litratur im Unterricht
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Sieht man sich die dlteren Sprachbiicher fiir
Deutsch an, etwa werke, die in den 60ger, und
70ger Jahren verfasst worden sind, so ist leicht
festzustellen, dass hier die Texte keinen eigenwert
haben. Sie sind vielmehr der Grammatik
untergeordnet, oder dienen fiir die Erweiterung
von Wortschatz. Echtes literarsisches Erlebnis
bieten solche werke kaum. Zweckbestimmte
Texte, fiir die Darstellung einer grammatischen
Regel.

Dte Zeit mit solchen Lehrwerken ist schon
lingst vorbei. Heute ist es selbstverstiindlich,
dass ein Sprachlehrbuch nicht streng nach
grammatischen Regln aufgebaut sein muf3. Denn
so ein Aufbau wiirde didaktisch den Lerner mit

Jdedem Kapitel vor ein grammatisches Neuland
stellen, mit dem er weder vorher konfrontiert
war, noch nachher konfrontiert wird. Die
Méglichkeit wiederholten
Auseinandersetzung mit den schon behandelten

einer

~Stoffen, die Moglichkeit also einer vertiefung

in bekannte stoffe, und eines autodidaktischen
Versuchens, so dass der lerner in die neuen
Lehrmaterien vorstoBt, ist ihm in solchen
Werken praktisch genommen.

Dieses verlatete verhiltnis hat sich
inzwischen umgekehrt. In den neueren Werken
wird die Grammatik als Hilfsmittel fiir die
Textarbeit verstanden. Es werden nicht mehr
geistlose Texte als Mittel zum zweck, eingefiigt,
sondern es kommt eimem aktuellen und
informativen Text, als Hauptmittel der
zwischenmenschlichen kommunikation, eine
zentrale position zu. Der lener, der Schrittweise
in so einem Buch weiter geht, steht jedes Mal
vor der Aufgabe, sich einen Zugang zum konzept
des Textes zu verschaffen. Dabei bringt er aber
auch seine kulturelle priagung selbstverstindlich
mit. Insofern bewegt er sich in zwei welten und
gewinnt von dem fremdsprachigen Text
landeskundliche Informationen.
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