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ABKARUVITS, EMIRE

CONTRADICTIONS IN DESCRIBING AND USING THE -ING FORM AS
0BJECT (COMPLEMENT)

The problem of how to learn and teach the valency of a verb

As a learner and teacher of English I have been facing the same
problems and questions for a long time: How does one achieve a certain
knowledge of which non-finite forms should be employed after a finite
verb? Should one rely on learning these things gradually through practice
or should one make more conscious efforts by learning lists of verbs re-
commended by grammar books or patterns indicated by dictionaries? Are
these reference books relisble, do they give satisfactory assistance to
the learner or confuse him rather?

1 have often observed that students of English try to use some form
by analogy instead of remembering precisely what patterns a given verb
can accept. E.g. although the verb suggest can be used in several
acceptable constructions ('I suggested (his) going there.', ,I suggested
that he should go there.', 'l suggested that be go there.', 'l suggested
that be went there.'), nevertheless the student is likely to use the only
wrong pattern possible: = 'I suggested him to go there.' Why is he doing
so? The reason may be that he has never been taught which patterns the
verb can accept and which ones not. At some stage of learning the
language he encounters the verb for the first time, its main meaning may
be taught in one of the acceptable constructions, later on it may appear
in other structures, but perhaps no teacher will ever mske an attempt to
sum up all these different constructions, in which the verb can be used.
On the other hand the learner 1is tested at all written examinations
whether he masters the knowledge of valency or not. It is almost
impossible to teach verbs from the very outset with all their possible



patterns, we can only draw the attention of the learner to some more
problematical points. In this situation the only thing we can do is to
rely on the information that certain reference boocks can offer. But can
we really depend on the patterns and lists of the most widely used
dictionaries and grammar bhooks? My impression, before examining and
comparing these books thoroughly, was that their lists differ to a large
extent, they select their verbs haphazardly sometimes, and even the
dictionaries seem to be misleading, incomplete, or inaccurate in some
places. Hornby seems to agree when giving similar examples: 'The crdinary
grammar book and dictionary often fail to supply adequate information on
such points.' (Hornby: XVII) (That is another matter that even his
dictionary is not always exempt of these problems.)

When 1 set out to write this paper, my aim was to check whether my
earlier impressions were correct, whether these verbs, that can be
followed by the -ing form, are really described in contradicting,
incomplete lists and patterns, or not. A relatively complete list of
the most common verbs of this type might result from such an
investigation, helping students and teachers to use these verbs and their
complementation in some correct way. Before giving the table, let me
however mention a few general points concerning the terms aind categories
of the -ing form.

What termirology should be employed?

Many learners of Foplish find it senseless to call the -ing form in
the various constiuctions by different names. They are however in good
company, as even grammzrians do not always make the dgistinction. (Quirk
et alias call all -ing forms participles in their books. The Longman
dictionaries call both types 'the -ing form". Hornby uses both terms, but
the most contraversial pattern (196) is described as -ing form (meaning

.........

both gerund and particinle depending on the form of its logical subject),

Corder uses 'gerund' and 'participle' alternatively where participle is
used by most aothors. Scheuerweghs, Zandvoort, Allan, Ganshina, Graver,
Swan distinguish at least between the two mein types.)

If a grammarian makes the distinction, he usually does it on the
basis of certain characteristics It is quite generally accepten that

besides c=ome vert characteristics that are typnical of all (or most)



verbals, the gerund is said to have some traits in common with the noun,
and the participle has certain adjective or adverb characteristics. Some
authors divide even the gerund into two types: gerund proper and verbal
noun. The former has only certain noun characteristics (it can be the
object or subject of the sentence, it can be preceded by a possessive
pronoun / noun in the genitive, etc.), while the latter has acquired all
the traits of the noun (it is used in the plural, it can be preceded by
an article or an adjective, etc.). In my paper it is only gerund proper
that is considered to be gerund. This classification problem may explain
the phenomenon that in some dictionaries, although no gerund pattern is
indicated, the dictionary itself gives examples with the -ing form. The
reason - apart from possible inattention - may be that they are felt to
be (verbal) nouns by some authors. At the same time other authors do not
separate the verbal noun from the gerund, which is made clear by their
definitions or examples. (Swan: 332, AEP: 145, Sch: 177-185, Zandvoort:
24)

There are certain functions where the distinction between gerund and
participle seems to be illogical and unpractical. It is always difficult
to meke students accept that the -ing form in the sentence 'On entering
the touse, 1 found a burglar in my room.’ is a gerund, while in 'Entering
the house, I found a burglar in my room.’' is a participle. I think
however that it is just the function of the object (complement) where
the distinction makes some sense, as this may be usually (but not always)
the criterion for using or not using the possessive.

'I like his/him playing the violin.' - gerund
'I heard him playing the violin.' - participle

Most authors agree which verbs belong to the second type and they
also agree that the possessive cannot precede the participle. It is far
more  complicated what the choice depends on in the first type.
Dictionaries and grammar books do not dedicate enough attention to this
problem. Most of them suggest that it is mainly a matter of style:
possessive/genitive is mainly restricted to formal, written language,
accusative is preferred in spoken language and in the case of inanimate
vbjectg, longer phrases, and other parts of speech used as nouns. Some
hooks make however clear that the issue is not as simple as that, they
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produce some shorter lists of verbs that accept only possessive/genitive.
(Corder: 65, Sch: 196) Graver Jnins these authors without mentioning
concrete examples. (AEP: 156)
Ubject or object complement?

Another much debated issue is what the function of the -ing form is.
After transitive verbs in the active voice the -ing form immediately
following the verb (perhaps along with a possessive pronoun or a noun in
Saxon genitive) is called an object. In the tiype obiect + present
participle the fatter can be described as object complement. The most
cotroversial construction is the one when we have object + gerund, as it
is rather strange to claim that the function of the gerund in 'I like his
playing the violin.' is that of an object, but in 'I like him playing the
violin.' is that of an object complement. This is the reason why some
authors try to create new terms to describe this phenomenon. Ganshina
writes e.g. 'The ing-form when preceded by a noun in the common case or a
pronoun in the objective case has a function intermediate between that of
the present participle and the gerund... Such an ing form nay be called
a half-gerund.' (Ganshina:  230) Cocder calls this ‘'fused-participle
construction'. (IEP: 64) Hornby says 'It is not always clear whether the
word following the (pro)noun is a present participle or a gerund and the
distinction is not important.' (GPUF: 30)

Henry Ihms writes that tha so-called ‘'hal{-ceruwi' wused by Sweet,
Ganshina and others does not exist. Accordinng to fdw we biave hiere an
instance of syntactic displacement. (The same process took place in the
case of the construction ‘'accusative with the infinitive’.) In the
participial construction after verbs of physical perception the abject
fas a double function: it is the object ot the finite verb and the
iogical subject of the pacticiple. (E.g. I saw her coming.) In many
gefundial constructions it is however only the subiect of the -ing foum,
tut not the object of the main verb. (I bate pecple bzing wnhappy.) Yhis
seems to prove that it is not the usual participial construction. Inms
thinks however that the following shift has taken place beve. Uriginaliy
thers was greater emphasis on the object than on the -ing Jorm. Later on
the -ing form gained more emphasis, and the object of the fini‘e verb

was gradually transformed into the subject of the n@n~1ini%e, e



participial phrase became an indeperdent unit (comprising the object)
Just like the construction ‘'possessive + gerund'. In 'l remember my
grandfather / him giving me a sovereign.' there used to be some longer
pause between the object and the -ing form, but after the shift of the
stress the pause comes before the object, to such an eitent that in his
opinion the whole phrase (object + -ing form) can be regarded as the
object of the centence. The link between the accusative and the -ing form
is still 1less close than that between the possessive and the gerund, as
we can insert a whole clause between the former ones sometimes, while
only the insertion of an adverb is possible between the latter two.
Ihm's firmal conclusion is that we have a gerund after the possessive /
genitive and a participle after the accusative, and claims that the
identity of the meaning and the fact that they are often interchangesble
are not a good enough reason to exclude their formal difference (the
difference of their origin).

We generally expect an object to occur after a transitive verb. Among
the verbs to be found in the various lists there are however several that
are not considered to be transitive by all authors. Ganshina says that
the function of the non- finite is pot that of an object, but '... part
of a compound verbal predicate associated with the finite form of verbs
denoting the beginning, the duration, and the end of an action such as 1o
begin, to start, to keep (on), to continue, to stop, to leave off, to
give up ,to have done (= to finish).' (Ganshina: 227)

Keep is considered to be transitive in LD, but intransitive in

Hornby's dictionary. In CGEL go ( on ) and keep (on) are classified as

'catenative’ verbs, which 'have meanings related to aspect and modality

but are nearer to main verb constructions, than are semi-auxiliaries.'
(CGEL: 1192) In GPUE the -ing form after these verbs is called participle
a2).

The prbblems of calling an -ing form a gerund or a participle, and
whether its function is that of an object or not, are sometimes closely
connected. Authors who suppose that 'go on' is intransitive, think that
the -ing form after it camnot be an object and it is not a gerund
consequently. Others think that the verb has developed into a transitive

verb or behaves like that by analogy, so the -ing form following it is s



gerund functioning as an object. Zandvoort writes: ‘yet thwe affinity of
e _went on laughing with the other combinstions (keep o/, continue) is

cbvious. In such cases the difficolty of distinction is in inverse
preportion to its relevance or reality. Some of the difficulties deslit
with above are caused by the fact that, though in the majority of the
cases verbal forms in -ing naturally fall into one of twp clearly marked
categories, their formal identity has favoured the development of certain
uses that do not easily fit into either.' (Zandvoort: 47}

Ubject + present participle

The  agreement about the verbs after which we can use this
construction is far greater among the asuthors than in the case of the
gerund. One of the most complete lists is in CGEL:

verbs of perception: feel (1), hear (1), notice (1), observe (1),
overhear (1), perceive, see (1), smell, spot, spy, watch (1)
verbs ot encounter: catch, discover, {find, leave

verbs of coercive meaning: have, get
(/1/ means that bare infinitive is also possible.)

further examples from other books: start, set, keep (LES), sense (AEP),
giimpse, take, serd (Sch), bring, depict, draw, paint, show (GPUE)
Quirk et alias claim that notice and observe can also accept the genitive

{GCE: 842), and feel, find, leave are used in the object + to be

construction, too. 1 shall mention have later cn in coimection with the
gerund table. ,

There is some uncertsinty about describing imagine, Hornby labels it with
the patterns 19A (obj. + pres. participle)} and 1%L (poss./acc. + gerund),
Allen also has it in the list of the participle.

A table of verbs that can be followed by the gerund.

The Tfollowing table has been compiled on the basis of ten different
books. It contains vecrbs that are followed either by a subjectless gerund
or a gerund with its own (logical) subject. The poscsibie use of an
infinitive 1is also indicated. The table does not contain phrasal or
prepositional verns. When followed immediately by 3 verbal, we usually
have to use a gerund after these. (But not always: e.g. go on, set out,
start out, etc.j Ine three dicticnaries group the verbs arcubd ceriain
patterns and label them with the grammaticsl codes of all possible



constructions {(in theory). The other books written on grammar, usage, and
practice do not always denote all the valencies possible, they just give
(usually incomplete) lists to illustrate a certain function. To unify the
diferent code systems, I am going to use my own symbols in the table,

acknowledge 2d 1 1 1(2d) 1
admit 2d 2d 2d 1(2d) 1 1 +

adore 1 1 1 .

advise 2b Fis) Zb 2 Zb 2 2

advocate 1 1 1 1 +

allow 2b,d 2b,d 2b,d 2 2b 2 2b

anticipate 1 1 1 1 1

appreciate 1A 1 1 1

attempt 2a 2a 2 2a 2 2 2
avoid 1 1 1 1(A?) 1 1 1 +8 18 1
(can't)bear 1 2a 2a,b 2a,b 2 2 + 2
(will) bear 2c 2c 2c +

begin 2a 2a 23 2 2a 2 z + 2 2
begrudge 1 1

cease 2a 2a 2a 2 23 2 2(1}
chance 1 1 1

commence 23 2a 1 1 +

confess 2d 1 1
consider 2d 2d 2d 1(A?) 1 1 1 + 1B 1
contemplate \ 1 1 1A 1 1 . 1
continue 2a 23 28 2 2a 2 2 + 2 2
dgefer 1 1 1 +B 18 1
delay 1 1 1 1(A?) 1 1 1 +8 1B 1(2)
deny 2d 24 24 1B 1 1 1+ 1B 1

deprecate 1 +



deserve
detest
discontinue
disdain
dislike
dread
(can't) endure
enjoy
entail
envisage
escape
evade
excuse

face

fancy
favour

fear

finish
(can't) forbear
forbid
forget
forgive
grudge

hate

(can't)help(=avoid)

hinder
imagine
include
intend
involve
Justify
keep (on)

- 10 -

1 2 3 4 S 6 7 9 L
2c 2c
1 1 1 1A 1 1 1(2)
1 1
23 2s 23
1 1 1 1A 1 1 1A 2 1A
2a 2a 2a YA 2a 1A 2
2a 2a 2a,b 1 1
1 1 1 1(A?) 1 1 1 18
1) 1
1 1 1
1 1 1 1A 1 1 1 1
1 1 1 1
1 1 1A 1A 1 1 1 +
1 1
2d 1 1A 1A 1(2d) 1A + }
1
2a 1(2) 2a 2
1 1 1 1A 1 ] 1 + 1
23 2a 23
Z2b 2b Zb 2
?a ?a 23 2A 23 2 28 2
1A 1 1 1A 1A
1 1 1
2a,b 2a,b 2a,b 2A 7a,b 2 2 2K 24
1. 1 1 1A 1 1 1 T O |
1 i
1 1 1A 1A 1A ] 1 1A
i 1 1 1
2a,b 2 2a,b 2 2 2 2
1 1A 1 1 1A
1 1 1A 1
1 1 1A 1 1 1



like
loathe
love
mean
mention
mind
miss
necessitate
need
neglect
omit
pardon
permit
plan
postpone
practise
preclude
prefer
prevent
prohibit
propose
recall
recollect
recommend
regret
relish
remember
repent
report
require
resent
resist

resume

- 11 -

1 2 3 4 5 6 7 .8 9 10
2a,b 2a 2a,b 2A 2a,b 2 A+ 2 2A
1 1 1 2a,b 1
2a,b 2a 2a,b 2 2a,b 2 2 + 26 2
2a,b 2a,b 2a,b 2A 2a,b 2A 4+
1 1A 1 1
1 1 1A 1 1 1A+ 1A 1A
1 1 1 1A 1 1 1 + 1
1 1 1 1 +
2c 2c 2c Z2c 2c 2c 2c
2a 23 2a 2
2a 2a 2a 2 2
(1) 1A 1 1 +

2b (2b) 2bA 2 2b 2 2b 2A

2a 2
1 1 18 1 1 1 +B 1B 1
1 1 1 1A 1 1 + 1
1 1 +
2a,b 2a,b 2a,b 2 2a,b 2 2 + 26 2
1 1 1A 1 1 1A+ 1A
1 1
23 23 2a 2 1 2 2+ +
1 1 1A 1A +
1 1 1 1 1 1A+ A
Zb Zb 2b 2bB 2 +
1(2a) 1 2a 2 2a 2 2 + 2 2
1 2a(?) +
2aA 2a,bA 2a3,A 2A 2a,A 2 28+ 2 2A
1 2a(?) 1 + A
Z2b 2a.d 1 +
2c,b 2b 2a,b 2b 2c 2c ¢+
1 1 1A 1 1 1A+ 1
1 1 1A 1 | 1 + 1
1 1 2a(?) 1



risk 1 1 i 1B 1 1 ] +8 18 1

save < 1 1 2a(?) 1A

shun 1 1 2a(?) 1
(can't) stand 2a 2a 1 1A 1 1 1 + 1A IA
(will) stand 23 2c

start 2a 23 2a 2 2a 2 2 + 2 2
stop (=cease) 1 1 1 1A 1 1 1A+ +
suggest 1 1 i 1 1 1A+ 18 1
teach 2b 2b

tolerate 1 1 +

try 2a 2a 2a 2 2 2 2 + 2 2
understand 2h 1A 1(2d) 1 1A 1A

urge 2a,bA 2

visualize 1 1

want 2c 2c 2c 2c 2c 2c 2c¢ 72¢ 2 2

{(The rnumbers referring to the books in the list:
1 =0L0, 2 =1L, 3 =Hornby, 4 = LES, 5 = AEP, & = Swan,
7=T7T&M,8 =56ch, 9= TEP, 10 = GCE)
(The patterns used in the list:
1 = only gerund can follow the finite verbh, infinitive mot
2 = both infinitive and gerund can follow the verb (no specification)
2a = both infinitive and gerund can follow 2s direct ahiect
(Depending on the choice there may be smzller or bigger changes
in the meaning.)
?2b = either gerund or oblect + infinitive follow the verh
(E.g. We advised (their) starting early
We advised them to start early.)
2c = if a gerund is used after the verb, it corresponds to a prssive
infinitive (An active infinitive is possible in other meanings )
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2d = besides the gerund, object + to be /to have sre alsc found

sometimes after the verb
A = if a gerund is used, it can be preceded either by the
possessive pronoun or the accusative of the personal pronoun
(the common or genitive case of the noun)
B = only the possessive / genitive is accaptable before the gerund)
(The table contains the possible infinitive constructions only if the use
of the gerund is indicated by the book concerned.)

Comments on the table

In spite of the varying lists it is clear that in the case of most
verbs there is an agreement among the different books as far as the
valency of the verbs is concerned. We can draw certain conclusions from
the number in which these verbs turn up in the various dictionaries and
the lists of grammar- and practice books. Those with the highest
frequency could be recommended for teaching at schools especially. Books
on usage, parctice, and sometimes even grammar books do not go into
details, they do not try to inform the student of all the possible
patterns in which a given verb can be used. It is qgite natural for books
like 'Living English Structure' to do so and it is only logical that "An
Advanced English Practice' contains longer lists. What is surprising is
that even such a bulky grammar book as GCE does not attribute too much
attention to the problem and its list is far shorter than that of Graver.
I am not quite satisfied with the way the issue is treated by such
widely-read grammarians as Zandvoort or Thomson and Martinet.
Scheuerweghs offers wus no lists, but his rich collection of examples is
really valuable. Among the dictionaries it is wunderstandsble that
'Longnan's texicon of Contemporary English' is represented by less items
in the list as it is based on groups of synmonyms, and it may not be easy
to force each verb into some group. In other respects there is much
agreement between the two Longman dictionaries, though 'Longman's
Dictionary of Contemporary English" is of course more detailed as far as
more rarely used verbs are concerned. These dictionaries have a system of

denoting verb patterns, but this system or its application is not always
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satisfactory. One of my wain interests would have been to find cut when
the gerund can be preceded by the pussessive or the accuesative form or by
both. With patterns T4 and V4 the Longman dictionaries do not make it
quite clear which case it is. T4 stands for » gerund as direct object
that may be preceded (but not necessarily) Ly a pussessive pronoun. Vé
stands for object + -ing form. The presence of both patterns would be the
most likely indication of the occurence of both possessive and accusative
but there are far fewer verbs iabelled in this way than there should be.
Amung the examples given by these dictionaries there are very few with a
possessive preceding the gerund, which makes the investigation ot the
problem even more difficult. Hornby has a special pattern (19 c¢) for this
construction but in my whole list there are only 12 verbs indicated by
this pattern while alone in two short exercises of 'Living Engliish
Structures' we can find 29 verbs after which tke logical subject of the
gerund is used in both ways. Similarly it is very difficult to find out
which verbs govern only a possessive form. Many books do not mention this
issue at all, while 'An Intermediate English Practice' has a list of 8
verbs of this type, Scheuerweghs mentions 7.

Besides the above problems one has 1o face cifficuslties of a
different nature, too. Although dictionaries are updated arwi revised from
time to time, certain mistakes may not be noticed for shocter or longer
periods. When I was consulting the 1974 edition of Hornby's dictionary, 1
noticed that several verbs the initial letter of whivh was n, ¢, or s
were labelled by tie pattern 60 (both gerund and infinitive) instead of
the pattern 6C, which I expected to find after them. When I checked them
in  the 1983 edition of the dictionary, [ {found several (e.g.
necessitate, recall, recollect, recommend, resent, iesist, risk,

{can't) stand) corrected, but others (e.g. relish, repent, resume, save,

shun ) have still peen left uncorrected. Besides the correction of what
has already been printed, new patterns have been intioduced ior several
verbs. The lesson o be drawn from this is that 1t 15 not enough to have
a goud dictionacy, but you should have a relatively recent edition (or
rather the recent editions of more than one good dictibnafies) as well.
it is also interesting that some of the verbs that are to be found in the

lists of several widely used grammar- and practice books are wot shown i
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these functions in  these popular dictionaries. (e.g. appreciate,
deserve, forgive, mention, understand - the latter two are mentioned only

by Hornby)

When I began to examine the verbs followed by the -ing form I was
prepared to find a lot of contradictions in the different books by reason
of my earlier experience. After completing the table I have to admit that
the situation is not as bad as all that. Especially if you have a look at
the whole group of patterns offered for {he same verb by different books,
you can judge quite definitively which forms are permitted after a given
verb. (It might be true however that just one or two books would not
suffice.) In spite of this general conclusion it is necessary to call
attention to some contradictions in the table. (The differing figures do
not always contradict each other. E.g. the pattern 2d can coexist with
pattern 1, because not all books find it important to indicate that
besides the more common gerund we can sometimes have object + to be / to
have after the given verb. In some places another figure is given in
brackets showing that the other form can also occur, but less frequently.
Another reason for differing figures may be that one book enumerates the
possible patterns in all the different meanings of the verb, another
separates these according to the different meanings and function.

And now let us see some concrete examples where differing patterns

are offered by the authors. (Can't) bear and (will, won't) bear are not

separated in some books although the gerund after the latter has a
passive meaning, so it is not quite justified to put them into the same
pattern. In the case of avoid, consider, delay, enjoy Corder and

Scheuerweghs claim that only the possessive pronoun or the genitive case
of the noun is acceptable before the gerund, while in Allan's list only 3

(deny, postpone, risk) are mentioned to be the ones which do noct accept

the accusative, the former four not. I think this is rather the result of
some inattention because none of the examples contains an accusative.
Another surprising example is the verb have, this is however illustrated
by an example too: 'I won't have your writing homework in pencil'. (LES:
190) Corder also gives a similar example (IEP: 64), but in both sentences
fave is used in the meaning ‘permit’', I have not found any example with

the possessive in the more common causative sense of the word.
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It majority oI Urwre books studiet agree that we should use & werud
afler disiike but Corder (1EP: 53), and Zandvoort (&3) 1ined the
infinitive also acceptabie. Zandvoort claims the same about recollect,
which is very uniikely if we 1itske the components of the word into
consideration, which clesrly show backward reference. In the case of
remember most books agree that backwaird reference involves the use of the
gerund while if we have to call something into our mind before doing it,
this second action is expressed by an infinitive. (te infinitive is less
frequently used in Zandvoort's opinion, and Longman's Lexicon fings an
vbject + infinitive also possible but that may be another misprint: V3
instead of V4. (Zandvoort: 25, LL: 305) Regret is usually found with both
infinitive and gerund patterns, but both Longman dictionaries suggest
that the normal usage is the gerund, the pattern with the infinitive is
not indicated, btut we find a ftew examples with it, they seem to he
treated as set phrases. Forget, which is a third verb eof the same group,
though very important, is excluded from the lists of Thomson and Martinet
(and similarly from that of Zandvoort). With like, Jove the pattern
object + infinitive is neglected in LL. (LL: 241)

Sometimes the figure of a verb pattern is missing although we can
{find examples of the construction in the same place. (E.g. the figures in

brackets in my table in the case of pardon, permii, entail ) the patterns

of propose (AEP) amd dread (V&M) differ from ihose in oiher books because
- indicated or nol - only one meaning was chosen betore compiling the
iist. It is also interesting to compare the patierns cof four similar
verbs in Longman's Uictionacy: like (13, 4, v3, &), love (13, &, V3),
prefer (13, 4, v3}, tate (¥3, 4, V3, 4). Why is V& wmissing wiih love and
prefer? Is the object + ing construction impessible in  the authors'
opinion or is it just anuvther misprint?

Suggesi may only e followed Dy possessive ang gerunwd in Cordec's
vpinion, while Thomson ond Martinet tolerste vl possessive  ang
accusative before the gewund. I think the fotmet is nore Iikely.

Loathe, (can't) endure, commence bave difiering evsloation in the

pooks that thave oeen consulted, but 1this cannot be & mistake or a
wisprint, as examples are shown to illustrate voth paiiern & and pattern
z. ‘
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It is interesting to observe the changing lists in the two
comprehensive books of Quirk et alias (GCE and CGEL). While in their more
recent book (CGEL) a rnumber of new verbs have been introduced ( (can't)
bear, begrudge, commence, confess, deserve, enjoy, envisage, imagine,
justify, loathe, etc.), others have disappeared from their earlier list
(acknowledge, contemplate, ' defer, delay, evade, {finish, include,
éﬁstnonej; practise, resist, shun, suggest). What may be the reason for
replacing them for others? Has their evaluation changed or do they simply
want 't0> give examples without attempting at offering complete lists
(which could be expected of books of that size)? In the 1986 impression
of the GCE we still find the same list as in the first edition of 1972,
while iﬁ( the - CGEL published in 1985 for the first time there is a
cémbletély new list with new groupings. (The earlier grouping was hard to

follow. I do rot see any reasons for calling permit, acknowledge, or
postpone verbs of emotion). Another advantage of the new list is that
they also denote which verbs are 1likely to be followed by a perfect
gerund.

The 1lists make it clear that verbs of the same sense group do not
necessarily behave in the same way:

'His lawyer advised him to drop the case / his dropping the case,

since it was difficult to succeed.' (AEP: 169)

'I recommend you to consult / your consulting an expert.' (AEP: 168)

x'1 suggested her to go home.' (Swan: 323)

Similarly the group of verbs expressing feelings (enjoy, like, love,
hate, prefer; loathe, dislike) do not all accept the same patterns. All

the authors in the survey seem to agree that enjoy can be followed only
by a gerund, most of them say the same about dislike (with the exeeption
of two, as we have seen above), the use of loathe is judged
inconsistenfly. The other four can accept both gerund and infinitive, the
authors agree, but what the choice depends on is the subject of the
debate. Several authors claim (e.g. Swan: 339) that it depends on the
liking referring to a particular occasion or having some general
validity. The examples of other authors seem to contradict to this rule
some times:
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'0f course children always hate to cause troubiie.

‘She is the sort of person whio likes to cause trouvle.

'Nobody really loves to work.' (IEP: 54)

The lesson we can draw is that that we should not oversimplify these
rules of usage.

Finally a remark about the vccurence frequency of the -ing form. In
order to know which of the sbuve verbs are really worth teaching, we
should know how oiten they occur in spoken or weitten English followed by
the -ing form as their object {complement). For lack of space that will
be the subject of another paper. It 1is generally supposed that the -ing
form is more typical of written than spoken English. Some studies (e.g.
that of Andersson) show however that even there the verbs with the
infinitive are far more common, while the most frequent occurences of the

-ing form are those of the present participie after some verbs of
physical perception.
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M. DELI, ANES

ON THE FUNCTIONS OF BACK-CHANNELLING®

Discourse studies, the survey of the spoken language, have attracted
the attention of an increasing number of linguists during the past few
decades. Verbal communication has been investigated from various angles
by psycholinguists, socioinguists and other scholars dealing with human
behaviour, as well as 1language teachers. In this paper some of the
listener's verbal reactions to statements will be examined in natural
conversation.

For advice and suggestions I owe thanks to my supervisor, Ur. L4szlo
Budai; to;Dr. Judit Zerkowitz and Nicholas Tayler, who read my paper.

"A Corpus of English Conversations" edited by Jan Svartvik and
Randolph'; Quirk - (1980) has been employed during the research. This is a
large collection of non-edited English conversations available in
transcriptions as well as on computer tape. The material provided in this
paper follows the original except that the markings of certain voice
characteristics as "booster” have been removed as the phonetic aspects of
back-channelling are out of the scope of this study. Left in, though, are
the following. symbols:

5.1.2. text number
A, B, a, c speakers
> A speaker identity: speaker

continues where he left off
x and + overlapping talk

* This paper is part of a report on my research into discourse
financed by the Hungarian Ministry of Education.
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&L

TONE {:Iﬂ

WIT L//

r 7,13
k]
yes

NUCLEUS { yds
.?
yes
'yes

STRESS
‘yes
yes

PAUSE
yes

A CAPITALIZED WORD is one that carries the stressed

tone.

yes

yes

contextual comment
incomprehensible, unclear
utterances

end of tone unit (TU)
onset

subordinate TU
fall
rise
level

normal

heavy

brief pause (of one light syll)

unit pause (of one stress unit

or "foot")

All the utterances are numbered for identification,



1. Back-Channels (Being "on the same wavelength")

The co-operative behaviour of the listener is demonstrated by his
using feed-back signals to assure the speaker of his sympathy, interest
and understanding. Without such devices communication cannot be kept on
for 1long; a passive, silent, or "disobedient" listener (cf. Henne
1978:124) will soon cause a break-down in communication. In his chapter
discussing turn-taking, Orestrom (1983) distinguishes between two types
of utterances, speaking-turns and back-channel items /the latter term is
taken from Yngve (1970:574) /. He defines a turn as "the continuous
period of time during which a person is talking" (1983:23). According to
Henne (1976:127) a speaking turn conveys new information and expands the
topic. Back-channel items, on the other hand, in Watzlawick et al's
(1967) terms, have a relatively low value on the content level but a
relatively high wvalue on the relationship level of communication. They
are direct signals of the listener role, indicating that the listener
does not claim to have the floor but that he is interested and active in
participating and thus contributes to the success of communication.

The views on the exact function of the listener's short, spontaneous
reactions like m, mhm, mm, yes, yeah, okay, right, I see, I think you're
right, ect. slightly differ with different linguists, and terms also vary
with different authors.

Bellack (1966:18-19) speaks of "reacting noves" which, in their status
are very special. Their occurrence does not mean that the prior speaker's
statement has  been replied to. Nor need anyone follow it, or take it
‘that a reply- to it is due. Goffman (1981:28) employs the terms "back-

channel cues". and "keep-going sigpals" ( as gee, gosh, wow, hmn, tsk,

no! ), while Duncan discusses "auditor backchannel signals" (1973:38-39).
Good (1977 calls ms and yeahs "informationally  minimal" items
considering them as realizations of the "parity principle”, which in his
terms means that by using such signals the listener demonstrates his role
as equal partner rather than his attention. Crystal and Davy (1975), on
the other hand, argue that the primary function of backchannels is to
reflect the listener's attention.

Coulthard, Montgomery and Brazil (1981:24-25) provide a detailed
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description of what they call "supporting acts", with tha subcategories:
the "acknowledge" (eg. yesh, uhuwh, mn ), indicating the hearer's
understanding and his expectation that the speaker should go on speaking,
the “accept” (eg. okey, Oh I see ), implying minimal understanding of
what is accepted, and the "endorse" (eg. you're quite right ), supporting
the pnint made by the speaker. ]

Orestrom (1983:107) discusses BCH items partly using Duncan and
Niederehe's classification (cf. Duncan and Niederehe (1974:236) ). He
includes among the BCH-s the following contributions of the listener:

Supports: m, mun, yes, yeah, right, 0K, fine,
I know, that's right, I see, etc.

Exclamations: oh, gosh, God, good God, bloody hell, etc,
Exclamatory
questions: what, really, did he, was it, etc.

Sentence completions
cf. below in 1.2.4. and 1.2.5.
Restatements .
Discussing sociological interest in discourse Stubbs (1983:189-193)
provides an interpretation of a cline with three "wetntoleractional
moves" such as acknowledge, accept and endorse. In his analysis he pays

special attention to endorsements which he considers as the move implying
most enthusiasm on the part of the speaker. He offers some formal

exponents concentrating on some specific expressions of supports like

{(that's) a (very) good/ excellent point, {~ (isn't it?)
 (don't you think?)
1 quite/entirely/absnlutely agree
you're tite/sbsolutely right/correct
. that's right
(yes) {‘ , ) .
_you're muite right
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(yes) that's a (gocd) point/thought
{ I think so, too
etc.

In view of Stubbs' analysis we assume that some supports are not
merely back-channel items (Stubbs did not use this term here) but imply a
borderline between those and agreement, i.e. they indicate a transition
between  feedback signals (BCH-s) and the listener's opinion 1i.e.
agreement, which has propositional content and that such a contribution
of the second speaker (previously being in the role of the listener) is a
speaking turn.

In this study we will rely on Orestrom's classification of
backchannels as well as use Stubbs' discussion of supports and propose
some modifications as well as a scale along which the second speaker's
utterances can be arranged according to the extent of his intellectual
involvement in the first speaker's utterance. Thus we are supposed to
arrive at a stage where the second speaker claims for a speaking turn and
expresses his agreement with the previous speaker on what he has said.

As exclamations and exclamatory questions, though back-channel items,
are of purely emotional character, and as such, cannot be included in the
cline offered in Table 1. they will not be discussed tere.

For the labels suggested by Stubbs (1983) and Orestrom (1983) seem to
be ambiguous in the name functional glosses will be used here instead,
partly in accordance with Stubbs, to indicate the difference in the
function and semantic  content of the items in guestion as well as the
different degrees to which the second speaker is involved in the
conversation - regarding his intellectual and emotional attitude. Table 1.
provides the. summary of the possible semantic contents of back-
channelling as well as the overlapping functions of the linguistic
deviées used for feedback signals and agreement. The horizontal scale
beginning with a broken line and ending in a gradually increasing number
of straight lines is meant to imply the strength of support on the part
of the listener /=second speaker/.

The more he gets involved inteilectually the stronger his support of the
previous utterance appears to be.
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1.1 "I'm still listening” - Audition markers

The verbal reactions of the listener are at the lowest level on the
involvement stale here. These items, undoubtedly, have no propositional
content, they just prove that the listener has accepted his auditory role
and that he is willing to assure the speaker of his "presence" and
interest.

Stubbs 1labels this move "acknowledge", including three exponents of
the category yeash, uhuh, and mn.

Unlike Stubbs' cbservation that these items have falling tone and mid
or low pitch we have found that sometimes, on the contrary, the
attentiveness of the listener is marked by rising intonation ( cf. (1)
and (2) below ).

(1) A ... 207 //what SI?EMS to me® 208 an //E(JU/\LLY
firm 'statement of Chirk PGLICYH «209 in
//Carver College N\E'WLYNIZIO in the //summer
of 'ni.neteen’ﬂsixty'—one from Dan ‘R\{]SSX - %
211 //you SEEM
B 212 x // [im /mMx
>A 213 xx - xx (37 //which was RSO Zstating

a firm N

- B 214 xx // YEAHMExx

(2) A 355//well there have bLeen a couple of > [ a7
‘inchoative - /@& : 87 but abortive CALLSHE -
356" [ ] ° //from PE;'T’ERBORDUGHE « 357 //to
myHSMEE- 356 x . x [ 2:7

B 359 x // MK ® x
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(3) 8 ... 22 . //Malet has wroduced a /2 m_7
RFVT‘EFD UJNGH!UTIUN 23 // FHR!«.:J 24 fﬁ i 7
//School of YI[I)I‘SH& 25 in //which « [ 3 .m]
the main POINIB 26 of //my « of /fmy [ o ] //what
tnggpred the whole thing hFFN 27 x was when x
A28 x// YES o x
S.1.2

It must be noted that the same items seem to appear in different
functions in conversations, so it seems to be sensible to include them
simultaneously into different sub-classes. This holds for aha and yes
e.g. We take it that with rising tone they both imgly audition /as in
(2), (3) above/, whereas with falling tone the same items imply
understanding as well as listening and they will be included in 1.2, too.

Such items as uhuh, mm, veah, etc, may occur in different places
within the first speaker's utterance, either at the end of a clause or in
the middle of it, but in mest cases at the end of tone unils. Stubbs
claims (1983:190) that they eften simply fit into the phonological thythm
of the discourse.

1.2 "I understand what you've just said"

There are some rejoinders by which the listener not only jmplies his
interest but also clzims his understanding of the message of the
preceding utterance. The semantic feature "support” is stronger here than
with "audition markers". In our example (4) speaker 'a' is oot only
carefully listening but alst  thinking 'tngether with 'A' (see hig
vocalization /72 ¢ 77 in 455), and when 'A’ manages to fing out the name
of the restaurant he confirms it hy his supporting utterance /2 h23 7.
The 1listener's ('a') utterance in 457 seems to be akin i iils semantic
features to "U know" /1.2.2/ or "1 remember now".

Y N
(A) A ...851 we // WENT for s meal // RETERWARDS {3
~ v
452 // ate [ :m_]M R TR 1 1.
45%, 7/ place ine BAKER Street M 454 that's
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o

¥ 7
// RATHER ‘similar to the - - Van GOGHE .
a 455 3 :7 N
A 456 //<€ Fingal's CAVE > R
a457 [a2 hal
5.2.12

1.2.1. One-word-utterances

(-
Understanding on the part of the listener is wite often shown by a

one-word utterance as yes, right, quite, okay, fine, goud, %il, ahg, ne,

etc., but sometimes several items are combined, cf. (5), (6)

|
(5) B 1199 and they <& 'd3”be //marking all SORIS of
stuff B ¢ 1200 be // cause they 'can't do the stuff
% THEMSELVES. 1201 + x I must //watch the IYME
Reynard M
- >
A 1202 x << // QUITE @71203 //fg]ﬂ x

5.1.1

(6) B 256 and x and [ 3/ %+ he //cannot commit
A 257 x // YESRx
V
B 256 himself as FAR® 258 as //Dan Ross x would
w}.‘navg done had he been in / mAL_J Dan Ross's
DIVISIONE - x
oE _ — -3
A259 % /m >me m7 // RIGHT® 260 // YESHx

€

S.1.2

o
i,
Fine and good besides being back-channel items involve. some evaluative

force (cf.(7) ), which is obviously due to their lexical meaning.

AW 51 x //this 'is the nmnésfoums@,»)
52 and ‘th\ejre's x pro//vision for N
AS3x // YESB . 56 // YESBe 55 // YES®D
»B 52 separate BUDGETING and?// 50 on W}ﬁ -



v
S¢ s0 //}ha't'a Ok ™
A 57 // GOoD &

5.1.2
3 N
Ah and ahs imply the same as 1 see (cf.1.2.2)
) el
(8) A 482 and I'm //quite « SURE {it's UNSHAKEABLEW] -
484 % //unshakeable x
B 485 x & N1y

5.1.2

\
(9) Al it went off //very very SMG’UIHI,YEBZ x <€ atSr w
B3x// éﬁzﬁi x

1.2

[%2]

Peculiarly enoudh o appears  in our corpus wot only as s device for
disagresment and sgreament with a slatement in the negative but aise as a

back-channel jtem:

(10) A 103 {--1zighs) /,/Iv'dnn't KN\{{W what happened (2

104 berause while ['VE been 'job hunting @

105 1 //haven't been in touch wiih )Gwmmv

194 ex//cept these who have got in touch with E‘I?L’?
a 107 yei -
A 108 and /f/ehe HATN'T (D -
a 169 o

5.2.12

hen uttered sfter a statement containing s vegative verb form oo can
functicon 35 3 variant of BOH yes. The BCH functico of ng can be detecled

in (11) where it is reinfoccad by BOW quite.
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(11) A 1058 /3 7 ob//jected to, rms@ 1059 //merely
on the grounds of * APPRUPRII\IFNESS B N P
1060 ° //rot because 11 /27 + think TLL =< OF
him @ 1061 L've x //certainly m REASON 1

B 1062 x // NS+ {7 W} 7/ e x

o

S.1.29

1.2.2 Complete Clauses

Two rejoinders belong here: I _know and 1 see. The former suggests

"this is no news to me", while the latter connotes "this is news to me"
( cf. items&and ahd in (8), (93 ).

(12) A 1179€ well to //start off at’¥ half CUCK =
1180 //you KNDW! + 1181 x &//it's [ s 7P x
STUPIUIu - %%
B 1182 x& I //KNOWBx 1183 xx I //KNUW B xx

S5.1.2a
(13) a 553 and\'you're from Lincoln @- -
A 554 //YESBS55 I'm //NEAR Lincoln®- -
a 556 near Lincoln
N
A 557 //YES 558 1 //XME * 553 1 //go to

\Y
'school at HORNCASTLEN - »
a 560 I see

5.3.5b
1.2.3 Repetition
Though not typical of back-channelling, in our corpus, repetition

with f:al'li.ng tone has been found a possible device to indicate listening

and understanding on the part of the listener.
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(16) B 439 if //1 catch the one THENTY-EIGHT | from
VIC//TORIA®) 480 //Wat x gets me in at
about « half past TWORx 441< and¥1 // get to
A A7 x <K and you 11 //then y ou'll //get your>> x

A 443 x // YESMx - 446 // get to << theyr DMK
845 // YES@

S.1.1

Partial repetition intensified by of course in (15) shows B's
intention to assure A not only about his understanding but also his
willingness to support and confirm what A has said. BCH item exactly
functions as a preface to B's utterance.

(15) A 840 because 1 mean x . x finalists 'are
B B4l x //[m]lx
A 240 [fam] and they actually xx ° DI =x
'finish <& then B3>
B BAZ xx EX//RCTLYB xx - 843 of //COURSE Usey
CdoBi. 844 &3 to 4 sylls®

5.1.4

We propose this example as a borderline case between back-channelling
and agreement.

1.2.4 Sentence completion

The listener sometimes thinks together with the current speaker and
he is ready to demorsirate that he not only follows and understands what
he has just beard but can also find out the oncoming part of the previous
uttecance. Thourh 0ot claiming for a turn, be is willing to actively
participate. Sentence completion is done lhrouoh interruption (16), or at
the end of a tone unit (17), ignored (17), or acccunted (16) by the first
speakey
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7
(16) B.83 and //curiously enough on that OCCASION §
BA the x //person x
A 85 x // Steven x Peel SUPPURIED youle.
Y &
B 86 //YESH * 87 nost //CURIOUS B

i

'S.1.2

2.

an B 1058 if //you tske a statistical analysis of
the people who PK‘:‘S E1059 you'll //find that
it is 'this QUESTIUNI + 1060 %€ which® =x

A 1061 x on //which x they are ° //YESD

B 1062 they're //E_?k‘ssmsmua on x_//< that) x
UmESTIUN |

@7

S.1.1

1.2.5 Restatements

The propositional content of the previous statement is sometimes
repeated by way of reformulation. The listerer is interpreting what he
has bheard in his own words.

(18) B 553 /2 :m 7 that £02: 7 //they f2a m7
wanted to DEALB « 554 in //each CASE B 555 with
the //relevant CUNF?SSURI - 556 //rather than
with 8317 + % /Ji .51 7 VICE-PRESBYTER B x
A5S7T x //YESW « 558 the //head of the x INSTITUTION &9
559 x //YESH x
B 560 x //YESH x

S.1.2

_Y}ejz”s_ in 557 above can be considered as a BCH item and utterance 559 is
of the same function. Not so in the case of xé’s in 560. It is very likely
to express agreement, confirmation provided by speaker 'B'. This fuction
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of the first speaker's reaction to the second speaker's ('A') back-
chanelling seems to be even more obvious in example (19) below (see
utterances 855-9)

(19) A 852 they z;rlwsysésurt of (@ _7?7 PRECE\UED
their REMARKS W 853 with & things>> //this
sort of £2 w - MORITATIVE 7 ENOORSEHENI £
854 you //KNOWE - 855 I x always x
c 836 ¥ Kjust (5 m/> = bit of /5 7 phatic - sx -

CONTENT so to t~peakl u

>A 855 xx yes it //1s f//lgN T it ﬁjmu - 857 //YES &
858 //vt-:ss - - B39 J/YESES - -

S5.1.3

Restatements by the secord speakers in the above cases scom Lo be
called forth by the first speskers' tunting for the right word. Similarly
to sentence completion restatements themselves may have guite strong
elicitative force ardd stimulate the first speaker to confirm the
listener's interpretation (cf. (16) and (19) ). In view of its function
the restatement uttered by ‘c' in (19) can be regarded as a wove simtiar
to checking~-un (cf. Stenstrdm 1964:84), where the functional ginss to c's
restatement could be “do you mean...?" or "do 1 understand you
correctly?”. This assumption is endorsed by e fact that 'A' (855-7)
finds it necessary to provide confirmaﬁon.

To sum up what the first part of this study has'set out, we have
discovered that some feedback signals such as certain restatements and
sentence completions e.g. seem to go beyodd the phatic function of
back-channelling. Vhey affect the first spesker's contribution, and as
such operate as what we would call pseudo-turps. We also assume that
there =are bordsline cases when back-channel items alsg function as means
of agreement {ses partial repetition in (15) ang BCH-s in (20) ).
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(20) B 151 /72 :m 7 —— < only¥ if you //L;EE

1152 1'11 //cover your to //save you
TRBUBLEE! + 1153 //cover your answer in my
L?:TTER X1 syll?®H11546 or + //write a joint
¥ {ETTER x

A 1155 % I'd x //better 1'd //better 1'd//
better WRITEM « 1156 € I //shan't feel x -+ x
I'm ignoring his LETIER ">

B 1157 x // YEAHMx 1158 // NOm - 1159€// Dk B>

5.1.2a

In the conversation above (20) 'B' reacts by uttering three BCH items
(1157-9). Yesh seems to be a feerback signal teo A's utterance: "I'd
better I'd better 1'd better write". No is cbvicusly a response to A's
second utterance: "I shan't feel I'm - ignoring his letter”, while OK
expresses understanding of-the situation and A's intention as well as B's
assent and agreement with A, moreover, 8's withdrawal from his previous
offer,

2. "I understand what you have said and I thirk it is a good point”

In Stubb's (1983:190) terms this category is called 'endorse'. "It ig
a move which backs up, adds weight to, approves, upholds, chimes in with,
ratifies or recognizes as relevant previous talk" (Stubbs (1983:190) ).
for characteristic sturctures see pp24-25. i

In our corpus it'has been found that certain BCH items are capable of
indicating the listerer's (= second speaker's) attitude to identify
himself with~ the previous speaker's view. TFhese items either appear
independently, as in {21), (22), or accompany the second peaker's remark
as a preaface (24) or as a frame, i.e. in final position, functioning
as a signal of the end of the turn, cf. (25), (26).

, Y 3 .
(21) B 153 //this I think § OSCAR] feels ALSU B 154 < or

NY .
x //so x 1 GATHERED® 155 + from + * //kLEC B
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¥
156 on t{:e / /PHONE
N
A 157 //YES® x 158 + //YESH «

5.1.2

The function of 'yes' is rather ambiguous in some utterances, but it
serms to be reasonable to suggest a functional gloss to YES (157) as
follows: "I agree" or "I think sn, too". This can be explained by the
fact that YES (157) is uttered right after B's supposition that "Oscar
feels also", it is a prompt reaction most 1likely to display A's
agreement.

The same seems to hold for A's reaction in (22). By his utterance he
not only provides feedback to B but also implies his agreement to B's
supposition.

(22) B 403 [m] // [hm]ﬂ - - 404 //well 1 suppose
Roy can make a qnod case xNYIl)WE 405 = (~laughs)x
A 406 x // yes x Q[mm— -

S.1.1

'‘No' may function as a BCH item indicating agreement te a statement in
negative form.

(23) B 535 I've //not x discussed this with ‘('IIINEMj
at \ﬂth- 536 & 2to 3 5ylls>f x ’

AS3T % // NOM 530 // Nm . 539 // WO 520 7/ W -
sa1 L2377 // Nun 542 1 x //wnuldn t be at ALt
surprised®43 1 //think you're mun ¥ IHERFIﬁ
548 € 8 to 5 sylls> x

5.1.2

In (23) above the listener (A) after expressing his intensive
interest and understanding by saying 'ng' several times takes his turn

and gives way to his opinion and agreement with 8. 'No' repeated five
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{27) (talking sbout a hieroglyph)
AISO £P:m7  //well it was SUME HIHG & o
151 //probably = \Ff‘lx
c152x S =# eQualg -
A 153 //equals S log W
c 154 that's it S m /7 - -

5.1.11

Exsmples (23) - (27) can lardly be called pure back—channelling. We
argue here that they represent the final category i & cline of
utterences manifesting the 1listener's (= second speaker) interest and
support, and express the largest possible extent of the second speaker's
support, as well as involvement in the conversation. As in the case of
back-channel items ‘yes', ‘'quite' and 'no' in examples (21), (22) and

(233 the overlspping of functions is not undetectable: we shall consider
them as representatives of transition from back-=channelling o exprossing

opinion on the part of the second speaker.
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times in A's reaction seems to indicate transition from back-channelling
to turn-isking. By the time he utters the last 'no’ in 541 he has taken
a turn. This last item of the repetition, in my interpretation, functions
as preface to A's turn, which is quite obvious regarding the fact that it
is preceded by a somewhat longer pause and vocalization /2 7 so much
characteristic of the beginning of new turns when the speaker is
hesitating or thinking about what is to come. Endorsement on the side of
the second - speaker is often made explicit verbally by phrases like "1
agree" (24), "that's right" (25), "that's a point" (26), "that's it"
(27), etc.

(24) B8 1167 L0 : 7 you've //heard probably™® we're
very UFTEN®+ 1168 be //devilled MORE W 1169 //by
what the candidates [2 7 ://more by ° difficulties
of MARKING W 1172 than //what we ought to set the
cAOIOATES | you //kibWm]@
A 1171 //¥ES 1172 x // that's < a DEVILR 1 A/ /GREL M Fx

S.1.1

N
(25) A 307 //then put forward as something DESIRABLE B
-
309 x ¢« [ 3: 7 tok for us x to>» CON//SOLIDATER§ -
3
B 310 x // l!ﬁ\-l's rightm- 311 // YLSRx 312 // Y\Q)AHI

5.1.2
(26) A 385 but /7 fro 7 but from //that point of view
it would be UDDR306 because you're going
from < the HEAD { of a DE//PARTMENTE]N 387 to
//NON-HERD { of < & DE//PRRTMENT M ] .
B 388 well // that's<< a7 POINT @ 389 as //WELL @
390 //Msw -

S.1.1
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BERTHA, CSILLA

DISTORTIONS OF CHARACTER IN JOIN B. KEME'S PEASANT PLAYS

Writing peasant plays in the Europe of the second half of the 20th
centruy sounds anachronistic. Yet in a country like Ireland, where - due
to various external and internal circumstances - the ancient, basically
rural form of life together with its values and traditions, survived well
into the 20th century, life itself produced material and inspiration for
such plays.

It is no surprise that the tradition of peasant drama in Ireland -
like in Hungary - is very strong. The peasants, as long as they lived in
closed communities, structurally wuntouched by changing circumstances,
were justly regarded - again, similarly to many remantic and realistic
views in the Hungary of the last century as well as the first half of the
twentieth - as those preserving the national cultural values, and,
indeed, national identity. The literature that claimed to be national in
spirit, was to be built on this culture - which was,; of course, of
speciagl importance in countries struggling for cultural and political
independence. Yeats, among others, makes it part of lhe programme for
creating national dram? at the turn of the century: "Every nationsl
dramatic movement or theatre in countries like Bohemia and Hungary, as in
Elisabethan England, Has arisen out of a study of the common people, who
preservé national characteristics more than any other class." (1962:222)
Accordingly, peasant or folk plays have constituted one of the main lines
of Irish drama ever since. Yet reality, as well as attitudes to it, have
changed from time to ‘time. First, rural life was idealized (another
feature familiar in Hungarian literature), later, or partly paralliel, a
more reaiistic and thus more contradictory vision was given by the
greatest master of Irish peasant plays, Synge. He influenced later
generations with his comic, ironic view, his grotesqueries and his

indulgence in rich, colourful, graphic language, the. eloguence and



vitality of his dialogues. Hut Synge's Ireland is a disappearing world
and his successors are of ten concerned as much with the Gackwardness and
contradictions of 1life untouched for centuries as wiith changes {rom bad
to worse and the juxtaposition of the old and the new. These playwrights
either present the passing of a civilization with brooding melancholy andg
nostalgia, like Michael J. Molloy, or "“transmute old Ireland into
fantasy", 1like, {for instance George Fitzmaurice, while others, such as
John B. Keane, "show it grappling with the modern world". (BUSHRUL, 197Z:
213)

By the time Keane entered the literary, or rather the theatrical
world, the genre of peasant drama had more or less lost its vigour. His
first play, Sive (1959), created a real sensation: "the rediscovery by
the urbanized Ireland of the rural background from whence it had sprung
was wite traumatic in the age which saw the establistwent of Shannon New
Town, the first jumbo jets carrying the Irish insignia, the inauguratioen
of the television service, and the first Programme {for Ecoromic
Expansion.” (FIVZ-SIMON, 1983:191) Keane has his greatest strength in
revitalizing the peasant drama, although his later plays break awsy from
this traditional line. In his plays depicting the past and the changing
present of his cegion (county Kerry, in the Scuth-West of ireland, & long
way away from Dublin), where life is "larger than life" and is truer andg
richer than in Dublin (MOGAN, 1967: 20B), e excels in his vigorous
realism of character, situation and language, base:d on observation of,
and indeed, participation in, country iife. A realism ihat does not
refrain from inherent brulality and vicleoce but is often elevated
through some imaginative theatrical scene, giving the ordinary a touch of
the mythic or the ritual.

Tre world of the Irish peasant play is a strange one wiih its owd
laws and values, stowing deep kinship in realiily and in Jiterature with
many aspects of Hungarien pessant life. Vhe cruel! and savage rules
directing this bwli-pagan, telf-Christian life are partly recessscy for
survival, but wrder this necessity human life oftern becomes distorted
into something wild and inhuman. The plays of Synge alresdy border on
this wildness and Inhumanity but the authocr's understanding sywpathy
softens the sharpness of his criticism and frony. keane's world is even
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more overtly cruel, harsh and uncompromising, although be too, tries to
understand the motives of such actions and benaviour.

The most often recurring themes of Irish peasant plays are centred
around the land and the house: hunger for land, property, money: marriage
- often as the result of matchmaking - as a means of acquiring land and
property or connecting land and family; emigration as an escape from
misery and its reverse: homecoming, and, in connecticn with all these,
the relationship of the people to the law and the chutch. Keane's early
plays give interesting examples of how he explores some of these subjects
and how he dramatizes the distortions that these concerns can lead to.

Keane's first and very powerful play, Sive, shows one possibility of
renewing the peasant drama. Its theme, matchmaking, is not particularly
Irish. The basic story of the innocent young girl forced to marry an old
rich man was already known from the Italian comsedia dell' arte, where it
led to a happy ending. In Irish felk songs and ballads - just like in
many Hungarian ballads, too the dark and tragic dimensions of the same
situation are fully acted out: the only escape possible for the young
girl is death.

This welli-known story in Sive receives vivid and unique treatment. On
the one hand, the peasant milieu is created with faithful realism: the
everyday activities, the miserable conditions, the pathetic relationships
among the characters come to life on the stage in numerous well-observed,
small details. The greed for land and money, which originates in misery
but results in sacrificing human life, is painted with almost as dark
colours as in Kodoldnyi's Foldindulds ('Landslide'). lragedy looms very
heavily in the Hungarian play, and, although at the end it resolves in a
hope for renewal, {frightful examples show to what deformation of
character and desolation of life the preference for material riches may
lead. Sive ends with ‘tragedy, and in this play some lighter tore is
touched in the occasional comedy of character and situation. Thich is in
accordance with the greater sanse for irony and tragicomedy in Irish
literature in general than in the altogetber more tragic main line of
Hungarian. »

What elevates Sive above the level of naturalism and particularity is

its ballad-like quality. Some critics claim that Sive's character lacks
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psychwlogicsl insight since she is too innocent and weak to defend
herself. (MACANNA, 1985) But it is exactly this innocence and inability
to defend herself that mokes ber so similar to many heroines of Irish and
Hungarian folk ballads (for example those of "the sold girl" or "the soia
daughter" type of ballads in our culture). She does net even get anywhere
close to the possibility of choice or decision. She is destroyed due to
the sins, faults and weasknesses of others, not to her own flaws. Indeed,
her 1life is fated since before her birth as she is an illegitimate child
with all the consequences. Other people act towards bev like Fate,
against which she is helpless; partly, the members of her family, whose
power over her is fortified by the strong, traditional hierarchy, partly,
the devilish matchmaker with his black force. This matchmaker could be
the conventional stage-figure of the intriguer, but here he is both a
character, a part of the villauge community, and also the embodiment of
Evil. One of the great merits of the play is just this combination of the
vivid realism of characters with their archetypal quality. thus, for
instance, Mena, the practical-minded, determined, hard-working - and, as
her name suggests: rather mean - peasant woman, vhe rsles over the family
yet has become embittered and dried out over the years in her strungle
for survival, is a flesh-and-blecod character =nd al=a the esbodiment of
some aspects of the eternal woman who has to lnok a!ter and support the
family no matter what the circumstances are. Her husbard, a well-drawn
peasant figure, 1is also the lype of the weak-fo-widl wan, the old Adon,
who accepts the apple from Eve - the shameful vet tempting offer of his
wife. In Sive herself Christ-like innocence and suffering are rontrasted
with the demonic contrivances of the overtly Satan-like matchmaker.

The play is given a ritual dimension especially by the appearences cf
the two travelling tinkers - again fairly fremqent fipures of Trish
plays., But they also become singers, story-tellers cr bards, living
conscience and judges, poets and prophets (tive lcish spirit baving the
same association btetwaen poet and seer as the Hungarian); il at the same
time, while aiso being embedded in a realistic vigion cf Irish country
life. They are described by some critics as a "miniature Greek cherus”
(G I00LE, 1985:1), but 1 see them much closer to our wminstrels

(“regosok”), who, with their magic, incantatory blessing or cursing songs
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bring good luck to the Good and frighrten away the Evil. 92¢ at least that
should happen. But with their very beings they step cut of the past or a
passing world, and turn out to be powerless to fight ageinst the dark
forces of misery and greed in this changing reality, and the most they
can do is jament the death of Sive at the end and turn it into legend.

If some figures in Sive were distorted by misery and greed, they
remained well within the confines of realistic probability. Distortions
in Sharon's Grave (1960) are closer to fantasy and sometimes verge on the
supernatural. Here, behind the greed for properly an even more powerful
force works: the repressed sexual drive. In Irish literature this is a
fairly rare subject, and Keane treats it with unusual intensity.

The peasant milieu is given through realistic detail in this play,
too, 1like in the others, but the extraordinary soon intrudes into the
ordinary in two ways. One is the presence of the legend as part of
reality, introduced by MNeelus, the young man whose admiration for and
atiraction to the legendary princess, Sharon, drove him into a harmless
yet disturbing insanity. The other is the increasingly menacing
appearences of the devilish hunchback, Dinzie.

The two young men embody two excesses of love and/or sex. the
hunchback, being distorted inside as much as outside, is ready to bully,
beat or kill in order to achieve his purpose. He wishes to pnssess his
cousin's house and land by driving her out of it, so that it could
attract some woman - any woman -~ to marry him. The situation, together
with Dinzie's fanatic insistence on his plan, suggests that the poverty
of these families would not make it possible {or him to abiain 2 touse of
his own in any other way. Without a touse and land he can never hope that
any woman would marry him, so bhis wickedness is also rooted in a
necessity for survival, just like that of Mena in the previous play. But
e is different in that his cruelty combines with madness, thus making it
hard sometimes to  judge how far he is mad and how far merely evil. His
soul certainly has become warped due to his physical disfiguration, which
makes the misery much graver, and the fight for survival more savage.
Ordinary humarr will is not enough, so te developed - or originaly
possessed - a demonic power which seems irresistable; although everybody
hates  and. dispises him, they also dread hiwm. The feor of e people
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arcund him, combined with their being nearly hypnotived by him, allows
him to go on from sometimes childish mischievicisness to deadly terror.,

Robert Hogan suggests that beth Dinzie and Neelus are obsessed hy
sex, but while Dinzie's ohseszion is diabolic, Neelus's is angelically
simple and harmless (1967:214). It is certainly true that there is an
almost transcendental nature to the Evil-Good opposition of these
characters, but it might be more appropriate to attribute Neelus's desire
to something other than sex. He lost interest in earthly women because he
fell in love with the legendary princess, Sharon, who, due to the
jealousy and betrayal of her handmaiden, fell inio a bottomless hole and
died. Good and Evil, love and hatred, innocence and jealousy appear in
the legend in their pure forms. The image of the golden haired princess
is the embodiment of the most perfect beauty in Neelus's fantasy, which
he choses over reality. Thus his ohsession is rather with the ideal, the
perfect; the unchanging, the unearthly, the world of pure values. He is
similar to some of the heroes in Yeats's plays who also turn away from
all the attractions of this world and follow their longing for the
otherworldly, which path, of course, leads to death. The difference
between Yeats's idealism and Keane's more realistic an® scher peasant
world is that Yeats's characters are mostly heroes aad fwiroines, while
Keane's poor MNeelus 1is ohvigusly insane, not only in the aves of the
other characters tmt also to the audience throuph the auvthor's
presentation.

Yet the world of fantasy is oot only the property of tie mad - at
least not in Ireland. Kathryn Hgme asserts that "western culture has
traditionally been tostile and dismissive toward fantasy in most of its
manifestation.” (1984:148) While this is true of mst of the western
world, it is certainly mt sn in Irish cvlture, where the visitle and the
invisitle, reality and fantasy have always coexisted from the ancient
times uvp to the medern, in both life and literature. Tbe irish way of
thinking is besically different from that in other western comntries; in
Richard Kearney's words: "the Irish mind rerained free; in significant
neasure, of the linear, centralizing logic of Grasen-Romarn oulture which
dominated wost  of western Furnpe. ... The maingireasr of weostern thoupht

rested wupon a series of fundamertal oppesitions - beiweeon teing and
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non-being, reason and imagination, the soul and the body, the
transcendentally divine and the imnanently temporal and so on. ... In
contradistinction to the orthodox dualist logic of either/or, the Irish
mind may be seen to favour a more dialectic logic of both/and: an
intellectual ability to hold the traditional oppositibns of classical
reason  together in creative confluence." (1985:9) This "double-
mindedness" or "double vision" has always created very favourable ground
for fantasy as an importsnt and vital part of Irish culture.

So it is in the play: fantasy permeates reality; in some form and to
some degree it touches the 1life of all the characters. Even the most
sober and reasonable figure, Trassie, in spite of her better knowledge,
half believes in the magic power of the faith-healer (who is, of course,
a quack), and even though she does not hope too much that the doctor
would be able to cure ber brother, she is seriously afraid of his curse
should she refuse his service. The men all have dreams about women,
although Peadar's, the wandering thatcher's dreams about Trassie's beauty
are healthy and real; Danzie's ravings are based on his evil, bot still
practical plans, and only Neelus's are totally other-worldly. Peadar's
attitude is the ideal: he is sensitive enough to the irrational and to
supernatural beauty to sympathize with Neelus's admiration for Sharon,
but is sober enocugh to base bhis life on realities and to appreciate
beauty in its attainable form.

Reality and fantasy are very closely interreloted not only in the way
of thinking of the characters but also in the plot. The hypnotic power of
Oinzie is only at the border between reality and fantasy. He is like a
rural Cipolla - he even uses Cipolla's (cf., Thomas Mann: Mario and the
Magician) magic  equipment, the whip, but in a mich ruder way. That he
paralyzes most people around him is only a stretching of psychological
reality. Neelus's escape into fantasy is a different matter: a total
absorbtion. For his love for a phantom he gives up the possibility of
love in reality, although in several ways he keeps contact with what is
happening around him. At the beginning his fantasy seems only day-
dreaming, but gradually it takes up new dimensions: it will give him
courage at the end to save his sister from the very real danger of

Oinzie's knife. Thus fantasy, that first diverges from the real world,
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later turns back, intrudes and helps bring resolution to it. The wheel
turns full circle: Neelus realizes his imaginary union wlth.the legendary
princess in her grave through a life-saving self-sacrifice. (He jumps
into the grave - the abyss - carrying Dinzie on his shoulders.) His deed
can be interpreted on two levels simultaneously: first, his self-
sacrifice for his sister elevates him to the status of a hero; and,
second, he fulfils the prophecy of the legend that Sharon will stop
suffering and bher handmaiden stop cursing only when "the bodies of two
young men are cast into the hole. One will be small and ugfy and wicked
and the other will be tall and straight and pure..." (317) In other
words, in his action life comes to imitate fantasy. Also, life (that of
Peadar and Trassie) can go on safely in reality only al the price of
Neelus's pursuit of his fantasy.

Neelus's self-sacrifice opens another dimension of the relationship
between reality and fantasy: the two, combined, link the present to the
past, the actual to the mythic and spiritual. The platonically ideal, the
devilishly physical and destructive, and the healthy, human attraction of
the three men in the play can be seen as representing teaven, hell and
earth. These levels confront one another: the Satanic (Dinzie) wants to
destroy the good on earth (Peadar and Trssie) but first has to get rid of
the presence of angelical innocence (Neelus). At the end the good wins,
when the harmless and gentle Neelus becomes the angel of vengeance and
carries away Dinzie to death.

Sharon's Grave is, however, nothing like a miracle play or morality.
It is not written within the framework of Christianity, but rather

presents a mixture of Christian and pagan belief, much as in the Irish
country people’'s way .of thinking, pre-Christian beliefs, fears and
superstitions are peacefully built into, and live side-by-side with, more
orthodox Christian dogma. Neelus's self-sacrifice evokes a basic mythic
situation where sacrifice is necessary in order to assure the
continuation or revival of 1life. The image of the innocent young man
picking up and carrying away the ugly, devilish, deformed creature on his
back, can be regarded as a naive-grotesque presentation of a mythic
Saviour or even of a Christ, who takes Evil upon himself, dies under it
and enters into the other world, while saving the people in this one.
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In Sive singing and music enrich the emotional impact; in Sharon's
Grave fantasy, 1legend and the "many touches of heightened imagination”
(HOGAN, 1967: 213) add a higher-than-reality dimension; whereas in The
Field (1965), in Keane's best known, and perhaps best, peasant play,
there is no such invocation of pure values. This play is altogether
darker, more savage and brutal than the ones before. It bears a strong
resemblance to the cruel, sustere beauty of Mdricz's short story,
Barbdrok, ('Barbarians'). The world of the Hungarian plain some 30 years
earlier, which this miniature masterpiece brings to life, is very similar
to Keane's Irish village in that both have their own laws, which are far
from man-made laws of urban civilization. Both stories centre on murder
committed out of greed - one for a few acres of land, the other for 300
sheep -, both +treat the killing as some remnant of a past, primitive,
violent world, which is, nevertheless, still very powerful. What Mihdly
Czine says about Barbdrok, is also true of The Field: it is a cry of
pain, accusation and despair, all at the same time, also self-mockery as
well as the mockery of the mockers. (1979:157) One of the main
differences between them 1lies, again, in the tone: while the Hungarian
short story is heavily tragic in its atmosphere all the way through, the
Irish play has comic, grimly humorous elements, which give, however,
little relief from the loomig fear and horror.

As greed for money in Sive, so hunger for land in e lield
originates from the poverty and misery of generations. the peasant

ownership of the 1land hed been the target of long, desperate fights in
Ireland much before the time of the play. But even after the Land
Purchase Act of 1903, which made it possible for tenants to buy the land
they cultivated, the average farms were still ton small to support a
large family. "The history of the relation of the Irish farmer to his
s0il has been one of contradiction and viclence” (STADLER, 1978:45), and
a constant struggle. Not that such or any circumstances justify the
murder in The Field, but they provide a background which makes it
understandable why violence is in the centre. It is made explicit whithin
the play, too: "in this parish you, and your fathers before you, know
only too well what it is to starve because you did not own your own land
- and that has increased: this unappeasable hunger for land.” (59}
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Yet land is not only a practical source of life but also, just as
importantly, a symbol of roots, of belonging and of coptinuity. In the
same sense as the old Irish poet and seer would say about every chief he
wanted to praise "that that man had been wedded to Ireland - wedded to
Ireland always, because even if the man owned only a few acres of ground,
you still thought of Ireland, the country... ." (RONSLEY, 1977:3)

The plot focuses on the auction of a piece of land. A farmer, called
"the Bull" by the villagers, wants it for himself for much less money
than is reasonable. His rival is an unexpected bidder, an Irishman living
in England. As he insists on a regular auction and is ready to pay more
than the Bull, the latter, together with his son, beats the newcomer up,
and kills him accidentally, although he wanted only to frighten him away.
The rest of the story shows how the Bull can manage to keep the villagers
intimidated so that no evidence is given against him although everybody
knows, including the police, who the murderer was.

This attitude toward the law has been known at least since Sygne's
The Playboy of the Western World and his notes in his Aran Islands, which

point out that Irish communities were ready to hide criminals as a
protest against the 1law which they associated with the hateful English
Jurisdiction. But what was a comic-grotesque story and behaviour in
Synge's play, becomes fifty years later in this play a real bloody
murder. The refusal to collaborate with the police is less motivated hy
national feelings than by the fear of the Bull's threats. The notion of
the law being English still exists, and is offered as an excuse, although
its reality is gone in the Republic of Ireland.

The Catholic Church, however, has always been the national church of
the 1Irish, so resistance to its influence must have another reason. In a
scene reminiscent of the Interlude in T.S.Eliot's Murder in _the

Cathedral, the bishop gives a moral teaching from the pulpit, pointing
out everybody's responsibility and share in the crime if they keep silent
about the murderer. The scenes which follow show the futility of his
warning. Joyce's despair about his nation being "priest-ridden", does not
seem to be true in the peasant environment: instead of the institution of
the church, pagan or mythic beliefs or the laws of nature rule in the
isolated country communities, as was apparent among Synge's country
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peaple or Yeats's peasant and legendaty figures. In The Field, when in
the course of the investigation the priest becomes associated with the
police, he loses the people's respect. So much so that he is asked to
leave the house: "I'11 have to ask you to go now, Father. What will the
village think if ye don't leave? We have a family to think of. ... You'll
have us disgraced." (75)

The author does not suggest an uneguivocal Judgment, nor does he
simplify the story into a parable. The sergeant and the priest, the
representatives of the wmodern State and Church, are obviously right in
trying to find and punish the murderer, but on the other hahd, the Bull's
attack on them is the expression of basic social injustices, the eternal
complaint of the oppressed: "There's two laws. There's a law for them
that's priests and doctors and lawmen. But there's no law for us. The man
with the 1aw behind him is the law... and it don't change and it never
will." (75) However, this truth is given with an ironic overtone again,
as it is said just by the person who makes the objective work of the law
impossible.

This ambiguity is best seen in the figure of the Buli. Despite his
immorality and his  bullying, threatening, bribing, cheating the
villagers, there is something impressive in his insistence on the land.
He has some ancient passions and dignity in him, the dignity of the
primary contact with the soil. In this region one has to fight first
with the soil to be fertile, and only then for it with the pecople. But he
alsc has a great love for his land: "I watched this field for forty years
and my father before me watched it for forty more. I know every rib of
grass and every thistle and whitehorn bush that bounds it. ... There's
shamrock  in the southwest corrmer. Shamrock, imagine! ... This is a sweet
little field..." (22-23) (The shamrock, as the national emblem of the
Irish, suggests patriotic feelings, also.) He listens to the grass
growing even on the night of the murder: "Listen and you can hear the
first growth of the grass. The first music that was ever heard." (47)
This way of looking at the land combines the practical view of it as the
source of life with +that of its being the roots and the pledye of
consistency and continuity. In contrst with the rootless priest and
policeman, to whom he says: "When you'll be gone, Father, to be a Canon
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somewhere, the Sergeant gets a wallet of notes and is gning to be
Superintendant, Tadhg's children will be milking cows and keepin' donkeys
away from our ditches. That's what we have to think about and if there's
no grass, there's the end of me and mine." (76)

All this adds not only to the psychological explanation of the Bull's
crime, but also, and more importantly, makes him the representative of a
different age and of a different order of living, laws and values: those
of the cruel but heroic struggle for survival in the world of nature. A
world not so much inhuman (although that, too), as ahuman. In the play
this barbaric, savage world confronts the values of the human and moral
order. This is why, although from the point of view of human society his
behaviour and deed are undoubtadly condemnable, yet, in the lack of a
common value system, he is hardly touched by this Jjudgrent. The
possibility of a synthesis or reconciliation of the two systems is
suggested only in his last words, expressing that he will not be free of
remorse: "The grass won't be green over his grave when he'll be forgot by
all... forgot by all except me..." (76)

The confrontation between the old and the new is sharpened on more
concrete levels, too. The second bidder at the land auction trusts
civilization, the power of man-made laws, of enlightenment, but does not
understand anything of these dark, primitive forces. What adds a social
and national dimension to the clash is that the newcomer wants the land
for producing cement - a total break with the continuity of its natural
use. In countries where industry and commerce started to dominate
comparatively late, they were received with general suspicion and
hostility. The situation was complicated both in Ireland and in Hungary
by the fact that industry was introduced mostly by the foreign
colonizers, and served first of all foreign interests. The young man
wanting the land for cement-making 1in The Field, is of course an
outsider: Irish by origin but living in England, and would prefer living
there had not circumstances forced him to return to Ireland. The
outsider, entering the peaceful life of a family or village, disturbing
or changing the ordinary routine of life, is an often recurring figure in
Irish peasant plays. (see CLARKE, 1982) This young.man in The Field
combines all the foreign features - natiomal and social - so he could
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hardly be accepted by the community anyway. The world nf the Bull is
built on such values of a past or passing form of living as cowmunity
feelings, belonging to one another and helping one another. Cbviously
these values become strongly devaluated and turn into their opposites
when helping one another comes to mean hiding the criminal.:

Another way in which the old and the new are juxtaposéd reminds one
of Yeats's ideas of the decay and degeneration of twman beings and of the
nation, especially as it is symbolically presented in Puryatory. There
the three succeeding generations show the growing degree of the
distortion and emptying out of human nature. The Bull in fhe Field, in
spite of his brutality, carries great potentials in him and is capable of
strong feelings. His son seems to have inherited only the brutality
without the feelings, and his relation to the land, as well as to his
would-be wife, is purely practical. This contrast in the play does not
lead to conflict, but makes the image of the changing world more complex.

One of the few seriouc discussions of the play, Stadler's book,
charges it with didacticism. (1978:74) It is true that the backwardness,
violence and cowardice in the 1life of rural communities is severely
criticized, and so 1is also the attitude of mistaking brutality and
anarchical passions for bheroism, the deception of the law out of
patriotism, and the utilization of the biassed historical understanding
of situations. Yet Xeane's treatment of the theme avoids one-sidedness
and didacticism. Instead there is ambivalence in the judgment of the
character of the Bull himself, and in the elevation of him as a late
remnant of a different order of existence and of a diffocrent value-
system.

The Field becomes an outstanding achievement due not to its formal
innovations - that has rarely been a strong feature of Irish drama -, but
to its vivid imaginative realism, its lively mixture of comedy with
tragedy, and its rich language. Keane's best plays are realistic "only in
the sense that the imagination and the sensibility give total assent to
the validity of the character" (FEEHAN, 1979:97). It is the sort of
realism that, while showing the particular, reaches out towards the
universal. This is achieved partly by forming the characters so that they

are flesh-and-blood, recognizable figures of rural Ireland, while also
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being archetypal, embodying some deep-down drives of human nature. Comedy
is introduced into the tragic plot mainly through langusage - a language
that has been the greatest luxury of even the most miserable Irishmen,
that has also been their compensation for hardships and their weapon
against the nothingness their fate would impose on them. The villagers
use this language in The Field as a weapon against the investigation of
the police and the priest; their verbosity is a source of a lot of comedy
but their skill is impressive. For outsiders - such as the policeman and
the priest actually are - there is no way to get behind this language.
With the disappearence of this old style of life in rural Ireland,
certainly the folk or peasant plays will disappear, too. The best of
them, however, can survive, not only as documents (although Keane's plays
would serve very well as that), but as powerful visions of certain forms
of human bebaviour, including distortions of feelings and relationships,
which often turn up in other circumstances or in different disguises, but
which always remain possible within human situations and processes come
to life; great passions or cool reason destroy their victims, values
clash, past and present collide. In this world reality and fantasy
penetrate into each other in such a way that the fantastic achieves

reality and reality is given a fantastic, larger-than-life quality.
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GADOCZI, ANDREA

WILLIAM BLAKE SZIMBOLIZMUSA £S A BIBLIA A "JERUZSALEM" C. MIBEN

A Jeruzsdlem (1B804--20) a maga kitel jesedett formdjaban kiozvetiti ne-
kiink Blake személyes {izenetét, koltdi érvelését. Mfg a Milton c. md
(1804--08) kozvetleniil a koltdi élet személyes és alkotdi valsdgdval
foglalkozott, addig a Jeruzsdlem mds midon retrospektiv: egy hosszud "ta-
pasztalds-dal", amely a binbeesés utdni dllapot kozmikus rajza. Szer-
kezete meglepden hasonlit Ezékiel konyvéhez, és az sem véletlen, hogy
mind utaldsaiban, mind hangvételében ez Blake "legbiblikusabb" mfive.

A mG mind a négy fejezete két ellentétes erdh fokozatosan élez6dd
szembendlldsdra éplil. Az 1. fejezetben ez a két erd Albion és Los. A 2.
fejezetben ez a szembendllds olyan folyamattd fejlodik, amelyben Los
megprobdlja a természet és torténelem ismétlodd korforgdsidbsl -- amellyé
Albion vélt -- vald megvdltds képzetét megformdlni. Ez a folyamat a 3.
fejezetben a Deizmus és Blake Jézus-koncepcidja kozoitti ellentétbnn kul-
mindlddik. EbbGl az ellentétblGl emelkedik ki a 4. fejezellien a tévhit és
az igazsdg tisztdzd szembedllitdsa, amely "kivdltja" az Utolss ftéle-
tet.

A szikségszer( erktlcsi vdlasztdshoz vezetd, fokozatosan élez8dd an-
titézisek {6 szervezdelvként vald alkalmazdsa emlékeztet a Biblia legfon-
tosabb proéfétai kionyveinek szerkezetére, ahol a torténelem szandékosan
keveredik a 1ldtomdsokkal a torténetekben; a valds események keverednek
azokkal, amelyek bektvetkezésétdl a proféta tart, ha a nép tovébbra is
ugy €1, ahogyan addig, illetve azzal, amit bekdvetkezni remél, amennyiben
az emberek felismerik, hogy forduldponton dllnask, és gondolkoddsmddjuk
megvdltoztatdsdval az eseményeket is befolydsolhatjdk. (1)

A Kozdnséghez cimzett elsd fejezet utdn mindegyik egy specidlis cso-
porthoz szél: a 2. fejezet a Zsiddkhoz, a 3. fejezet a Deistdkhoz, a 4.
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fejezet pedig a Keresztényekhez. Ez a széndékos négyes taéolédés egyben
azt is sugallja, hogy az egyes fejezetek cimei a kivetkezdk legyenck: le-
remtés, Megvdltas, [télet, Ujrateremtés.

Karl Kiralis szerint figyelemreméltd a hdrom valldés progressziv kap-
csolata az emberi élet hdrom 6 szakaszdval: a gyermekkorral, a felndtt-
korral eés az oregkorral, hiszen kimutathats, togy Blake szerint a zsiddk
a szellemi gyermekkor, a deistdk a felndttkor, a keresztények pedig vagy
az érett kor, vagy a szenilitds &1lapotdban vannak, attoél fiiggben, hogy a
kereszténység teoretikus potencidljat kihaszndl jdk-e, vagy sem. lUgyanis
Blake szerint a kereszténységet pontosan kell értelmezni és gyakorolni
ahhoz, hogy az érettség kordnak lehessen tekinteni, mdsképp az ellentmon-
déds a blinbocsdnat hirdetése és a busszidll4s gyakorlata kozdtt a szenili-
tds jele lesz. Ezzel szemben a gyermek és a zsidd egyardnt hiszi, hirdeti
és gyakorolja is a "szemet szemért, fogat fogért" szigord filoz6fid)dt,
nem is prdbdlva a bGnbocsdnat szinlelésével védeni tetteit.(2)

A md progredidldsst az mutatja, hogy az 1. fejezet dltaldnos beveze-
toként, egyfajta elgjatekként, nyitanyként szolgdl a kiovetkezd hdrom fe-
Jezethez. A blnbeesés torténetét mondja el, és mérlegell azokat az erd-
ket, amelyek segiteni, illetve gdtolni fogjdk az embert. (Ezt a tovabbi
fejezetekben kiilonféle vdltozatokban, részletesen kimunkdlva ldthajtuk.)
A bGnbeesés lefrdsa utdn az elsd fejezet olyan zlrzavarral ér véget, hogy
Jézust hivjdk segitségiil, hogy rendet teremtsen olyan stdcidk megteremté-
sével, amelyek megszabad{tjdk majd az embereket a bintdl. Eonek a terem-
tésnek egy kijeldlt ut lesz az eredménye Ulro-n, vagy a Vétségen (Error)
keresztiil, amelynek fobb stdcioit a kovetkezd hirom fejezet {rja le, és
amelyeknek mindegyike egy bizonyos stidcid filozofiai hibdinak az Osszeg-
zése: a 2. a zsidd valldsé, a 3. a deizmusé, a 4. pedig a kereszténységé.

Az elsd hdrom fejezet mindegyikének vége hatdrozottan eldkész{iti a
kovetkezd fejezetet. A kivant stdciok valdban megjelennek a 2. fejezet-
ben, de a fejezet végen megfogalmazott kérésre, hogy toroltessék el a
bntudat, a 3. fejezetben mindissze az a vdlasz, hogy Jézus megmnutatja,
hogyan 1lehet megszabadulni a bintudattol: ha mindenki mindenkinek felté-
tel nélkil megbocsdtja baneit. A 3. fejezet végén Blake hangsilyozza,



Iogy sziksegszerden jin 1étre o 27 g8, ciklusa -~ vagyis részietesen
analiz4lja az Addmmal kezd6dd és Luthervel veégzGd5 hdrom alapvets 81lapo-
tot. véglil az ember befejezi foildi Gtjat a stdcidkon keresztiil, kizelebb-
rol a 27 egyhdzeon keresztiil, a végtelenségbe. A mi azzal 2 reménnyel z4-
rul, hogy az evildgi életbdl az trikkévald élethe vezetd ciklus folyta-
tatdik.

Mint Karl Kirslis is megdllapitja, Blske-nek valdszinileg hdrmas oka
van arra, hogy a zsidd valldst az ember szellemi fe)jltdéséhen a gyermek-
kor dllapotdnak tartsa. Elsd és legnyilvanvaldbb oka az, hogy a keresz-
tény egyhdz a zsidd hitet tartja a legkordbbi valldsnak. Misrészt, emberi
viszonylatban, a gyermek is 3 biintetést tanulja meg hamarabh, mint a reqg-
bocsdtdst; elébb meg kell tanulni, hogy folismerje és gyGlol)je a bGnt,
ahhoz, hogy meg tudja tanulni mcgbocsdtani azf. A harmadik és legalapve-
tébh ok az, hogy a zsidd vallds lényege az erkilcsi tirvény -- az erkol-
csi  tirvényhez vald ragaszkoddst az Istenhez vald ragaszkoddssal azono-
sitjak -- amit legnyilvdnvaldbban a T{zparancsolat bizonyft. Ezen alap-
szik az emberi igazsdgszolgdltatds egész rendszere, amelyben a vadld, a
bird és 2 hohér alkotja Blake "pokoli hdromsdgst." Bzt a szigord, kodifi-
kdlt rendszert volt hivatva Jézus eltordlni.

Isten elégedetlenségét a zsidd valldssal legtisztabhban az Hzonviz
megielengss mutatja. Azt, hogy az ember is elégedetien a zsidd hitiel ab-
bral 18tjuk, hogy Albion kész meghalni, mivel {é1 embertdrsaildl, és mivel
reggyhzOdése, hogy Isten elhagyta Gt. VégsOd jele annak, hnay a zsido hit
it kell, hogy adja a helyét egy kivetkezd stdcidnale nz, bogy a fejeret

vége feld Albion remény ndlkiil hal meg, de ismét a Megvdltd karjaiban.(3)

Ujra emberi viszonylatokban szemlélve a dolgokat, a felnGtté csepere-
dé gyermek taljut 2 természetflittiségen, eljut az agnoszticizmushoz.
Blake kordnak agnosztikusai deistdknak nevezlék magukat, mivel természe-
tesnek tekintették Isten 18tét, még akkor is, ha soha nem avatkozott be
az 4ltala teremteti snyagi vildg mOkidéscbe.

Blake szembendlldsa a deizmussal mdr két elsd metszetében, s There's No
Matural Religion {1788 kgriil) és az All Religions are Cne-ban (1788 ki-

riil) is megjelenik. 1tt, a Jeruzsdlem 3. fejezetében megwuilatia, hogy a
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deizmus természetes d1lapota minden ember fe)16désének. Megmutatja, hogy
a deizmus hogyan fejleszti ki a héber filozdfidbdl a maga rovidldts
rendszerét, amely megGrzi annak a pogdny felfogdsnak a zsid6 vdltozatst,
mely szerint minden a vildgon vagy erény, vagy bn. (4)

Blake nem véletlenil vdlasztotta Bacont, Newtont és Locke-ot a deis-
tdk "gonosz hdromsdgdul", bdr Voltaire és Rousseau sem keriili el harag-
jat. Mivel Blake a deizmust alapvetden angol jelenségnek tartotta, ezért
a 3. fejezetben az angol dkort igyekszik érvényre juttatni, vagyis az 6s-
kelta maradvdnyokat és az Arthur-mondakidrbe tartozd alakokat.

A Keresztényekhez cimzett 4. fejezet az utolsd az orok haldlon 4t ve-
zetd Gt hdrom d1lomdsa kzott. Ahogyan az agnoszticizmus:-a zsidd valldsra
vald vdlaszként sziletett, gy a kereszténység az agnoszticizmusra vald
védlaszként fejl6détt ki. Blake megmutatja, hogy a hivatalos vagy torté-
nelmi kereszténységnek is megvannak a maga hibidi, amelyeket fiil kell is-
merni és el kell vetni. A tdrténelmi kereszténység gyenge pontja, Blake
szerint, a noknek tulajdonitott tuilzott fontossdg. 0 maga is kiemeli a
ndt a hdzi rabszolgasdg poz{cidjdbdl, és a férfi életének nélkiilozhetet-
len részévé, sot, annak inspirdcicjdvd teszi; ugyanakkor folismeri félté-
kenységét is, nemcsak a tobbi ndvel szemben, hanem a férfi élete munkdja-
val és az Orokkévaldsdg dltala érzekelt részével szemben is.

A 4. fejezet azzal kezdddik, hogy Albion fiai kirdlyndvé korondzzak
Vala-t, akit ok Rdhdbnak neveznek, mialatt Jeruzsdlem leldncolva fekszik,
alapjai porban és szemétben. (Ez a kép nem furcsa, ha tudjuk, hoyy Jeru-
zsdlem egyszerre asszony és vdros.) Ez4ltal egy milandd, anyagi vallds, a
raciondlis erkdlcs valldsa jelenik meg a kereszténység dlarcdban, mialatt
a keresztény vallds valddi szelleme elfoglalva, romokban hever. Réhab
eloszor megtagadja, hogy hatdrozott format ©ltson, mert fél, hogy kideril
a megtévesztés, de végill mégiscsak megjelenik a Kerubok kozott, melyek
Blake fogalmai szerint azonosak az Antikrisztussal; a vallds kiilsOségei-
vel annak lelke, tartalma helyett. Nemsokkal ezutdn Los kihirdeti a "Reg-
gel Jelét"”, mivel a bin erdi format oltottek. Ezutdn Albion felesége,
Britannia is megvallja féltékenységét, és azt, hogy az tnmegtartdztatdst
és az erkdlecsi torvényt hasznilta fel a férfi {6lott valé uralkoddsra.
Unkéntes vallomdsa utdn Albion kész magdéva tenni a kereszténység alapel-
vét, a megbocsdtdst, és amint ez sikeriil neki, djra osztatlannd vélik, és
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képes megsemmisfteni a Kerubot. fgy a habordskodd Zodk végre tjra egyet-
értésre jutnak; minden ember eggyé vdlik Albion személyében. (A férfi és
a né akkor vdlt eggyé, amikor Britannia Albion keblébe tért.) Végil Isten
¢s enber is eggyé vdlik, és minden a vildgon humanizdldédik.

Az ember, miutdn elérte a teljes érettség kordt, pontosan azért fog
djra bdnbe esni, mert szabad; de szabadsdgdval (Jeruzsdlemmel) és a koltd
segitségével djra kezdi majd a {6ldi életbdl az Oriokkévaldsdgba vezetd
ciklust.

Habdr a 2sidé hittol s keresztény valldsig progressziv ut vezetett,
egyfajta regressz{v haladds is megfigyelhetd, aminek célja, hogy a bin
formdt olthessen, és gy elpusztithatd legyen.

Mint ahogy a gyermek maga is apa lesz, és minden életkor magdban
hordja az eldzd életkorok jellemvondsait, ugyanigy tikrozik egymdst a Je-
ruzsdlem egyes fejezetei is; ugyanakkor 8ndlld egységek is maradnak, mint
ahogy a gyermek, a fiatalember és az érett férfi is "Egyetlen Ember”. A
legegyszeribb példa erre a visszatiikrdzodésre az, hogy a zsido hit igaz-
sdgszolgdltatdsdnak és erkdlcsi torvényeinek szigoru szabdlyai djra meg-
jelennek a deistdkndl, s6t, a kereszténységben is, am{g teljesen fol nem
ismerik és el nem vetik dket. (5)

Az ok, amiért Albion minden fejezetben eltordul, vayy clmenekiil az
isteni latomas eldl, mig Los végig attol fél, hogy az ember elhagyja majd
az isteni ldtomdst, és ezért megprdbdl ja megodtolini 6t ebben az, hogy
Blake felfogdsa szerint a torténelem minden szakaszaban az ember valdban
elhagyja az isteni ldtomdst, mig az alkotd mivész télti ot és megproibdl
segiteni neki.

Hasonldképpen magyardzhatd az is, hogy az ember mindhirom fejezetben
elbukik. Vagyis, a bGnbeesés az 1. fejezetben kezdodik, de megjelenik a
2. fejezetben is annak aldtdmasztdsdra, hogy a zsidd vallds nem az igazi
hit, a 3.-ban pedig azért, hogy megmutassa, hogy a deizmus sem az.

A Blake-i képzelderd ldtomdsa az emberi életet négyfelvondsos dramd-
nak 14tja: a binbeesés; az ember kiizdelme a blnbeesett vildghan (dltald-
ban ezt nevezzik torténelemnek); a vildg megvaltdsa egy isteni szdrmazdsu
smber d1tal, amelyben az orok élet és az orok haldl egyardnt diadalmasko-
dik; €s az apokalipszis. £z a négy felvonds megfelel a Jeruzsalem négy
részének is. (6)



- 62 -

A Kiozonséghez cimzett elsd rész szembedliitja a  Rdinboesést
Golgonoozdval, a mivészet palotd)dvel, Ortlornydval, ahonnan a 18thok
igazi formdjdban -- alvd dridsként -- tathatja a természetet. A Zsiddkhoz
cimzett miasodik rész a torvények kozitt é16 vildg latomdsst 4111tjia szem-
be azzal, ahogyan a Biblia kifejlodott s torténelembdl. A Deistdkhoz cim-
zett harmadik rész Jézus el jovetelét d111tja szembe a tan{tésaival szem-
beni ellendlldssal, amit a deizmus jelent. A Keresztényekhez cimzett ne-
gyedik rész egyszerre foglalkozik az apokalipszissel és az Antikrisztus
végsO epifdniumdval.

A Jeruzsdlem olvasdsakor két kérdést kell figyelembe venniink: hogyan
értelmezte Blake a Biblidt, és bogyan illesztelie ezt a Biblia-édrieion-
zést  angol kontextusba. Mint ahogyan azt Northrop frye is kifejti Fear-
ful Symmetry c. munkdjdban, ha a Jeruzsdlem-et a Biblia djra-alkotdsinak
fogjuk fel, azt tapasztaljuk, hogy a mi a teoldgiai pontossdgot szinte
tilszdrnyalva illeszti djra dssze a Biblia egyes részeit, szimholizmusa
pedig a bibliai és az angol mondavildg elemeinek kombindcidjdra épiil. fn-
nek két aspektusa a torténelmi, illetve a ftldrajzi oldal. Ez utdubi ki-
fe jezésmod jaban bonyolult, de alapelvét tekintve egyszerG. "Kdnadnt" egy-
szerGen megfelelteti Anglidval: Anglia hegyei megfelelnek a palesztin
hegyeknek; Derbyshire barlangjai megfelelnek Abrahim, Divid és Elids bar-
langjainak; London killonféle keriiletei megfelelnek a hibliai Jeruzsilemen
beliil Sionnak, Tophet-nek, a Hinnom vilgyének, stb. Még emnél is ponto-
sabb a megfeleltetés Tyburn és a Kilvdria-hegy kozott, valamint Bethlehem
és Lambeth kizott, shol Blake miivei legnagyobb részét {rta. Végiil Wales,
Anglia -- és ahol a szimbolizmus lehetfvé teszi -- Skdocia megyéit is
szisztematikusan felosztja Blake Izrael 12 torzse kizott.

Ami a torténeti aspektust illeti, a bibliai héber toriénelemmel par-
huzamos angol torténelem allegorikus l4dtomdsdnak alapja egy legendacik-
lus, amely Geoffrey of Monmouth-al kezdodik, €s magdban foglalja Britan-
nia betelepitésének torténetét, kiilonféle kirdlyi személyek kronikajat
(Lear, Cymbeline, Sabrina, stb.), Arthur kirdly hostetteit és Merlin pré-
fécidit. Ugy tOnik, Blake szamdra a legfontosabb forrds maga Geoffrey
volt, és Milton History of Britain-je (1670). Geoffrey torténetirdsdban
-- a8z Otestamentumhoz hasonldan -- nevek lajstromdt taldljuk, és mds, bi-
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zonytalan értelmd idtomdsokat; Merlin kétér telmi joslatai, folkldértoredd-
kek, kegyetlen asszonyi akaral (mint pl. Gwendolen), és mas, mozaikszer(,
de hatdrozottan szembettld elemek tinnek még fol. Ezen tulmenden Blake
azonos{tja az angol tirténelem legendabeli eseményeit azokkal a bibliai
eseményekkel, amelyek szerinte egyidoben zajlottak.

Ez a pdrhuzam sokkal gyakoribb az angol irodalomban, mint ahogy azt
gondolndnk -- kiilondsen abban az iddben volt ez {gy, amikor Geoffrey le-
genddit torténelmi hitelességieknek tartottdk. Ezek koziil a figurdk koziil
Arthur volt a legnépszer(bb a kiozépkortdl egészen napjainkig; de Blake-
et legfoképpen az érdekelte, hogy milyen szimbolumokat vehet &t Geoffrey-
t6l, amelyeket azutdn "rédhizhat" sajat Otestamenlum-értelmezésdre; és er-
re a célra az Arthur-mondakdr eldtti anyagot taldlts a legalkalmasabb-
nak. (7)

Tovdbb kiivetve Frye gondolatmenetét 1ldthajtuk, hogy Albionnak, csak-
tugy, mint Izraelnek, 12 fia van, és ahogyan lzrael fiai a hdtkiiznapi om-
beriséget Jelképezték, udgy Albion fiai is -- a koltemény nagy részén ke-
resztil -- az emberi természet kisértet-szerd aspektusdt, o személyiség
Osszességét jelentik. Izrael fiaival ellentétben Albion fiait mindig
ugyanabban a sorrendben nevezi neg Blake: Hand, Hyle, Coban, Gwantok,
Peachey, Brereton, Slade, Hutton, Skofeld, Kox, Koilpe és Bownn.

Nyilvénvald, hogy Albion fiainak mindegyikét megleleltette Blake J§-
kob egyik fidval, habar sosem ad errdl teljes listat; de Hand és Reuben,
illetve Skofeld és Jozsel kapcsolata kétségtelen. Jozsef volt Jékobnak az
a fia, aki siettette a binbeesést, és aki Juiddsnak felel meg a tanitva-
nyok koziil. 0 valdjsban Jikob tizenegyedik fia, Blake szimbolizmusaban
mégis a kilencedik. Reuben, lzrael legiddsebb fia, néha tsszes terstvérét
képviseli, és fgy Adamhoz haslonld szimbdlummd valik. Hasonléképpen néha
Albion Osszes fidt is a legiddsebbik, Hand jelképezi. Reuben és Hand igy
az 4&tlagembert és annak személyiségét jelentik; a személyiségéidl meg-
tisztitott Reuben a profétai képzelderdvé valna, amelyet ebben az esetben
Blake az egyetlen 6si brit proféta, Merlin nevével szimbolizdl.

Ahogyan Jézus és 12 apostola a képzelderdt jelképezi, amely Lejdrjs a

vildgot és kész elviselni mindenféle lilddztetést azért, hoyy a remény és
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élet {izenetét hirdethesse, tigy a bird és 12 eskiidt e ennek egyenes kigi-
nyoldsa. Bunyan Piligrim's Progress-ében (1678--84) Faithful tdrgyaldsdn
a 12 eskiidt mellett 3 vddld volt: Irigység, Babona és Hizelgés; és a Bib-
lidban, Jdéb konyvében is megtalédljuk ugyanezt a képet a 3 vadlérsl. Blake
szdmdra ez sokkal nyilvdnvaldbb szimbdluma az Antikrisztusnak, mint az
eskiidtszék, mert a Biblidban is a S4tdn elsGsorban vdadld, a Sitén lelke
pedig a tadrsadalomban "a ban vddja". Hand ilymddon megfelel Bunyan Irigy-
ség-ének, aki a kozépszerliség gydlolete a zsenivel szemben, ami a haldl-
nak felel meg a tdrsadalomban, bdrmik is a mozgatder6i, vagy gyakorlati

kovetkezményei. Coban valdszinGleg Bacon nevének anagrammdja, hiszen
Blake szdmdra a hamis tanock Usszegezése nem lebet teljes anélkiil, hngy
Osszefiiggésbe ne hoznd Bacon, Locke és Newlon "szenlségtolen haromssdgd-
val", akik koziil az utdbbi kettohoz Hyle, illetve Hand tartozik.

Ahogyan Hand az ingadozd, dlhtatlan Reuben-nel van kapcsolatban, gy
Hyle és Coban Simeonra, illetve Levire emlékeztet, Izraelnek arra a két
fidra, akik az erkdlcsi torvény két nagy intézményét jelképezik: a hibo-
rit és a valldst, pontosabban a gyilkos bossziidlldst és a dézsmaszedd
papsdgot.

Blake idejében Hand és Hyle a deizmus két fontos tartdpillére lett: a
jozan értelem és a természet filozdfidja, amit Voltaire, illetve Roussecau
munkdi testesf{tettek meg. Rousseau csak a jdzan ész kordbban alakithatta
ki a maga természet-koncepcidjdt, Voltaire racionalizmusdt pedig csak egy
olyan kor produkdlhatta, amely elfogadta a természeti ember jésdgat.
Blake ellenszenve Voltaire irdnt pedig legaldbb akkora volt, mint Volta-
ire csodédlata Newton és a deista Anglia irdnt. (8)

A Biblia kezdoképe a viz uralta kdosz, €s egy, a szellemi gyermekkor-
ban 1év0 emberpdr. De mire a Biblia végére ériink, feltdnik, hogy a kdnyv
kezdetén -- mint az epikai miveknél 4ltaldban, az "in medias res" alapjdn
-~ a cselekmény mdr meglehetdsen elérehaladott d§1lapotban van. Kronoldgi-
ailag Mozes I. konyvét meg kellene el6znie egy olyan eldjdtéknak, amely-
ben az osztatlan isteni €s emberi 1ény az izzd anyagbdl megformdlja az
egész lermészet kdrvonalait. Amennyiben eléggé ihletettek lennénk ashhoz,
hogy megalkossunk egy ilyen elfjdtékot, az nagyon hasonld lenne a Jelené-
sek Konyvének konkliuziéjsdhoz. Eszerint minden dolog az isteni embertol,
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Jézustol eredt, és Gbelé is té&r mejd vissza; az élet tel jes ldtomdsa kort
z4r be.

Ha viszont a Biblia ottt kezdddne, shol most véget ér, akkor zart kir-
ben mutatnd be a ldtomdst, a zdért kir pedig nemcsak a természetes ciklu-
sok végtelen ujraismétltdését sugallnd, hanem azt is, hocgy maga az élet
is ugyanilyen modon halad djra meg djra a blinbeeséstol az'apokalipszisig.
Blake szimbdlumrendszerében ez Urthona szellemének, a végtelen idG érze-
tének a gybzelmét jelentené mestere, Los [016tt, aki az idOonek mint onal-
i6 formdnak a latomdsa; és {gy végérvényesen elferditené az "drikkévald-
s3g" bibliai jelentését.

A Biblia végsd megértése a kinyv zard "anddja" és nyito "katodja" ki-
z6tti szikraban van; ha ez a rés nem lenne, a Biblia nem stimuldina a
képzelberot a megértés erdfeszitésére, amely Gjrateremt, shelyett, hogy
passzivan kovetné a ldtomds korvonaldt. Akkor értjik meg igazdn a Bibli-
dt, ha keresztiilliérkdzink ezen a Jelenések Kdnyve és Mdézes 1. kinyve ko-
z6tti sz(k résen, és akkor magunk alatt ldthatjuk a Biblia egesz, hatal-
mas latomdsgt: a létezés hatalmas kirforgdsdt a bonbeesett vildg megte-
remtésétdl s blntelen vildg tjrateremtéséig. Ha ezen a résen belil mara-
dunk, akkor belidl maradunk ezen a korforgdson, amely ezdltal ldtomdsuni
kiilsd felliletévé valik. (9)

Van még egy fontos kérdés, bdr ez nem keriil nyflitan emlitésre a mi-
ben. Miutdn Jézus ldthativd tette a bint a maga tdrsadalmaban, amivel az-
tdn sajdt pusztuldsat idézte eld, katondk fogtsk el egy kertben, hazadru-
lassal és istenkdromldssal, vagyis az egyhdz és az dllam ellen elkivetett
binnel vadoltak, és a.megkorbdcsolds, kigtinyolds és kereszirefeszités vé-
res ritusdval végezték ki. A zsarnoksdg hatalmas kereke dtgdzolt rajta,
és folytatta utjdt.
vezgetése kozben Anglia kevés prdfétdinak egyike is szembekeriilt egy ka-
tondval egy kertben, aminek az lett a kivetkezménye, hogy felségsértéssei
vadoltdk, ami felért az istenkdromldssal, mivel 411{tdiag azt mondta,
hogy "dtkozott legyen a kirdly", ami nyilvanvald sériés az fgyhdz Fejére.

Az eredeti, teljes biintetés az ilyenfajta felségdruldséct szintén véres
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ritus, amely felakasztdsbdl, kasztrdldsbsl és felnégyelésbil 411, A7 a
bizonyos kerék djra készen 4§11t, hogy mozgdsba jojjon, ezuttal azonban
valami "hiba" tortént. Blake-et szabadon bocsdtottdk, taldn mert a tdrsa-
dalom nem tartotta elég veszélyesnek. Akdrhogy is volt; mindenesetre
folytathatta munkdjdt. De ez a kis megingds, nyikorgés a gépezetben az
éles fiilnek taldn azt sugallhatja, hogy valahol hiba van; valami olyan
hiba, ami akdr dsszeomldshoz is vezethet. Taldn a kor valamelyik profé-
tdja (az, hogy Blake-e, vagy valaki mds, nem igazdn fontos) learathatja a
préfétdk végsd és igazi gydzelmét; azt a gydzelmet, ami a Biblidban csak
Jondsnak adatott meg (6 pedig nem tudta folbecsiilni e gydzelem jelentdsé-
gét): azt tudniillik, hogy a kiiszobon 4116 tragédidrdl széld joslata ha-
misnak bizonyul, mert hallgatnak rd az emberek, és negfogadjdk intelmeit.
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YADON, LEHEL

AZ MMERIKAL PURITAMUS JROUALOM MAGYARORSZAGUN

A magyar puritanizmus irodalmi termékei csak kis részben eredetiek,
tobbségiik az angol puritanus teolégusok1 miveinek forditdsai. Az ameri-
kai puritanizmus ihletd hatdsdval, a foldrajzi, nyelvi, {zlésbeli tdvol-
sdgok, a valldsi dokirindk és politikai gondolkodds kiilinbségei miatt, a
magyar irodalomban csak egy valldsos prozairéndl taldlkozunk. Koleséri
Samiel, a magyar puritdnus teoldgiai irodalom képviseldje, aki a legradi-
kdlisabb puritdnus kﬁzpontnak, a nagyvdradi kollégiumnak tandra, majd
Debrecen lelkésze volt, az 1677-ben Debrecenben kiadott Szent [rds Rama-

jara Vonatott Fél-Keresztyény cimd prédikdcios gyQjteményének eldljaré
beszédéhen Thomas Hookert (1586--1647) is megemlitelie forrdsai kozitt, a
valddi puritdn stiluseszményt képviseld "commecticuti liberdlis puri-
tant", aki 1636-ban megalapitotta demokratikus és szabad szellem( Cnnnec-
ticut telepiilését, #és megfogalmazta az elsd olyan gyarmatii a]kotményt,2
amely dnkormdnyzatrdél szél.} Es csupdn két amerikai puritén szerzordl,
Roper Williamsréil és Increase Matherrdl, valamint {rdsaikedl tuct )k, bogy
iényeges amerikai--magyar irodalomtdrténeti, vallds- és kultirtorténeti
kapcsolatokat reiterek magukban.

ROGER WHLLIAMS

A kivdlo reformkori torténdsz Horvédth Hihély,a akinek torténeticdss
uttord jelentdségh ds mindmdig forrdsértékd, nemzetiink erkiilcsi és értel-
mi fejlodését, a lelkiismeret, a gondelat és a szd szabadsdgdt vizsgdlva,
a tdrsadalom erkdlesi viszonyait, valamint az dllam és az egyhdz kapcso-
latat kutatva Jutntt el az "éjszakamerikai szivetséges dllamck tdrsadal-
mihdl  L8lesonziitt  'szabad egyhdz a szabad dllamban' nagy elvhez", amely
"egy ldng 1elkid, czent buzgalmi s torhetetlen erely( leikdsz, Williams

Rrgar, e nany eszmdnel  a vildgon elsd ﬁnnnend{tﬁje"s nevehey fGzddik,
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Az 38llamalap{té ¢és valldsijftd Roger Williams (1603--1683) 1631-ben, a
Mayflower utasainak partraszdlldsa utdn 11 évvel, és az Ujvildgban Uj Si-
ont keresG és Uj Izraelt alap{td elsd puritén honIoglaléR utan 7 évvel
érkezett Amerikdba. Salem népszerd, meg nem alkuvd lelkipdsztora demokra-
tikus elvei miatt GOsszelitkozésbe keriilt a puritdn teokrdcidval s ennek
kovetkeztében szamizték Massachusettsbdl. fgy vélt 1636-ban Rhode Island
telepiilésének és Providence vdrosdnak alapitdjdvd, ahol az angol levelle-
rek egyenldségét hirdetd elveit elfogadd és a baptizmus felé kizeledd
lelkész '"mindenféle lekiismeretnek", anglikdnoknak, katolikusoknak és
zsiddknak menhelyiil nyitotta meg birtokdt, hogy a gondolat és a gyakor-
lati élet logikdjat teljes egyenstilyban megvaldsithassa. Uj 41lamdban és
egyhdzkozségében valldsi tirelmet és tiszta, tokéletes demokrdcisgt alko-
tott, amelyben minden hatalmat maga a nép gyakorolt.

A humanista, felvildgosult és liberdlis fdpap és politikus Horvéth
Mihdly, nagyszdmi torténelmi és valldstorténeti érdeki cikkeiben és kiny-
veiben6 tanulmdnyozta az 4llam és az egyhdz elvi kérdéseit, és mind
valldsban, mind politikai gondolkoddsban elfogadta Roger Williams #&1lam
modell jét, s tandisdgként azt a magyar és az eurdpai térsadalmak figyelmé-
be ajdnlotta. Horvdth Roger Willjamsr6l {rt tanulmdnya az elsd konyv, €s
az elsd tudomdnyos igényG kismonogrifia amerikai {rérdél a magyarorszigi
amerikanisztika torténetében.

Horvéth Mihdly, pontosan szerkesztett és nagy Osszefoglald készaépgel
megirt dolgozatdban kovette végig a "mivelt, tevékeny, buzgd szellem(
Williams" kiizdelmes életutjét;7 az Ujvildgba érkezését, harcdt a puri-
tdn teokricidval, tildoztetéseit, Providence vdrosdnak és Rhode Island te-
lepiilésének alap{tdsat, bardtsdgdt az indidnokkal, békeb({rdi szerepét a
bennsziilottek és a gyarmatosok kozdtt, intézkédéseit 3 négerek rabszolga-
sdga ellen, valamint politikai és diplomiciai kiildetéseit.

A magyarorszdgi polgdri dtalakulds idGszakdban, a polgari haladds
ligyét keépviseld Horvdath Mihdlyt mindenekelGtt a "szabad egyhdz a szabad
dllamban" elv érdekelte, amelyben Williams a tel jes vallédsszabadsdg elmé-
letét fogalmazta meg, amely szerinte "a nyilvdnos béke és nyugalom leg-
fobb biztos{téka, minden szabadsdgok magna chartdja". Horvath Roger
Williams hitdj{téi és torténelmi szerepét és jelentdségét a kivetkezokép-
pen dsszegezte: "els6 volt a vildgon, aki az értelmi szabadsdg nagy tandt
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kikidltd, s annak elvén egy d) disamot alupria, gyakoriatilag bizonyftva
be annak egyediilli helyességét, ... korldtlan szabadsdgot kivan minden
vallds szdmdra, szabadsdgot a hivok ugy mint a tévelygdk szdmdra, teljes
szabadsdgot a gondulatnak és a nagy elv biztos{idsa végett az egyhdz és
Allam teljes kUlﬁnvélasztését,B ... 0 teljes életében forradalmi elve-
kat tanitott,9

eréllyel kezdé vitatni azon elveket, melyek az Egyesiilt-Allamokban ma mar

. kurtdarsait nmessze tdilhaladva nagy bdtorsdggal és

teljesen uralomra jutottak, Eurdpdban mindazdltal még tavel 411nak a gyd-
zelemtél."lo Dicsérte a torvényhozd és dllamalapiié tdrsadalmi igazsd-
gon alapuld torténetszemléletét, valamint a hitijité filozéfus logikai
kivetkezetességét, amellyel a "nagy elvet" létrehozta és magyardzta: "0 a
dolgok velejére hat, s azok természetébfl vonja kivetkeztetéseit, melyek
minden iddben, minden helyen, minden koriilmények kizt egyardnt valck és
helye"sek."]1

Horvdth Mihdly elsOként {rt Magyarorszdgon tudomdnyos alapossdggal a
fiatal amerikai gyarmatokon létrejott puritanizmusrél és az amerikai pu-
ritdn egyhdz szervezetér6l. A puritdn frazeoldgidt haszndld Williams dj-
kori szabadelv( eszméit szembedil{totta a puritdn teokrdcidval és szigord
bifrdlatot mondott a puritdn erkolcsiségrol és valldsrél. Hocovdth kiilong-
sen  fontosnak {télte Williams irodalmi ambfcidirdl is tandskodd érteke-
zéseit és vitairatait,lz amelyekben valldsi dokirindjdt fejtette ki, és

amelyekben “a keresztényl szabadelviség alapelvei oly tel jes kifcjezést
nyertek, hogy még wai napsdg is bajos volna az egyén és tdarsadalom jogsi-
16, az egyhdz €5 az 31lam kolcsOnos viszonyairsl oly merész tétett fo-
1411itani, mely ezen copicalokban ben van fegialtatdk, £zen alig ismert
puritén bolcseld kivetkezetességével még szdzadunk legszabadabb elvl pub-

w13

ticistdit is tdthaladja. Példaként idézte a magyar hitvitadk szelle-

mére és ékesvnyelvezetére anlekezteld vitaitatnpérbajt,la amelyét Roger
Williams és John Cotton az 1640-es években folytatott egyméssal.lS

Horvdth Mihdly 1lsnuindnya korara és nemzedékére vald visszatérd hi-
vatkozdsaival, kbzéiletd &8s egyben mivészi stilusa miatt is,16 Roger
Williams-féle értekezéss€, ropirattd vdlik az olvasd kezében. Mint leg-
toby mivét, ezt is azzal a hatdrozott célkitOzéssel frias, hogy hatni
akart nemzetére, tanitva, felemelve és lelkesitve azt.

A “szabad egyhdz a szabad dllamban” williamsi elvet Magyarorszégon
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elsoként Vurda kanonok, a gyfri kdptalan kivete képviselte az 1843, évi
orszdggylilésen, amikor az orszdg képviseldinek egyhangi helyeslése koze-
pette '"szabad orszdgot, szabad valldst, szabad egyhdzat" kivant mindenki
széméra.17 Horvdth Mihdly Williams-tanulmdnya megirdsdnak idopontja nem
véletlenil esett kidzvetlenil a kiegyezés uténi évre, amikor a polgdri 41-
lam- és Jjogrendszer kiépf{tése kivetkeztében a liberdlis eszmeék kovetel-
ménye volt a feudalizmus idején tsszefonddott egyhdz és d1lam szétvilasz-
tdsa, a polgdrok valldsi szabadsdgdnak és egyenjogusdganak érvényesfté-
se.18 A tanulmény el6szor 186B-ban a Budapesti Szemlében jelent neg,19 ]
jelentoséget és fontossdgdt bizonyitja, hogy még ugyanabban az évben
kényv formajdban is kiadtdk.2’ A konyv tovdbbi két tjrakiadésa is azok-
ban az években tortént, amikor az 41lam és az egyhdz kiziitti harc ki-
élezGdstt. Az 1873-as mdsodik kiadds tobb mint valdszindG, hogy annak az
1870-t61 1873-ig tartd fesziltségnek és vitdnak az eredménye, amely a
magyar 4llam 6s az egyhdz, valamint a Vatikan kizott folyt.2l HNyilvén-
valonak tanik az is, hogy az 1890-es évek elsG felében, az (jabb egyhdz-
politikai wvita kellds kiozepén, 1893-ban, a reformpdrti sa)ld tudatos po-
litikai céllal jelentette meg harmadszor is a Wekerle-kormany egyhdzpoli-
tika;2 reformja célkitizéseit és szellemét is tdmogatd Williams kote-
tet.

INCREASE MATHER

A Napnyugati India (De Successu Evangelii apud Indos in Nova Anglia,

Epistola ad cl. virum 0. Johannen Leusdenum, Linguae Sanctae in Ul lrajec-

tina Academia Professorem, scripta a Crescentio Mathero, apud Bostonien-

ses V. D. M. nec non Collegii Harvardini quod est Cantabrigiae Nov-Anglo-

rum Rectore, 1688) az elsd magyar nyelven megjelent 614116 amerikai tdr-
gyl kiadvdny és egyben az elsG magyar forditds amerikai szerzotol. A
nyolclapos kioinyvecske frdja Increase Mather (1639--1723), az észak-ameri-
kai brit gyarmati vildg egyik legkiemelkedobb tudds puritdnus teoldgusa,
hitszdénoka, politikusa és diplomatdja, pedagdgus, a Harvard College rek-
tora. A mi0 Increase Mather latin nyelvG levele Johannes Leusdenhez,23 az
utrechti egyetem tanirdhoz, amelyben beszdmol az indidnok megtéritésében

elért eredményekr6l. A levél kiozzétételének politikai és teoldgiai okai
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voliak, rendkivili népszerGséget viszont nem is elsdsorban irodalmi ércié-

ke, hanem érdekessége és tomirsége garantdlta, rivid id6 aiatt kizismert-

té vdldsdt pedig tobb nyelvre tortént lefordftdsa és kiaddsa biztositot-
24

ta.

A Napnyugati India 1694-es kolozsvdri magyar kiaddsa, hat évvel az

elsd londoni, ot évvel a francia, egy évvel az utrechti kiadds utdn és
két évvel a német nyelvd kiadds eldtt szt mutatja, hogy a magyar konyvki-
adds és szellemi élet, a kilfoidon iskoldzott Misztdtfalusi Kis Miklds
jovoltdhol ez id6 tdjt milyen gyorsan reagdlt a nyugat-eurdpai kulturdlis
eseményekre.

Increase Mather magyar nyelv konyvecske jét elsd fzben Szabd Kéroly a
Jeles forrdsfeltdré és rendszerez6 bibliogrdfus, torténetfrd és wifordftd
eml{tette?’
hivta fel ré.26 Behatdan Orszdgh Ldszlé tanulmanyozta a mivet s annak
magyar nyelvd kiadését.27 Rekonstrudlta az idok folyamdn silynsan meg-

1879-ben, filoldgiai irodalmunk figyelmét pedig Berg P4l

rongdlddott, a debreceni Reformdtus Kollégium Konyvtdraban orzott egyet-
len megmaradt példdny cimlapjdt, amely sokat eldrul az frids szerz0jérdl
85 tartaimdrél, valamint konyvészeti adatairél,28 Betdhiven kizdlte a
levél magyar nyelvii fordi{tdsdnak sz'dvegét29 és a cimlap hétoldaldn 1évd
rivid eldbeszédet, amelyben a magyar ford{id az amerikai gyarmatos{tds és
hitterjesztés torténeti elszményeirsl és az Ujvildg felfedesésérol frt. 0
Mather konyve egyetlen fennmaradt magyar g?ldﬁnyﬁnnk sarsdt o oml ke-

letkezésétol napjainkig nyomon tudjuk kisérni. Hollandidbol  hazatdérve
a kolozsvdri nyomddjat Ulzembe helyezve Misztdtfalusi mir az elsd évben

kiadta a Napnyuyati indiat, amely az elsG nyoic kiadvinya kizott szere-

pelt.32 Orszégh Lds216 toLb szempontot is lehetségesnek tartott, amely

Misztotfalusit az irodalmi szdndék nélkili ropirat, mifajat illetden
ténybeszdmol o, heiyzetjelentés, kiaddsdra késztethetle: a kiilorszdgi
misszidk, exotikus ndpek, indidnok irdnti érdeklddés Magyarorszdgon, a 3o
tizleti vdllalkozas teménye, az erdélyi és magyar nép latdkdrdnek, tudas-
anyagdnak novelése és a ndlunk is nagyrabecsult Leusdermek, hollandiai
partfogéya hirnevének ﬁregbltése.B} Orszagh Laszlo bizonyitdsi el jardss
3 forditd személyét illetden is logikus és hihetﬁ.Jh Arnak ellendre,
nogy a magyar cimlap nem nevezi nmeg egyértelmﬂen}s a forgitét, a "ko-
2hinségessé tétel" a "Magyar Nemzet kedvéért” feletténb valdszinGen azt

\
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Jelenti, hogy Misztdétfalusi nemcsak mint kiadd, nyomddsz és korrektor
kinyomtatta a konyvet, hanem az idegen nyelvG mGvet anyanyelvére 4t is
iiltette. Egyébként Misztdtfalusi tobbnyire megnevezte forditdit, ha nem
tintette fel a ford{td nevét, ami igen ritkan fordult eld, valdszinG azt
Jelentette, hogy 6 maga volt a forditd is. Jelenlegi ismereteink alapjin
nem tudjuk minden kétséget kizdrdan megmondani azt sem, hogy a fordité
melyik kiaddst haszndlta forrdsul. Az 16%94-es kolozsvéri megjelenés ido-
pontja kizdrja, hogy a kozvetlen forrds az 1696-os hallei német nyelv@
kiadds lett volna, az angol véltozatok szovegmidositdsai valdsziniitlenné
teszik, hogy az angol nyelv( kiaddsok szolgdltak volna forrdsul. Mivel a
magyar kiadds egészen jelentéktelen vdltoztatdsoktol eltekintve, szd sze-
rint kiveti az 1688-as londonit}6 és annak betGhG 1693-as utrechti kia-
ddsdt, biztosra vehetjik, hogy e két kiadds valamelyike volt a magyar
ford{to forrésa.

Mather konyve 1761-ben mér a Debreceni Reformdtus Kollégium konyvts-
rdanak a tulajdona volt,37 bar eldszBr csak az 1815-ben késziilt VIII.
58 A cimlapon taldlhaté feljeygyzés szerint 1704-
ben a konyvecske Piispoki B. Jdnos debreceni didk majd mezoturi lelkész
tulajdondban volt, aki valdszinGleg Szonyi Gergelytdl, a kollégium senio-
ratél kapta ajandékba.>’

A Napnyugati India egykord hazai visszhangjdrol semmiféle értesiilé-
siink sincsen.

kataldgusban szerepel.

Az Egyesiilt Allamok gyarmati korszaka mivelddéstorténete és irodalma
még ma is Ugyszdélvén "terra incognita" Magyarorszdgon. A magyar olvasdk
zome gy tudja, hogy az amerikai irodalom torténete csak a 19. szdzad md-
sodik felében, Mark Twain fellépésével kezdddik, de a téjékozottabbak is-
merete sem igen terjed ki az Edgar Allan Poe és James Fenimore Cooper
elotti irodalomra. A gyarmati korszak irodalmdnak megismerését mind a mai
napig neheziti, hogy hozzéférhetetlen az angolul nem tudd magyarok szdmd-
ra. Ez ideig csupdn két prézai alkotds John Smith kapitdny utazdsai és
cselekedetei 1580--1631 és Increase Mather Napnyugati Indidja, €s harom
vers, Anne Bradstreet Midon a hdzunk ldngban allt, *C .valamint Edward
Taylor Min dllt... "' és 38. elmélkedés cimi kolteményei®? olvashatok
magyar nyelven. De az angol nyelven megjelent egyetemi és foiskolai anto-
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16giakha is c¢sak az 19680-as svek vegén keriiltek be John Smith, Willi-
am Bradford, Cotton Mather, Amne Bradstreet és Michael Wigpiesworth md-

vei.43

1836-ban a Lliteraturai Lapokban jelent meg az elsd magyar 1rdn,44

amely alaposan és részletesen mutatja be az amerikai irodalmat és a je-
lentfsebb amerikai {rokat. Az ismeretlen szerz0 az amerikai irodalmat el-
560 egy-két évszdzaddban "az Angol literatura sarjazatanak" tekintette,
mert "Olly gyarmatok, mellyek nyelviiket valamelly miiveltebb tengerentdli
néptdl kdlesondzték, soba nem birtak sajat literaturdval. Legyenek jdrom-
ban, legyenek l4zaddsba, vagy felszabadulva, a' nyelv Ortkké az anyahon-

4
hoz csatol ja 6ket."’5

A fiiggetlen, nemzeti irodalom kialakuldsanak cka-
it és akaddlyait abban l4tta, hogy "az 6Oslakosok nyomrdl nyomra az erdok-
be 's Savanokba 1lettek visszatolatva, majd egészen eltiintek, a nélkiil
hogy nemzeti sajdtsdgaikat a' gyOzelmeskedokéihez elégesitették volna, 's
az ?éetddzs vadon fiainak Géniusza nem onté erejét az eurdpsi szellem-
be."

tet, cultust és hazdt; szellemének nem kindlhatott nagy és rejtélyns eqgy-

"Amerikdnak nem lehetett kiltdje, mivel nem adhatott neki nemze-

séggel, mellyel személyiségét elegyithette voina, az amerikai tarsasdy

még nem sziletett volt 's még most sem létez."A7 .

. ezen roppant tar-
tomdnynak literaturai kora még fel nem jott. Ott még a' szellem ugyan
azon mérlegben van, melly minden emberi kornyiileteket hasonlokksd tesz; a
kivédlasztott enberek slnémulnak, vagy eltdnnek; az értelem elsfiségei ele-
nyésznek. Amerika eddig megelégszik anyagi 's miiszeri szabadsdgaval. Min-
den individunmok neki most csak egy hatalmat képeznek -~ a' munkét.“aa
A tanulminy az amerikai irodalom kezdetét Cooper és Trving nevével jelzi,
s mint a legtébb 19. szdzadi magyar folydiratokban megjelent cikk, a
gyarmati korszak szellemi életét és irodalmdt Anglia kolidtkszindrjishoz
koti.

Ameriks gyarmati korszakdnak magyar nyelv( irodalma nem gazdag ugyan,
de kimagasid eredményei vannak. Horvdth Mihdly jelentds Roger Wiiliams-
tanulmdnya utdn szdz esztendeig nem sziiletett {rds az amerikai puritdnus
irodalomrdl  magyar szerzG tolldbol. Puritdn frdk nevével folydirataink
nldalain eldszor az 1880-as években taldlkozunk. Scotta Dezsd {rd elsd-
kent mutatia be Henry Dunstert, a Harvard College tudos rektordt, a Zsol-

tadrok Kinyvének fordftdjAdt, Anne Bradstreetet, a gyarmaiok elsd "hivata-



- 76 -

los" koltGjét, Cotton Mathert, salemi tuddés papot, versfrdt és boszor-
kdnylildozot, William Bradford tiorténetirdt és Mather Bylest, a bostoni
kiltot, az Orszdg-Vildg hasdbjain 1880-ban.*” Egy masik frénk, Erdélyi

Gyula A Budapesti Bazdr cimd folyéiratbanSO Ane Bradstreet személyes

hangi, de tartalmdban és gondolatvildgdban a puritanizmushoz kotodd ver-
seit dicsérte John Norton bostoni lelkész, a Harvad egyik vezetdje szava-
ival.51
Az észak-amerikai angol gyarmatok irodalmdnak nemcsak hazdnkban, ha-
nem hatdrainkon tudl is elismert tudds kutatdja Kretzoi Sarolta, a debre-
ceni, szegedi majd budapesti angol tanszék tandra, aki a magyarorszigi
amerikanisztika torténetében elsdként szentelte egész munkdssdgdt az ame-
rikali irodalomnak, és elsdként szerzett akadémiai tudominyos fokozatot,
kandiddtusi cimet amerikai irodalombdl, egy évtizedes hazai és egy éves
amg;ikai kutatomunka eredményeként {rta meg tudomdnyos igényG tanulmdnya-
it

Az amerikai irodalom kezdetei 1607--1750 alapos, sokoldald, uttord munka,

65 nagy osszefoglald mavét,”> a gyarmati korszak irodalmdrél.

nem is elsfsorban az uUj-angliai puritanizmus irodalomtorténete, hanem in-
kdbb kalsszikus kultdrtorténeti alkotds, amely egyetlen Gsszefiiggd folya-
matot, a puritanizmus irodalomelméletének kialakuldsat, virdgzasat és bu-
kdsat ©leli fol. Kretzoi Sarolta rekonstrudlta a korszak irodalmi 1égkii-
rét és eszmetorténeti hitterét, megvizsgdlta az dj korilmények kozott
létrejott irodalom funkcidjat, az irodalmi tudat alakoldsat, a miveszi
tudatossdg fejlédését, a puritdn irodalom "amerikaiségét“, valamint a kii-
16nbozo jellegG gyarmatok ideoldgiai-miveltséghbeli-valldsi orokségét, tu-
domdnyos vildgképét, dllam- és tdrsadalomszemléletét, amclyek meghatidroz-
13k a korabeli frds motfvumait. A m( magas szinvonald szintézis, adatok-
ban gazdag, élvezetes olvasminy, amely kiegész{tette, helyenként mddosi-
totta az amerikai irodalomtorténetirds kalsszikusainaksa megdllapftdsa-
it. A konyv alapos ismereteket nydjt a 19. szdzad nagy amerikai {rdinak
és a 20. szdzad hatalmas irodalmdnak megértéséhez.
Jelentés még Orszdgh Ldszlonak a gyarmati korszak irodalmdrodl frt
alapvetd b'sszefoglalésa,55 valamint Haldcsy Katalin56 és Maté Krisz-

’cinas7 részlettanulmanyai.



Jegyre tek

. Legjelentdsebbel: William Perkins (1558--1602), Lewis Bayly (?--

16313, William Ames (1576--1633). F fordftds-ircdalom egyiitt jart az
angol nyelv ismeretének elterjedésével a reformdtus egyhazi értelmi-
ség korében. Az angol puritan szerzok magyarra forditdsdnak, és az
angol valldsos kinyvek eredetiben vald olvasdsdnak igénye késztette
Komdromi Csipkés Gydrgyst az els6 magyarorszdgi angnl nyelvtan meg-
{rdsdra és kiaddsdra (Anglicum spicilegium, Debrecen, 1664).

2. Fundamental Orders (1639).

8.
9.

. Koleséri Sdmuel valoszinG angliai tartdzkoddsa folyamdn ismerkedett

meg az Amerikdba vdndorolt puritdn Thomas Hooker mlveivel.

. Horvdth Mihaly (1809--1878). B8olcseleti doktor, rdmai katolikus piis-

pok, a Magyar Tudomdnyos Akadémia tagja, a Kisfaludi-tdrsasdg elnoke,
a szabadsdgharc alatt vallds- és kizoktatdsliyyi miniszter. Irod.:

ERVIN: Horvdth Mihdly. Budapest, Mivelt Nép Kinyvkiadd. 1954.

. HORVATH MIHALY: Williams Roger a "szabad egyhdz a szabad &llamban

elv teremtfie s megtestes{tgje. Pest, Rath Mdor kiaddsa, 1868. 5. 8.

. HURVATH MIHALY: Pdrhuzam az Eurdpdba kil tézkodd magyar nemzet és az

akkori  Eurdpa polgdri s erkdlcsi miveltsége kozott., Fest, 1847, --

Hluszondt  év  Magyarorszdg  torténetébdl 10823-t6]1 1848-iy. Genf, Puky

ny., 1864. -- Magyarorszdg fiiggetlenséoi harczdnak toriéncle 1848 és
1849-ben. Genl, Fuky ny., 1865. -- A keresziénység elsé szdzada Ma-
gyarorszdgon. Budapest, R4th Mdir kiaddsa, 1878, -~ "Szilkség és sza-

badsdg a tdriénetben.” Athenaeum, 1838. II. félév, 53. sz. 833-B40.
-- "Gondolatok a torténetfrds theoridjadbol" Athenaeum, 1839. 1. fél-
év, ?22. sz. 337--341. -- "Az olygarchia hatca az slkotmdny ellen.”
Hazdnk, 1860. IT. évf. 1--37. "A magvar egyhdz fliggetlensépe szent
Istvén alatt.” Reform. 1870. 48--51. sz.

. Horvdth Mibdly utaldsa szerint Roger Williams életrajzi vonatkozdsi

adatait J. F. Astié 1B65-ben megielent jeles mnkdidhdl mecitette-
Histoire de la Pepublique des Etats-Unis.

HORVATH MIHELY: 3. m. Sé6.

Yo. 67.
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Uo. 25.

Uo. 55.

A valldsi vitairatok 1legfobb 17. és 1B. szdzadi amerikai miveldi Ro-
ger Williams mellett: John Cotton, Thomas tooker, Richard Mather,
Cotton Mather, Benjamin Colman és Jonathan Edwards.

HORVATH MIHALY: i. m. 47.

Kretzoi Saroltdt is a magyar hitvitdkra emlékeztette Roger Williams
gs John Cotton szdpdrbaja. KRETZOI MIKLOSNE: Az amerikai irodalom
kezdetei 1607--1750. Budapest, Akadémiai Kiado, 1976. 174.

John Cotton 1638-ban {rta Roger Williams Massachusettsbdl vald kitil-
tdsdt igazold pamfletjét, amelyre Williams Anglisgbdl vdlaszolt: lhe
Bloudy Tenent of Persecution (London, 1644). Cotton vdlasza: The
Bloudy Tenent Washed arnd Made White in the Bloud of the Lamb. (Lon-
don, 1647.) Williams vitaz4dré {rdsa: The Bloudy Tenent Yet More
Bloudy. (London, 1652)

Horvdath Mihdly és Roger Williams nemcsak torténelmi és valldsi elvi
kérdésekben vallottak hasonld nézeteket. Mindketten, mind {rdsaikban,
mind prédikdcidikban nagy gondot ford{tottak a tiszta, kiozérthetd,
gyakran mivészi st{lusra. Mindketten irtak egyhdzi alkalmi verseket
is.

HORVATH MIHALY: i. m. S.

Az Andréssy-kormdny programja, bdr messze elmaradt az azonos tdrgyban
intézkedd 1B4B-as torvényektdl, jelentds polgdri reformokkal korsze-
rs{tette a magyar 4llam- és jogrendszert. A kormdny hivatalba 1épése
napjan elismerte a polgdri szabadsdgjogokat: a sajtd-, gyiilekezési és
egyesiilési szabadssgot.

HORVATH MIHALY: "Williams Roger." Budapesti Szemle, 1868. XI. kitet,
91--147.

HORVATH MIHALY: Williams Roger "a szabad egyhdz a szabad &}}amban"
elv teremt6je és megtestesi{tbje. Pest, Rath, 1868,

1870-ben a vatikdni zsinat a pdpa kovetelésére kimondia a "pdpai
csalhatatlansdg” dogmdjat. A Vatikdnnak ez a lépeése azzal fenyege-
tett, hogy a pdpa nem enged beleszdldst a kormdnynak a piisptkok kine-
vezésébe, a papsdgot kivonja a vilagi torvények aldl, a katolikus hi-
veket pedig szembedll{tja az dllam liberdlis politikdjdval. A kormdny
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a vatikéni 1épésre a placeiem repiom feidjitdsdval valaszolt, amely
8vszdzados gyakorlat szerint a7 egybdzi gavadolmak Lelilldsdl, a pa-
pai bulldk kihirdetését a kirdly jovdhagydsdhoz kitbtte. £z tehdt a
csalhatatlansdni dogma kihirdetésének tilalmit jelentette.

Dedk Ferenc haldla elGtt utolss képviselthdzi beszédét 1873-ban
tartotta. Ebben mintegy végrendeletiil a liberdlis reformok kivetkeze-
tes megvalds{tdsdt, mindenchkelott sz egyhdz és az 4llam szétvélaszta-
sdt szorgalmazta.

1892. november 21-én  a Wekerle-kormdny bemnutatkozdsakor a legstirgd-
sebb teenddjét az egyhdzpolitikai reformok megalkotdssban jeldlte
meg. 1893-ban a "valldsiildozésnek" bélyegzett reformok elleni agitd-
cid, a vallédsi fanatizmus szitdsa fokrdl fokra erdsiddott. A kleriksd-
lis ellenzélk harcdnak nagy lendiiletet és bizonyos szervezettséget
adott a pdpa 1893 szeptemberében kiadott "Constanti Hungarorum" cimb
enciklikdja, amely aktfvabb harcra buzditotta a magyar egyhdzfoket,
erdtel jesebb befolydst kivetelt a politikai életben, és az if Yisdg
gondosabb katolikus szelleml valldsos nevelézétl szargailmazla. Az egy-
hazpolitikal kiizdelem lényegében 1894 végén befejezddidit. "A hazassa-
gi  dogrdl"  (1894: XXXI. tc.), "a gyerekek valldsdrol™ (1894: XX¥II.
tc.), Maz &4llami anyakdnyvekrol" (1894: XXXIII. tc.), "az izraelita
vallds recepcifjardl" (1895: XLII. tc.) és "a vallas szabad gyskorla-
t4rél" (1895: XL ITI. tc.) szdlo torvények haladd liberdlis alkotdsok
voltak, amelysk ha mogkésve és részlegesen is, 3 molgdri dtalakulds
egyik kovetelménysdt, az egyhdz és az dllam szétvdlasztdsidt valds{tot-
ték meg, ds valldsi tdren biztos{tottsic a poligdrl szabadsdgot.
Johannes Leusdesr (1624--1699) az utrechti egyetem keleti nyelvek ta-
ndra, alapvetd dszivetségtudomdnyi munkdk szerzoje, s legjobb héber
Uszivetség kiaddja

Increase Mather letin nyelv@i levelét 1688 ban kétszer is kiadtdk Lon-
donban. 1689-hen kiselbh valtoztatdsokkal segieient angol nyelven a
szerzorek The Brief Relation of the State of New England from the

planatation to this present year cimi munkd3idoan. Az Hjvildghan angol

fordftdsban eloszor 1691-ben  ldtott wapvildget Mathernek The

Toivmohs of Reformed Religiun in America cimd mGyvében. Hollandidban,

Hirechthen biroe Tatin nye v kiaddst is angdel 1893-ban, 1497-ben és
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1699-ben.  Francia forditdsa 1689-ben hagyta el a sajtdt. Az elsd
német nyelvG fordftdsdt 1696-ban Halleban nyomtattdk. Tudunk még egy
elveszett valamelyik indidn nyelvre tortént forditdsrél. Vi. Orszigh
Lészl6: "Misztétfalusi Kis és az elsG magyar kionyv Amerik4rél."
Magyar Konyvszemle, 1958. LXXIV. évf. 1. sz. 24.

Régi Magyar Konyvtdr. I. 1455. sz. a.

Berg P4l: Angol hatdsok tizenhetedik szdzadi irodalmunkban. Budapest.
Az Orszdgos Széchényi Konyvtdr kiadvdnyai, XXI. kotet. 1946. 177--
178.

Orszdgh Ldszl6: "Misztotfalusi Kis és az elsd magyar konyv Amerika-
rél." Magyar Konyvszemle, 1958. LXXIV. évf. 1. sz. 22-41.

A mi rekonstrudlt cimlapja -- a kikovetkeztetett hidoyza szavak s

betik asldhizdsdval negjelGlve -- betGh( misolatban és sor-elrendezés-
ben a kivetkezd: A Napnyugati ] INDIABAN | Melly MMERICANAban az UJ
I VILAGNAK - is neveztetik | Az UJANGLIAI POGANYOK KO Nl zott az
Evangéliumnak terjedésérol || IROTT-LEVEL || A Tiszteletes | LEUS-
DEN  JANOSHOZ l‘ az Ultrajectumi Academidban a Szent ll Nyelvnck Pra-
fessordhoz | CRESCENTIUS MATHERUSTOL Y Bosténiai Lelki-tanftétsl,
az Uj—Angliai l Cantabrigidban vald Harvard Collégiumdnak " 1gaz-
gatgjatol n Melly Anglidban elstbben 1688-ban, azutdnis egy—ll ne-

hdny izben; Az elmult esztenddben penig Belgiumbanis “ a Napkeleti
INDIABAN a3z Evangéliomnak hasonld u terjedésérol TROVT-LEVELEKKEL
egytitt | Dedk-nyelven kibotsdttatott. “ Mar most a Magyar Hemzet
kedvéért Ma- “ gyarrd fordittatvdn kozonségessé tétetett “ KOLOSVA-
RATT | M. T6tfalusi Kis Miklés 4ltal || 1694-ben.

Orszdgh L3sz16: i.m, 24--27.

Uo. 28.

A debreceni példdnyon kiviil még egy példdnyrdl van a kionyvészeti iro-
dalomnak tudomdsa, amely 1752-ben Bethlen Kata konyvtdrdban volt ta-
141haté. ULasd: Kerékgydrtd Elemér: "Angol szellem Bethlen Kata udva-
rdban." Angol Filoldgiai Tanulmanyok, IV. 1942. 94. Bethlen Katdtol a
példany a nagyenyedi reformdtus kollégium konyvtdraba keriilt, ahonnan
1849-ben elveszett.
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BUDAL, LASZLG

SOME BASIC ASSUMPTIONS UNUERLYING FOREIGN LANGUAGE TEACHIHG STRATEGIES

The history of foreign language teaching has been and continues to be
marked by controversy rather than by consensus about the best way, "the
one true way" to teach a foreign language. Linguists and methodologists,
traditionally grouped into two battalions -- the rationalists and the
empiricists -- have been attempting to convince one another about the way
foreign languages ought to be taught. Those who have become disillusioned
by the failure of the absolutists have written 'eclecticism' on their
flag. With this new "one true way" came a new kind of diversity within
the foreign language teaching profession. Without having a  common
yardstick, however, against which the outcomes of the various language
teaching strategies could be reasured no consensus can be arrived at
about the future directions of our profession (Omaggio 1983) and we are
working with only a set of working hypotheses for ourselves as foreign
language teachers (Strasheim 1976).

Instead of presuming to identify some “organizing principle" for
language teaching wivich would have the potential to revolutionize foreign
language education in come enduring way (Omaggio 1983), 1 will attempt to
clarify the basic assumptions underlying scme major foreign languags
teaching strategies. ‘ '

Being aware of the diifuseness of the notion 'strategy' in the recent
literature on various foreign language teaching methodologies, 1 do not
venture to give a viable definitinn of it. Throughout this contribution,
'strategy' will be used as a cover term for both 'method' and 'approach’,
as something that largeiy determines the why. the what, snd the how of
foreign language instruction.

Methods of and approaches to foreign languwage teaching and learning
have been constantly swayed by trends and developments in allied



- 90 -

disciplines, especially 1linguistics and psychology. Such influerice is
inevitable, since language instructiom must be based oh a cerlain view
of language and of language acquisition. In recent years, the trend
towards an interdisciplinary approach -- and away {rom theoretical
fragmentation -~ has become evident in many spheres. Foreign language
teaching methodology should encompass not only a study of the language
and its acquisition, but also insights glearned from various sources (Raz
1982).

Differences in strategies may be the result of (1) different theories
of the nature of language, (2) different types of language descriptions,
and (3) different ideas on language learning and language acquisition
(cf. Mackey 1965).

During the Middle Ages grammar was associated with logic, assuming
that grammar was dependent on logical analysis. Language was divided into
writing, speaking and thinking, which resulted in a close association of
the processes of thought and grammar. And as logic, i. e. lhe laws of
thought appeared to be universal, it followed that grammar was universal,
too; one grammar would do for all languages despite individual word
variations. Ignoring the characteristic differences between languanes,
grammarians modelled their description of a language on that of Latin.
The mediaeval concept of language had and has not even nnw crased tn
have far-reaching consequences for foreign language teaching and

learning. The Grammar-Translation Method, the outcome of the concept, can

be typified by the following:

-- collections of semantically unrelated sentences dominated by formal
grammar, whose main concern is the word and the sentence;

-- teh learning of grammar for grammar's sake (the knowledge of the rules
being more important than their spplications): the nemorizing of labels,
definitions, rules, and paradigms; the use of jingles for memorizing rare
exceptions to paradigms, prepositions, governments, etc.;

-- learning unstructured bilingual lists of words, which results in poor
retention, confusion of words and ideas;

-- practising rules, paradigms and isolated vocabulary items through
exercises in two-way translation;
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~- two-way transiation of texts of increasing difficulty (Foreign lexts
are seen as a sort of wunfolding confirmaticn of the grammar and its
rules.);

-~ the lack of oral work cor teaching pronunciation (which is limited to a
few introductory notes).

The ultimate goals of teaching a foreign language are (1) to enable
the learner to translate literary works, (2) translation into the foreign
language through 1he conscious application of rules of grammar, and (3)
knowledge about the language.

The developments in allied disciplines laying the foundations of the
Direct Method are (1) descriptive phonetics and (2) principles of
psychology to the learning of languages: the association of ideas,
visualization, and learning through the senses.

The main features of the Direct Method are as follows:

-- the primaey of speech; work on the spoken language which starts with
the study of sounds through the aid of phonetic notation;

-~ reading through roughly graded material written in a contemporary
style; the presentation of all reading matter orally;

-~ the use of written work in the form of reproduction exercises;

-- the exclusion of the mother tongue as a vehicle of instruction; the
abolition of translation exercises, and talk aboult the foreign tonguage;
-~ stressing the importance of imitation, intuition, rote memory,
associations and analoyy in the learning process;

-- teaching grammar points inductively by weans of examples and analoyy,
adopting techniques based on what happens when we learn the mother
tongue, teaching grammar through the “study of texts in the foreign
language, through visuasl demonstration and by situation;

-- the use of many new items in the same lesson to encourage normal
conversation;

-~ presenting new items of vocabulary in the context of the reading
passage;

-- the teaching cf meaning by inference; the teaching of concrete things
through objects, pictures ard gestures, and abstract onss through

definitons (i. e. through the association of ideas);
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-- oral teaching of grammar and vocabulary;
-- extensive listening and imitation until forms become automatic;
-- the use of dialogues and dramatization.

By emphasizing the importance of spoken language and discarding the
use of translation, the Direct Method was paving: the way for the
Audiolingual Method, which held sway in the 1950s and 1960s. The primacy
of speech over writing was also promoted by the work of cultural
anthropologists such as Sapir (1921), structural 1linguists such as

Bloomfield (1933) as well as behaviourist psychologists such as Skinner

(1957). The anthropologists' exploration of Indian languages involved
spoken raw material and required a descriptive method of handling an
unfamiliar language. This is the origin of American structuralism, which
considers language as a self-contained system of interrelated parts.
Units of meaning are discovered on the basis of formal patterning rather
than the explicit use of notional or semantic criteria. The theory of
learning underlying the Audiolingual Method is behaviourist; this views
language acquisition as a process of habit formation and conditioned
responses to external stimuli.

The Audiolingual Method places emphasis on the ceraful selection and
strict grading of structures, oral practice and repetition. The order of
presentation of the language skills are listening, speaking, readiog amd
writing. Grammatical structures are embedded in short dialogues which are
to be learred by heart; vocabulary is kept to a minimum. The presentation
of the dialogue is followed by choral, then individual drilling. Meaning
is viewed as secondary in importance compared to formal competence.
Pattern drills and substitution tables are often mechanical, although
they may also be followed by an analysis of grammatical points built on
the 1learner's knowledge of principal rules of grammar. This gives the
learner the intellectual knowhow to comprehend the given patterns and
discourages meaningless memorization. Special emphasis being laid on the
production of correct sentences, error is to be avoided at all costs as
encouraging the formation of bad habits. It is also assumed that the
majority of errors are due to the fact that languages are structurally
different and the habits of the mother tongue acquisition interfere with
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the iearning of new linguistic habits. Contrastive linguistic analysis is
therefore of great importance in the selection and arading of stuctures
for teaching putposes. Linguistic competence being the focus of interest,
little systematic attention is paid to the way stuctures can be applind
to communicative situations in the expectation that communication will
naturally follow. With +this approach the 1learner is able to produce
correct sentences, but in real situations the true test of communication
too often eludes him,

In spite of MNoam Chomsky's scepticism concerning ihe direct relevance
of 1linguistic and psychological theories to language teaching ("I am,
irankly, rather skeptical about the significance, for the teaching of
languages, of such insights and understanding as bas been allained in
linguistics and psychology" 1966: 43 ), his work gave added impetus to
the 'cognitive' reaction to 'behaviourist' theories of 1narhinn, vhich is
due to the emphasis placed on the creative aspect of languayge use and the
intrinsic organizing capacity of the mind. The fact that, according to
Chomsky we produce and comprehend new sentences on the basin of a Fimited
number of grammatical rules has given consciuos learning a  new
respectability, and has helped shift the emphasis from teacher-centred to

learner-centred strategies where problem-solving activities are of prime

importance. With communicative approaches the stress has shifted from
accuracy to fluency. Cognitive code learning claims  ihat  language
learning is the acquisition of rules, that individuals learn in different
ways and that errors are an  inevitable and useful aspect of learning,
informing the teacher about the learning strategies adopled by the
lesrner at various stages, and giving a sign of the learner's attempt to
communicate independently. _ .

In sum, in more recent strategies to Le discussed below, the learner
tas become the centre of interest, linguistic competence and accuracy
have given way to comnunicative competence and fluency, and errors,
presupposed by natural comnunication, creativity and tluency, receive
appropriate treatmeni. "The latest prodigy of the language teaching
world", one of the most powerful influences on foreign ianguage teaching
methodology has peen  the Communicative Approach, "a cover term for all

thuse approaches which have as their primary emphasis the development of
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the student's communicative competence. Thus s{tnational and
notional-functional approaches would be included; structural syllabuses
and grammar-translation methods automatically excluded" (Murray 1984:
135). Although theorists had bhegun to offer  the languane teaching
profession the notion 'communicative competence' based on linguistic and
sociolinguistic insights, methodologists were tardy in formulating the
new strategy. The eventual shift in focus from the teaching of linguistic
competence to communicative competence was facilitated by Wilkins' (1976)
notional-functional syllabus and Munby's work (1978) dealing with the
learner-centred aspect of the Communicative Approach (Murry 1984).

In one of the major publications of the Council of Europe Modern
Language Project (1980), we are provided with the outline of the

necessary components of a comnunicative syllabus in. which there is
primary concern for:

1. the learning objectives defined in terms of behaviour (The aim of
learning is always to enable the learner to do something which he
could not do at the beginning of the learning process.);

2. the situations specified in terms of roles, settings, and topics
(the situations in which the learner will need the foreign
language);

3. the socially and psychologically defined roles a language-user
will have to play;

4. the settings in which the learner will have to play ithe roles;

5. the topics the learner will have to deal with;

6. the language activities in which lhe learner will participale;

7. the language functions the learner will have to [ulfil;

B. the general and specific (topic-related) notions which the learner
will have to be able to handle (The learner will need the
ability to refer to entities - things, people, ideas, states,
actions, events, etc. - , to properties and qualities of entities,

and to relations between entities. The notions are largely
determined by the topics, though notions of properties and
qualities, and those of relations, are used more generally.);

9. the language forms (words, phrases, and structures) the learner

will have to be able to wuse in order to do all that has been
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specified;

10. the degres of skill with which the learner will tave to te able to
perform) in other words, how well he will have io be able to do
all that has been specified).

As Murray (1984: 136-137) points out the results of the Comunicative
Approach have not been as promising as expected, the Communicative
Approach is not without its problems. It is only diffeient from former
foreign language teaching strategies in that it replaces in inventory of
structures by a descriptive taxonomy of idealized language functions. It
is based on the faulty assumption "that whatever is presented to the
learner must be broken into a linguist's descriptive calegories and
subsequently will be learnt in the order in which it is presented". This
mechanistic view of the language learning process and the static view of
communicative competence disregards '"the naturalness, the spontaneity,
the dynamism and the creativity we know to be involved in everyday
language behaviour" as well as "the yenerative capacily that is the
defining characteristic of language (Chomsky 1965)".

The effects on second language acquisition reseaccit of the Chomskyan
revolution in linguistics have also created a vacuum as regards theory.
The inadequate behaviourist model of acquisition has been put aside, but
no new mwodel of language scquisition has been presented, which may be
attributable to the growing rift between transformastional-generative
grammar in particular and theoretical linguistics in general. This, if
true, is regrettavie, "since a theory of language acinmtisition without a
linguistic theory is doomed to inconsequentiality". The moust important
discovery in recent vyears to fill in the vacuum is probably Stephen
Krashen's coherent theory of second language acquisition. Krashen (1981,
1562a) submits five main hypotheses:

1. the Acquisition-Learning Hypothesis,

2. the Input Hypothesis,

3. the Monitor Hypothesis,

4, the Affective Filter Hypothesis, and

5. the Matural Order Hypothesis (Gregg 1984: 79).

The acguisition-learning distinction 1is based on the assimption that
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for rule internalization two distinct types of cognitive structures can
be postulated: "1/ those mechanisms that guide 'automatic' language

performance ... that is, performance ... where speed and spontaneity are
crucial and the learner has no time to consclousty apply Honguistic
mechanisms ... and (2) +those mechanisms that guide puzzle- or
problem-solving performance..." (Lawler-Selinker 1971: 35).:

A similar distinction can be made between informal and formal
learning. The former replicates the acquisition of the mother tongue by

the child. This approach emphasizes the importance of fluency,
understanding, conveying and acting on messages. The latter focuses on
vocabulary items, grammatical structures and lays special emphasis on
accuracy (White 1984).

Krashen's Acquisition-Learning Hypothesis states "that adults have

two independent systems for developing ability in second languages,
subconscious language acquisition and conscious language learning, and
that these systems are interrelated in definite way: subconscious
acquisition appears to be far more important... Language acquisition is
very similar to the process children use in acquiring f{irst and second
languages. It requires meaningful interaction in the target language --
natural communication -- in which speakers are concerned not with the
form of their utterances but with the messages they are conveying and
understanding. Error correction and explicit teaching of rules are not
(Krashen 1981: 1). Also,
conversation, ‘'practising speaking' does not directly aid foreign

relevant to language acquisition...'

language acquisition. It may be beneficial, however, indirectly, because
the student involved in a conversation is likely to get comprehensible
input.

Krashen's hypothesis has given rise to much controversy. He points
out that conscious 1learning need not precede subconscious acquisition,
but be does not show that it cannot, that the acquisition of a foreign
language cannot be facilitated by presentation of rules and explanations.
Maintaining that learning does not become acquisition is undermining the
principal foundation of the cognitive code theory, whose main plank is
that explicit knowledge through plentiful practice will get internalized
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into implicit knowledge.

Unfortunately, Krashen fails to define the teras 'conscious' and
'subconscious'  (Mclaughlin 1978). Boes 'conscious' entail 'incapable of
becoming unconscious'? Does 'subconscious' mean ‘not ancesaible Lo e
conscious' or ‘'not conscious at a given moment'? "If by definition the
'subconscious' is inaccessible, and conscious 'learning' is always
accessible, then Krashen's claim that 'learning' does not becoms
'acquisition' is of course trivially +true, but uninterssting. On the
other hand, if (some) unconscious knowledge is capable of being brought
to consciousness, and if conscious knowledge is capable of becoming
unconscious... then there is no reason whatever to accept Krashen's
claim, in absence of evidence" (Gregg 1984).

let us now go on to Krashen's Input Hypothesis. He says that the

Input Hypothesis may be the single most important concept in language
acquisition. His claim is dramatic: it is that those who receive
comprehensible input acquire language, whereas conscious learning does
not help acquisition. Although it may help the learner Lo monilor his
nutput, it is, essentially, a luxury (Hamer 1983). "The major function of
the second language classroom is to provide intake for acquisition. This
being a very difficult task, one could also say that the major challange
facing the field of applied 1linguistics is to create materials and
contexts  that provide intake" (Krashen 1981: 101). Som: further
requirements need to be added: (1) successful acvquisition requires large
nuantities of comprehensible input (it seems to take asbout two hours per
day for one year -~- about 700 hours --  to reach sedium lovels of
proficiency); (2) the input needs to be so interesting and relevant that
the acquirer actually {forgets he. is listening or reading in a foreign
language and is totally focussed on the meaning (He does not acnuire by
first learning the rules and then trying to use thewm: he scuyuires by
focussing on meaning. He is aided in comprehensicit by his knowledge of
the worid, by the context, as well as his knowledge of the language.);
(3) the input needs to get progressively more complex (The input needs to
he a roughly-tuned, 1i. e. language adapted to a level at which the
acquirer can understand what he hears or reads even theugh he may not
know all the items of language included.)
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In short, the input does not have to be grammatically seqnépnnd; it
Jjust has to be wunderstood. If it is comprehensible, and 1[$@ere is
enough of it, and if it 1is wvaried, it will contain everything the
acquirer needs (Krashen 1982b).

The fundamental claim of the Monitor Hypothesis is that conscious

learning is available to the language performer only as a Monitor ... and
makes only a small contribution to communicative ability, there being
several constraints on the use of the Monitor: (1) the performer must
have sufficient +time, (2) he or she needs to know the rule. Conscious
learning is therefore very difficult to apply to performance successfully
(Krashen 1981).

The Acquisition-Learning llypothesis also helps to interpret the Lerms
language asptitude and attitude. It has been stated that both aptitude and
attitude (i. e. affective variables) are related to foreign language
achievement, but are not related to each other. Language aptitude is

directly related to conscious learning, while attitude is more closely

linked to unconscious acquisition. According Llo Savignon (1976),
"attitude is the single wmost important factor in second lahguage
learning”.

Language aptitude can be defined in terms of (1) phonetic coding
ability (i. e. the ability to store new sequences of sounds in memory),
(2) grammatical sensitivity, and (3) inductive abilily. (Throngh this
third factor, foreign language aptitude is probably closely related to
general intelligence.) (Carroll 1973)

Attitudinal factors can either encourage intake or cnable the student
to wutilize input for acquisition. The Affective Filter Hypothesis,

originally proposed by Dulay and Burt (1977) says that the student must
not only understand the input, but he must also be 'open' to it. Many
people are thought to have an 'affective filter', a mental block that
prevents them from achieving competence in a foreign language. When the
filter is ‘'up', comprehensible as the input may be, it does not reach
those areas of the brain which are responsible for acquisition.

The following attitudinal factors are said to contribute to a low
affective filter: (1) integrative motivation /the desire to be like

valued members of the community; (2) instumental motivation /the desire
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to master a language for practical reasons); (3) personatity factors -

interrelated with motivatiornal factors - such as self-confidence (Jack of

anxiety, self-esteem, outgoing pershoes), attitude toward the classroom

and the {eacher, and an agnalytic orientation, which is relatable to

conscious learning.

The Natural Order Hypothesis claims that "Second language acquirers

acquire (not learn) gqrammatical structures in a predictable order"
{Krashen 1980: 169), which seems to be supported by a series of morpheme
studies. Krashen, however, does not make himself very clear on what
‘structure' is and makes no principled distinction between comparable and
non-comparable 'structures'. He has no linguistic theory to relate to the
data from the morpheme studies. In the absence of such a theory, there is
no reason to assume that, say, third person -s and progressive -ing are
comparable, let alone {r) and negation. Krashen seems to recognize that
"a strictly linear view of the natural order hypothesis, that there is
only one stream of progress that acguirers follow in strict sequence" is
incurrect. Rather, ‘"several streams of development are taking place at
the same time" (1982a: 53-54). "One definite consequence of allowing more
than one ‘'natural order', however, is to vitiate the Watural Order
Hypothesis" (Gregg 1984: B5).

The fact that no one knows what the 'natural order' is and that
Krashen himself seems to be in the dark aboubt it bas nol kept him aoed
Tracy D. Terreil (1983) from trying to adopt a strateygy based on lhe
Matural Order Hypothesis. Terrell's Natural Approach to foreign language

teaching can be typifled by:

-- extensive listening activities,

-- delayed speech,

-- massive vocabulary acquisition in early stages, and
-- miniinal error correction.

Well-founded as many of the criticisms of Krashen's hypotheses may
be, 1 must admit that there is much truth in what Eari Stevick, one of
his reviewers said, "potentially the most fruitful concept for language
teachers that hds come out of the 1linguistic sciences during my

professional lifetime... Krashen's theory really provides new insight

into  all areas of second language research and practice, challenging us
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to verify our approaches to foreign language taching. The use of
techniques sush as James J. Asher's Jotal Physical Response (Asher 1966,
1969, 1977), which is fairly consistent with Krashen's fnput Hypothesis,
may provide useful amounts of intake in the classroom. In Asher's

approach, the teaching material consists of series of actions in the
imperative. The 1idea of such series was originated by Francois Gouin
(1880) more than a century ago. Subsequently, in the 1920s, it was Harold
E. Palmer (1925), who introduced action series into the foreign language
classroom. Unfortunately, they eventually fell into'disuse. It is to
Asher that we owe thanks for the rediscovery of action series in the
1960s.

The key ideas in Total Physical Response are the fol lowing:

1. Listening comprehension should be developed in advance of
speaking. (According to Krashen (1981: 107) Total Physical Respnnse "does
indeed work: foreign 1language students, after 32 hours of TPR, had
significantly better listening comprehension scores than students in
'ordinary' classes after 160 hours, and scores onh other tests were about
the same.

2. Listening comprehension should be developed through movements of
the student's body. Students are required to respond to teacher commands
psysically and to give comands to evoke physical response by other
students (or even the teacher).

3. Students may remain silent in early stages, they should not be
forced to speak. After internmalizing some portion of the foreign
language, they will spontaneously begin to talk, which usually happens
after ten hours of comprehensible input.

A condensed description of the basic procedures of Total Physical
Response follows (cf. Seely 1981):

1. Setting up the situation, with props, before the students' eyes.
While setting up the situation, students are asked to name
objects.

2. Initial demonstration of series. The teacher dramatically reads

the series aloud while someone responds physically and emotionally
to his reading. Pantomime may also be used by the performer. The

demostration may be repeated once or twice.
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. Grouwp live action. The teacher tells the whole class/group to do

each of the actions in the series.

(The first three procedures. may be repeated several times.)

g

. Written copy. Yhis is the first time the students con sce the

series in writing.

. Oral repetition. Plenty of time may be devoted to pronunciation.

At this point meaning can also be clarified.

. Students giving commards - teacher and other students responding

physically.

. Students all working in pairs. The teacher goes round listening,

encouraging, approving, and helping.

now let us look at a sample of the series:

ICE CREAM AND T.V.

. Go 1o the refrigerator.
. Open the freezer.
. Get the ice cream out.

Close the freezer and the refrigerator.
Put some ice cream in a bowl.

Leave the carton on the counter.

. Go into the other room.

Turn on tha §.V.

.'Sit down and watch your favourite programme.

Eat your ice cream.

. When you're {finished, gu back for more.

. Oh no! The ice cream's melted! You forgot to put it away! What a

mess!

The Direct Melhod opposed to the Grammar-Translation Method, the

Communicative  Approach opposing the Audiolingual Method, Krashen's

fwpotheses denying the importance of conscious learning are all extremes,

which take root in a negation of the other extieme, and result in a new

state of imbalance between the different but coherent stdes of buman
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beings. Only a new perception of the individual can be expected to create
the equilibrium.

Many of the foreign language teaching strategies that have recently
surfaced are based on a new image of the individual popularized in the
1960s in the field of education by humanistic psychology (Maslow 1966,

1968), opposing both behaviourism and freudianism as well as cognitivism,

Both  behaviourism and freudian psychology reflect a view of the

individual as an essentially passive and reactive being, whose emotions,

desires and individual experiences are irrelevant, who 1lives in an
environment from which he is, in some way, estranged; cognitive theories
of learning emphasize the mind's innate capacity to understand and
organize experience meaningfully, sacrificing the affective realm of the
indivudual; humanistic psychologists, however, call for education of the
total individual. Humenistic psychology focuses on such distinctively

human  qualities as self-awareness, self-actualization, creativity,

valuation, choice, responsibility; it views an individual as unique,’
self-motivating, voluntry, and active rather than reactive; as a creature
and creator of a dynamic interaction with others and the worid; as an
indivisible entity, a whole person whose body, mind and emotions are in
harmony (Yoshikawa 1982).

In Suggestopedia, the individual 1is seen as a whole person. In this
approach, cognitive, conscious learning is as important as affective,
unconscious aquisition. When the individual has brain balance, i. e. when
the two halves of his brain, the logical left side and the intuitive,
creative right side are brought into harmony, there is a considerable
increase in the effectiveness of learning. "The basic premise embodied in
this approach is that each individual is potentially a whole being, but
ordinarily the individual views him/herself as less than. that, mainly due
to individual and cultural differences that reinforce different realms of
the human brain. Each individual is capable of restoring individual
wholeness through such techniques as breathing and listening to alpha
brain wave-inducing music." (Yoshikawa 1982: 393-3%94)

Although there has been considerable controversy over Suggestopedia,
numerous are also its advocates in many countries of the world.

Now let us look briefly at the introduction of one of the textbooks

.
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(Gateva 1978) consistent witn the latest requirements of fhe
suggestopedic system. lhis is what Professor Lozanov (willy whom I had the
luck to discuss some of the issues of Suggestipedia in Sofia in 1983)
finds important to say in the introduction to the textbook of the italian
language.

The material 1is drawn from life on a comunicative level. Following
the plot of the light didactic story, the students become familiar with
various aspects of the characters' psychology, with the characteristic
features of Italy and its ancient and modern culture; they penetrate into
the beauty of the foreign language. In this way difficulties of mastering
the language recede into the background and are overcome imperceptibly.

The textbook is consistent with the basis of suggestology, as well as
with the principles and technigues of suggestopedia. Its correct use
makes it possible for the teacher to help students to realize the reserve
complex, i. €. to learn the material with considerable ease at a creative
level and without wunpleasant fatigue, with no harmful effects on the
nervous-system, with favourable educational effects and with over-growing
motivation.

Besides giving the whole plot of the didactic play, the textbook has
the following new points, advantages from the standpoint of
Suggestopedia: A
1. Most of the subject-matter (8650 new words and considerablie part of the
essential grammar) is presented already in the first lesson. So use is
mde of the particular suggestive features at the first meeting, when
learning is the easiest. At the same time, the stixlents bave a wide
ctioice oi words, phrases, models and grammatical forms in all the classes
for the elsboration of the new material. They do not feel “"conditioned"
and restricted within the {ramework of a few words and models when
expressing their thoughts in the foreign 1language. In the following
lessons, the number of new words and grammar units decreases, so that
leapning them is easier.

2. The different parts of the sentences, as well as the vorc groups, have
Heen put in separate lines so that can be changed. In ihis way, hundreds
of (parts of) patterns of the spoken language that can te changed are

learnt more easily. Without falling into struturalism, patiecns are used
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imperceptibly, naturally, and usefully.

3. The visual aids in the textbook are connected with the subject-matter
and globalized. In this way, audio-visualization is carried out at a
semantic and double-plane level, with great 1liberty for creative
initiative, avoiding conditioning within the narrow framework of a small
number of visualized elements.

4, The wmusic and the words of the songs are consistent with suggestive
requirements for the emotional ‘'introduction' of important semantic,
phonetic and grammatical units.

5. Students are given translations of every lesson in the textbook in
order to grasp the starting vocabulary better and in order to satisfy the
needs of the students' cognitive process in the initial two phases of the
suggestopedic  process of learning: deciphering and active concert
session. 0On the second day, the translations are taken away from the
students. This is in line with the requirements for learning the foreign
language and for rapid transition to thinking in the foreign language.

6. The textbook can serve as a model methodical handbook (or compiling
other similar ones for the suggestopedic system of teaching and learning
foreign languages.

7. The text-book is for working with a teacher, who has been trained in
the suggestopedic system. During the second half of the course, students
are already trained to study independently as well. (Detailed
instructions for the way teacters and students should work with the
textbook are to be found in the methodical handbook for the whole
suggestopedic teaching-education-remedial system, e. g. Lozanov-Gateva
1981).

The textbook, the didactiﬁ story, is divided into eight parts:
Making an Acquaintance aboard the Plane,
. Waking up,
. The Eternal City,
The Seasons,
. The Months,
. At the Concert,
. Friendship,

~N N N W



- 165 -

8. Good Bye, Rome.

It contains some 2500 lexical items and ihe essential gramear of Lhe

Italisn language. The whole material is supposed to be acquired in 4
study periods per day for a month (24 days), by the help of a. good
teacher, who has high qualification in the subject, who is honest towards
the method, who is a clever, flexible, and artistic personality.
I conclude my contribution by saying that my purpose has only been to
provide a brief review of some fresh perspectives on the language
teaching profession for those not familiar with most current approaches
to foreign language teaching and learning. Although I subscribe to no
specific one of the recently formulated assumptions, my sympathies are
with an image of the individual as synthetic and twolistic in nature; and
I wish to suggest that some of our research efforts ought to be in this
direction. Acknowledging that there are caveats to be borne in mind when
adopting a strategy based on a view of the new beliefs, I am fully
convinced that many things that go on in the classroom are badly in need
of improvement.
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IRUBY, JOZSEF

SAJTOOLVASAS A NYELV- ES STILUSGYAKURLATOK ORAN

1. Hazai mddszertani szakirodalmunkban az tn. "advanced reading" ka-
tegdrid javal (olvasds haladd szinten) foglalkozd cikkek szdma nem tdl ma-
gas. Kasnya Sdndorné (1983), dr. Major Ferencné (1978), dr. Major ferenc-
né (19890). '

Sokkal jellemzObb, hogy az alapfokon vagy kezddfokon 4116 nyelvtanu-
16k olvasdstanitasardl, illetve a kozépiskolai nyelvtanf tisban torténd
olvasds tanitdsdval kapcsolatos cikkek 1dtnak napvildgot. Mi most (rész-
ben a hianyt 1is pdtolandd) a felsOoktatdsban végzett olvasdstanftdssal
kapcsolatos tapasztalatokrdl szeretnénk beszdmolni.

Tanszékiink, amely tandr-képzdo intézmény keretein belill amOkddik, kie-
melt feladatként kezeli a Jjovendd 3ltaldnos iskolai tandrok célnyelvi
képzését. Ezt az is bizonyftja, hogy a tanterv a képzés mind a négy évre
aldirdnyozza a nyelv- és stilusgyakorlatok oktatdsat. Ezen tantdrgy kere-
tein beliil szisztematikusan fejlesztjik mind az Irds, olvasds, beszédér-
tés, illetve kommunikdcids készséget.

E cikk sz olvasdsi készséy fejlesztésének kérddseivel foglalkozik,
természetesen figyelembe véve, hogy egyetlen un. nyelvi tevékenységi for-
ma (skill) sem tanithatd, illetve fejleszthetd csupdn onmagdtan, elszige-
telten.

5z0kebb  értelemben  foglalkozunk azzal, hogy haszndlhatdk fel angol,
illetve amerikai (jsdgokbol kiolldzott cikkek egyrészt az olvasdsi kész-
ség, misrészt egyeéb keépességek fejlesztésére.

Hapjainkban amikor (végre valahdra) a kommunikdcid kozpontd nyelvok-
tatds kordt &1jik, mintha kicsit hajlamosak lennénk elfeledkezni arrol,
bogy aki beszélni akar egy idegen nyelven, amnak elébb olvasni is kell, s
egyditalén nem keveset! Ha Osszeszdmolndnk, ahhoz, bogy elfogadbatd fo-
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lyékonysdggal és tolerdlhato hibaszdzalékkal beszél jiink egy idegen nyel-
vet, hdny oldalt kell(ene) olvasnunk, valdszinGleg egy kicsit maqunk is
megi jednénk, illetve bha mi magunk nem is, de a kezdf nyelvtanuldk koziil
bizony sokan, taldn egyszer s mindenkorra letemnék a tankonyvet, s valami
mis elfoglaltsdg utdn néznének. Hiszen kiilonbtzé tanulmdnyokbdl tudjuk,
hogy milyen sokszor kell egy szdval taldlkoznunk ahbhoz, togy akti{v szi6-
kincsiink szerves részévé viljék. Egy tobb szdz éves monddst a kontaxtus-
hoz alakitva, akdr tigy is feltehetnénk a kérdést: Mi kell (minimum!) a jé
nyelvtuddshoz? Természetesen olvasds, olvasds, olvasds. A kotelezd iro-
dalmak angolul valé olvastatdsa is ezt van hivatva szolgdlni. Maga az an-
gol Gjsdgnyelv meglehetdsen kiilonleges nyelvi réteget jelent. Kinnyen el-
képzelhetd, hogy az a hallgatd, vagy (mds, a nyelvet tanuld személy) aki
egyébként viszonylag jdl boldogul bizonyos irodalmi (netdn szakmai) szo-
vegekkel, egy angol tdjsdgba pillantva rogzton dgy érzi, hogy © bizony
alig tud valamit is angolul. Az angol (amerikai) ujsdgnyelvnek is megvan
a maga sajdtos szokészlete, szerkezete, szerkesztési mjdja. Arrdl nem is
beszélve, hogy er6sen konnotatf{v, hiszen egy-két szd, esctleg félmondat
olyan dolgokra wutalhat, amelyeket egy olyan személy, aki a célorszagban
nem toltott huzamosabb idot, nem tudhat, de amelyek az angol Gjsdgolvasoé
d11ampolgdr mindennapi tudatdnak szerves részei.

Az Ujsidgolvasdsra is igaz, ami egyéb szidvegek (kiilondsen szakszove-
gek) olvasésdra, illetve forditdsira, nevezetesen, hogy meglfelel ndlysd-
gl és frissességl hdttérinformicid nélkiil nem olvashatd, illetve nem for-
dithatd. Mindjart az elsd nehézséget maga a cikk cime jelenti. Egy-egy jo
cim 2--3 széban az egész cikk tartalmi saritménye lehet. Igy eshet neg
azutdn, hogy mig a "native speaker" (anyanyelvi beszéld) dtlapozza az (j-
sagot (scanning) és hingészi. a cimeket, hogy az érdeklddésének megfeleld
cikket megtaldlja, addig az ujsdgnyelvben jdratlan tanuld sok esetben ma-
gdt a cikket kénytelen elolvasni ahhoz, hogy "desifrirozza" a cimet! A
cimekre Jjellemzd tomorség -- mégha kisebb mértékben is -- végig kiséri
magukat a cikkeket is. Egy 5--6 soros mondat akdr 15--17 tényt is tartal-
mazhat. Nem csoda tehdt, ha legaldbbis kezdetben rejtvényfejtéssel ér fel
egy-egy Ujsdgcikk elolvasdsa, értelmezése.

A rejtvényekre fogékony olvasd élményei tovdbb gyarapodnak, ha az Gj-
sdghirdetésekhez lapoz. Taldnyos rovidi{tések fogadjdk, amelyek lehet,
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hogy éppen wlysn dolgot jeltlnek, aminek a létezéséral 8y csak nem is
tud az illetd. Nincs tehat hidny érdekes részletekbnin. CGondol junk csak
arra, hogy egy magyar tjsdq hirdetési rovata is memyi coomegdt tactogat
az értok szemnek.

Minthogy a beszédgyakorlat tantdargy oktatdsa meghatdrozott temstika
alapjan torténik, a cikkeket is természetszerfien ilyen elvek alapjdn va-
logattuk Ossze. Tehdt amikor pl. a film, a szinhdz volt sovon a tematikd-
ban, ilyen témdji cikkek keriiltek feldolgozdsra. Adotl esetben ezek film-
ismertetések, filmkritikdk voltak. Altaldnos kivetelményként tartottuk
szem eldtt, hogy a kivdlasztott anyag (bdrmilyen témdji is.legyen az) ér-
dekes, intellektudlisan stimuldlé legyen. Igyekeztiink dygy vdlogatini a
cikkek kozil, hogy azok nehézsége (most elsdsorban tarfalmi nehézségre
gondolunk) fejlessze hallgatdink értelmi, értelmezd képessegét is, s {gy
egyfajta szellemi kihfvist jelentsen szdmukra. tgyancsak fonlosnak tar-
tottuk, hogy a cikkek semmiképpen se legyenek szerkesztve, egyszerisftve,
"manipuldlva”, hanem dgy keriiljenek a hallgatok eld, ahogyan azokat az
Gjsdyiréd megirta. Nehdzség szerint sem végeztink semniféle csoporotost-
tést, szelekcidt. Lévén szd jovendd nyelvszakos tandrokrdl, elengedhetet-
len, hogy a hallgatdk minél nagyobb szdmban talglkozzanak {lehatdleg mi-
nél komplexebb) autentikus idegen nyelvi szovegekkel. A szovegek a kovet-
kezd (jsagbokbol keriiltek ki: The Times, The Guardian Weekly, The Morning
Star és a2 Christian Secience Monitor. Lévén kozdttik egy amerikal 4 )sdg
is, lehetdsdég nyilott arra, hogy a brit és amerikai angol néhidny sajdtos-
5dgat is szemigyre vegyiik. Az utolsd dltaldnos kritérium az volt, hogy 2
vilasztott szivegek minél irissebbek legyenek, segitsenele a hallgatoknak
~aktudlis orszdgismereti kérdések minél jobb megértésében.

2. A kivetlkezOkben nézzilk meg részletesen, helyenként példskkal is il-
lusztralva, hogyan, milyen gyakorlatok segftségével dolgoztuk fel az
egyes Ujsdgcikkeket.

2.1. El0sz0r nmwgukkal az Gjsdgcikk cimekkel foglalkoztunk. Mar emlf{tet-
tik, hogy az Ujsdgcikkek cimei mernyi probléma forridsai lehetnek. Az an-
gol djisdgnyslv egyik legszembedtlobb jellegzetessége, hogy a méveldk gya-
korlatilag tellesen hidnyoznak a cimekhi). Igen elterjedt o coviditégek
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haszndlata is. Pl.: Queen Opens New Hospital. Vagy: NZ Premier Slams IMF
PLAN. Ha teljes mondatokat formdlndnk ezekbdl a kivelkezoket kapndnk: The
Queen opens a newt hospital, valamint The New Zealand Premier slams the
International Monetary Fund plan,

Hadd emlitsiink még meg 3 jellegzetességet 1-2 példdval illusztrdlva.
Egyik ilyen Jjellegzetesség a past participium alak haszndlata a létige
megfeleld alakjdnak mellbzésével. Medical Ties With South-Africa Cut.
Ezen cim teljessé téve: Medical ties with South Africa have been cut.
Egy mdsik példank: 4 Killed ih M-Way Crash / Four people have been killed
in a motoruay crash.

Az infinitivus haszndlata jovGidejiséget fejez ki: US To Cut Supplies
To Freedom Fighters (The US is to cut sypplies to freedom fighters).
Avagy: TUC To End Ban On Talks With Employment Minister (The Trade Union
Congress is to end the ban on talks with the employment minister).

Els6dleges fontossdgui, hogy a cikkek cimei megragadjdk az olvasot,
folkeltsek érdeklddésiket. Ezért aztdn a cikk frdja a tibhértelmiségtdal a
sz6jdtékig mindenféle nyelvi leleményt felhaszndl. Ldssunk erre is két
példdt. Police Found Safe Under Blanket, Passengers Hit By Cancelled
Trains.

Azzal kezdtik, hogy mielott még cikkeket egydltaldn keziikbe kaptak
volna a hallgatdk, cimeket néztiink meg. Nagyon sok humoros dtlet szile-
tett meg[ejtésként.'ﬂa a hallgatdknak semmifdéle Gtletiilc nem vol b, termd-
szetesen adtam segitséget, de mindig csupdn nagyon kevés Gjat, azaz ki-
segitd informdcidt adagolva. A legfobb kivetelmény itt is az maradt, hogy
lehetOleg minél tobbet a hallgato fedezzen fel. Amikor ugy éreztijk, hogy
sikeriilt némi praxisra szert tenni a cimek megfejtése terén, a tanuldk
Hndlldan is préobdlkoztak cimek Irésévai, majd hozzdkezdtiink magukhoz a
cikkekhez.

2.2. A cikkeket szintén frontdlis osztdlymunka keretében, un. tel jes szd-
ismereten alapuld gyakorlatok segitségével elemeztiik. Az érdn a hallgatok
megkaptdk egy cikk fénymdsolt példdnyait (mindenki ugyanazét a cikkét),
amit aztdn kozosen olvastunk el. Ezeket a cikkeket a hallgatdk gyaskran
olvastdk hangosan is, gyakorolva {gy a fennhangon olvasdskor haszndlatos
intondcids formdkat. Ha ismeretlen nyelvi elemhez értkeztiink, megkértem a
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hallgatdkat, tingy tegyenek meg mindent annak érdekében, ingy a s76t s76-
tar nélkil "fejtsék meg". I1tt a hallgatd tdmaszkodhatott egyrészt nyelvi
ismereteire (szintaktikai, morfoldgiai ismereteire), masrészt a témdval
kapcsolatos esetleges informdcidra. Amennyiben semmi sew segitett, a ta-
ndr kovetkezett. Angolul magyardzta el a szé jelentését, :lletve szinoni-
mdkat sorolt fel. Arra biztattuk a tanuldkat, hogy ne ragadianak le egy
szondl, menjenek tovdbb, majd visszatérve (jra probdl gk megtaldlni a szd
jelentését.

Ez a modszer a3z esetek egy részeében sikerre vezetett, legaldhbis a
hallgatdk egy részénél. Ha az el6z0 kozelitések nem segftettek a tandr a
magyar jelentést is mellékelte. Miutian hasonld stflusban végigolvastuk az
illetd cikket, kovetkeztek a gyakorlatok. El18sz6r a hagyomdnyos compre-
hension (azaz tartalmi) kérdéseket tettiik fel, ellentrizve, fgy az illetd
cikk megértettségét. Majd a hallgatdk az 3 szavakat, kifejezéseket pro-
bdltdk alkalmazni Gj szitudcidkban. Ha azt mondtam a hallgatdknak, hogy
csupdn  szdban gondol janak ki mondatokat, helyzeteket, amelyekben a szdi-
mikra ) szavak eldfordulnak, sokan, enyhén szdélva nem vol tak nldy akti-
vak. Ezért a késObbiekben gyakrabban folyamodtam shhoz a megolddshoz,
hogy megkérten dket, (rjanak mondatokat, illetve szitudcickat. Hazi fela-
datként azt kaptdk a hallgatok, hogy a megismert szavak, kifejezések
egészen mds Jelentését is deritsek ol (szdtdr segitségével), és dgyszin-
tén  otthon irjanak velik mondatokat. Hamar nyilvanvalovd valt, togy ez o
feldolgozdsi forma sem nem tuil szorakoztatd a hallgatcknak, sem nem til
hasznos. Meg kellett orni a bagyumdnyos "kommunikdcid a tandri asztal
két oldala kozGtt" szitudcidt.
2.3. Feldolgozds parokban . .

Ebben a feldolgozdsi formaban két-két hallgato kapott weg egy Ujsdg-
cikket. Ekkor még minden pdros ugyanazt a cikket kapta. A {eldolgozas fé-
lig csoportmunka, félig frontdlis osztdlymunka keretében tortént. A pdrok
elkezdték olvasni a szoveget, ha problémdjuk akadt, azt eldbb eqymds ko-
z0tt kisérelték meg megoldani, majd v nem sikeriilt megolddst taldlni, @
tandr segitségével 1éptek til a problémdn. Az egymds kozoitti megbeszélést
természetesen angolul végezték. Itt kezdddott el az, ami késohb majd e
tényieges csoportmunkdban tel jesedett ki (3--4 f0s csoportok), hogy az
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Gdjsdgcikk mintegy o©nmaga nyelvi szempontbdl vett értekén tilmutatva
"conversational stimulus"-ként (beszélgetésre serkentd tényezoként) miko-
dott.

(A mikroszdmf{togépet nyelvtanftdsra felbaszndlé kollégdk is haszngl jak
gépeiket gy, mint mi az (jsdgcikket, tehat tdrsalgds "generdldsra". Ok
az eredményt spin - off - nak nevezik).

Természetesen volt némi kisértés a hallgatdk részérdl arra, hogy a
szoveg megbeszélését magyarul végezzék, de ez a mdsodik, illetve harmadik
alkalomra jelentdsen cstkkent. A szdveg elolvasdsa utdn a hallgatok tar-
talmi kérdéseket kaptak - most azonban mdr a pdrok adhattdk fol kérdései-
ket egymdsnak. Miutdn a tartalmi oldalt megbeszéltik, rdtértink a nyelvi
rész tovédbbi elemzésére. 1tt mdr tobb tandri segftségre volt szikséy,
hiszen d3j helyzetekben kellett alkalmazni a frissen negismert szavakat.
Kiilonbozd pdrok kiilonbozd szempontok szerint nézték meg a szoveget.

2.4. Kiscsoportos feldolgozds

A kiscsoportos keretben kétféleképpen dolgoztuk fel a cikkeket. ElGszir
mindegyik csoport (3--4 f6sek voltak a csoportok) ugyanazt a cikket kap-
ta, s mellé egy egynyelv( szotdart. A késobbiekben mds-mis cikkeket kel-
lett olvasniuk az egyes csoportoknak, és azokat bemutatni a tibbieknek.

2.4.1. Elsd varidcidként a csoportok tehdt mogkaptdk uvgyanazon cikk fdény-
mdsolt példdnydt és vele egy egynyelvld szotart. A hallgatdk kb. 80 %-a
még. nem dolgozott un. értelmezd szétdrral, {gy mieldtt elkezdtiik volna
magdt az olvasdst, néhdny gyakorlat segftségével megrpobAaltuk bevezetni a
hallgatdékat a szdtdr haszndlatsdba. Az angolul vald szdmagyardzatot mdr
alkalmaztuk, {gy tdl nagy nehézséget nem jelentett, hogy a szdtir is ezt
teszi. Mindazondltal eldszor megnéztik néhdny alapvetd szd meghatdrozés-
sat, lgyelve arra, hogy a kiilonbtzo széfajok mind képviselve legyenek.
Természetesen nem torekedtink arra, hogy ezen gyakorlatok koizben a hall-
gatdk "profi" szinten megtanuljdk kezelni a szotdrt. Ezt (is) volt hivat-
va szolgdlni a kezdetben csoportos szitdrozds. A csoportok kiilonbdzé
szempontok szerint nézték meg a cikkeket, majd miutdn mindegyik csoport
ismerte a maga "részeredményeit", Osszedllt az egész cikk. A teljes cikk
ismeretében aztdn elkezdhettiink beszélni az érintett kérdésr6l. A hallga-



tok igen szfvesen nyilvanftottak véleményt. Ugyeltiink perszo, hogy mikiz-
ben olvassdk, illetve "fejtik" a sziveget, az angol nyelven beszel jenek
egymdssal .

2.4.2. A masodik varidcio az, amikor a csoportok kiilonbozd cikkeket kap-
nak kézhez. Amikor a csoportok az olvasdssal, illetve sziivegfejtéssel
készen voltak, eldbb az egyes cikkek nyelvi részét tértik tdrsaik elé.
Egy-egy komplikdltabb 526, kifejezés felkeriilt a tdbldra is. Az esetek
tobbségében az angol nyelvi magyardzat és/vagy a szd szlkebb, illetve t4-
gabb szovegkirnyezete elegenddnek bizonyult a megértéshez. Ezutdn a mun-
kacsoport egy mdsik tagja a szoveg tartalmi ismertetését viégezte el. A
bemutatdt végzd kis csoport tagjainak médjuk volt ellendrzd kérdéseket
feltenni tdrsaiknak, illetve a tobbi munkacsoport tagjai is tehettek f&l
kérdéseket a szdvegre vonatkozdan. Minthogy a cikkeket tematikus szempon-
tok figyelembevételével kaptak a hallgatok, mid nyflott arra is, hogy
egy-egy kérdést tobbféle (jsdgLol vett cikkek segftségével koriil 3arcjunk,
nézeteket {tkdztessiink. Szerencsésebb esethen a hallastdknalc kilzve tien
élményei is voltak a cikkekben tdrgyalt anyaggal kapcsélatban. Ez pl. ak-
kor fordult eld, amikor filwkritikékat olvastunk, és a diékokﬁiﬁtték.a
filmet. v -

Még érdekesebbé tette a feldolgozdst, amikor a munkacsogport, mieldtt
ismertette volna a cikk tactalmdt, annak csupdn clmdt draliln el Ftyenkor
mintegy barkcéha jdtékra keriilt sor, a didkok kérdéseikkelmkﬁzalftettek'a’
cikk tartalmdhcz. Fz anndl- is ¢rdekesebb volt, mivel egyhen afbemutaiést
végzd munkacsoportot is ordbira tetts abbol a szamponlhéi, Iugy Ok négUk

mennyire alaposan értették meg a cikket.

3. Amikor valamit tanftunk, tesztelniink is kell utdma. Igy tortént ez eh-
ten 37 esetben is. A feleletekhez a tanulok kaptak egy Gjsagcitket és egy
egynyelvid szotdrt. Mig mi a csoport tobbi tagjdval frontilis monlka kere-
tebsn foglalkoztunk, addip a kijelBlt hallgatcdk felkésziiltek a cikk. nyel-
vi #s tartalmi ismertetésére. Az osztdlyozdsi szempontck, természetesen
nem voltak forradalmian ﬁjak; ElsOsprban arra kaptdk a fannlék a jegyet,
hogy milyen nyelvhelyesséogel laperiettek a cikket.

Az egynyelvll szotdr kiepdsz{td csi&ﬁzként szavepell, illetve azérd,
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hogy azok a hallgatdk, akik még nem jsmertck, vagy ismerték, de idegen-
kedtek haszndlatdtdél, megbardtkozzanak vele. Igyekeztiink a hallgatdkat
rdvezetni, hogy az egynyelvi sz6tdr segitségével biztosabb, sokrétihb
nyelvtudds birtokdba juthatnak. Sajnos a hallgatok tobbsége csupdn a
tobblet erdfeszitést érzekelte mindebbdl, s nem azt a pluszt, amit az
ilyen szdétdrak rendszeres haszndlata jelent.

F6 célunk az volt, hogy kiilonbozd olvasédsi stratégidkat alakitsunk ki
hallgatdinkndl, erfsitsiik azt a képességiiket, hogy a szovegkdrnyezet, va-
lamint hattérismeretek segftségével minél tibbet értsenck meg rgy olva-
sott sziiveghtl. Ugy tGnik, hogy azok a szavak, amelyeknek jelentését si-
keriil a tanuldknak a szdvegkdrnyezetbdl mintegy kihdmozni, jobban rogziil-
nek mint azok, amelyeknek jelentését a tanuld a szdtérbdl azonnal kinézi.
Ugyancsak a szd rogziilését segitette az, hogy a szavak lehetséges mds je-
lentéseit is foltartuk, és igyekeztiik begyakorolni. Az ordk annal érdeke-
sebbek €és sikeresebbek wvoltak, minél inkdbb a tanulok jdtszottdk a fo
szerepet. Ilyenkor a tandr csupdn karmesteri szerepet toltott be, ha egy-
egy parbeszéd, vita, ismertetés befejezO6dott, akkor a tandr Jjra mozgdsba
hozta az dra gépezetét.

Annak érdekében, hogy konnyebh legyen a szboveg tartalmdt felhaszndlini
ismeretlen szavak Jelentésének kikivetkeztetésére, egyes olyan cikkek
el6tt amelyeknek témdja véleménylink szerint az dtlagosndl tdvolabb 411t a
hallgatdktsl, bovebb hiattérinformdciot adtunk. Fzek a bovebb hdtlerel
igényld cikkek f6leg olyan teémskorokbol kertiltek ki, mint a politikai
elet vagy a tudomény.

4, Amellett, hogy kilonbtzd szovegktzelitési stratégidkat tanitottunk
hallgatdinknak igyekeztink minél inkdbb a szdkincs fejlesztés eszkozévé
is tenni a sajtdolvasist.

Usszefoglalva négy 1épést emlithetiink, amelyekben keresztiil egy 4j
526 interiorizdldsa torténik:

a) a jelentés kikovetkeztetése szovegkornyezet alapjan;

b) egynyelvii szdtdrban nézzikk meg a szt (tovabbi jelentések)

c) rogzitjik a szoeldforduldst az eredeti mondatban (esetleg tgy,

hogy megtanul juk magdt a mondatot);
d) 43j mondatokba, szitudcickba helyezzik a szot.
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Az utolsd lépés a legfontosabb, hiszen itt torténik meg oy (mdr amennyi-
ben az 1ij mondathan helyesen van haszndlva a szd), anit az U3 526 végle-
ges birtokbavéielének nevezhetiink, azaz itt vdlik a szd a tanuld dllandé
szdkincsének aktfv tagjdva.

Mint eml{tettiuk, csoportmunka sordan a tandr csupan karmester szerepet
tglt be. J6, hogy ezt sikerilt elérni, mert egyébként a didk le sem veszi
a szemét a tandrrol dra kozhen, még akkor sem, ha agyébként tdrsainak
magvardz. Az a tény, togy a tandrt sikeriil kivonni a figyslem kizéppont-
jdbol, sokkal valdsdghibbé és természetesebbé tette az 6ra alatti kommu-
nikdciot.

A kis csoportokban torténd feldolgozéds sordn a tallgatok -- a miar em-
1{tetteken kiviil -- egyéb feladalokal is kaptak.

Példdul: keressenek olyan szavakat, amelyekkel a cikk irdja az olvasé ér-
deklodését igyekszik felkelteni, illetve ébrentartani. Vagy: keressenek
olyan szavakat és kifejezéseket, amelyekkel az U)sdgird argumentdl.

Tovdbbi eldnye a csoportos feldolgozdsnak, hogy az egydbkant gitlda-
s0s, ritkdn és nehezen megnyilatkozd tanuld is kinnyebben sktivizalhata.
Az, aki nem szdlal meg az egész csoport elott, megszolal a kiscsoportban,
&5 ez a kizbiilsd 1épés huzzdsegiti ahhoz, hogy az egész csoport eldtt is
merjen teszélni.

Ugy véljik, hogy a fontebb lefrtakkal mindenképpen tovabbgondolkodds-
ra érdemss, elGremutatd tapasztalatokrdl szdmoltunk be.

Hadd z4rjuk nos sorainakat Krashen egyik axiomdjdvsl:
"REAGING 1S THE ONLY WAY™

(Ami magyarul armyit tesz: Hincs mds 1it, mint az olvasds.)
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KOVACS, EVA

THE HISTORY OF TEACHING VOCABULARY

The proliferation of approaches and methods is a prominent
characteristic of the history of foreign language teaching. The
establishment of new classroom practices and approaches to designing
language programs and materials reflects a commitment to finding more
efficient and more effective ways of teaching languages. The main aim of
this paper 1is to provide an account of some trends in language teaching
beginning with the direct method through the eclectic, the linguistic
approach, the contextual, the audio-visual and the hilingual method to
the conscious-practical method concentrating on teaching lexis.

Teaching vocabulary has always been a neglected field of foreign
language teaching though recently more and more atterntion is heing paid
to the problems of vocabulary in foreign language teaching and a steadily
growing amount of work is beginning to challenge assumptions that have
relegated vocabulary teaching to a secondary pustition in the priorities
of 1language teaching. OQCespite this, even in the popular best-selling
communicative coursebooks such as the STRATEGIES series (Brian Abbs and
Ingrid Freebairn, 1975-82), there is still a prevailing assumplion that
the 1lexical burden wmust be kept to the minimum and new lexis is still
largely subordinated to structural and functional patterning i practice
and production. The new lexical items are not reinforced and practised in
vocabulary exercises and this overall lack of lexical emphasis continues
throughout the books with the view thal vocabulary will accumulate
incidentally.

The main concern of this paper is to present an argument for the
importance of vocabulary teaching and highlight what kind of a role
vocabuiary teaching has played in the history of foreign language
teaching with the hope that it will help both teachers and teachor
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trainees to arrive at their own judgements and decisions and integrate

them in their everyday practice.

I. THE DIRECT METHOD

The direct method was introduced into modern language teaching at the
end of the 19th century. It +turned against the grammar translation
method of teaching the Greek and Latin languages.

One of the most important principles of the direct method is the
primacy of the foreign language and the exclusion of the mother tongue
with the one precondition that monolingual semantizising should be used
only when it 1is not a waste of time and is clear and unambiguous. This
method  teaches grammar inductively and it was this method which
introduced the teaching of phonetics into foreign language teaching. An
extremely important requirement is the emphasis on oral production and
the texts for oral practice should meet the pupils' needs and Interests
and they should be taken from everyday life. As far as translation is
concerned the represantatives of the direct method are divided in their
views but most of them object to translation as thinking in the mother
tongue is an obstacle to oral production.

As we will see later on the representatives of the other different
methods adopted and refined quite a lot of the methodological principles
of the direct method which can still be ragarded valid.

The founder of the direcl method was Withelm Vielor., His min work 1s
Der Sprachunterricht muss umkehren which was published in 1B882.

A language lesson is built up by Vietor like this:

1. The pupil hears first only the phonetic form of the language
while his book is closed.

2. After having read the text several times the teacher semanticizes
the unknown words. Vietor recommends the combination of the
following ways of conveying the meaning:

the use of - pictures
- objects

- actions



These ways of semanticizing are still used in foreign Tanguage
teaching.

3. Now the pupil can see the written form, too. They read the text
and translate it into the mother tongue.

4. The next step is a free conversation between the teacher and the
pupils on the text while the books are open.

5. After this conversalion the majority of the pupils are able to
tell the story while ihe books are closed.

6. At the end of the lesson the teacher writes the written form of
the new lexical items on the blackboard and the pupils copy them
into their exercise-books.

It seems, however, doubtful whether all this can be done in a single
lesson and whether all the pupils will be able to tell the story at the
end of the 1lesson. Vietor's greatest merit is that by emphasizing the
priority of listening comprehension and speaking over reading and writing
he preceded the oral approach.

The English representative of the direct method was Henry Sweelb. Tt
was OSweet who laid the linguistic foundation of the first scientific
method in his The Practical Study of Languages which came out in 1899.
The main categories of his method are:

1. selection

2. limitation

3. acrrangement

4. the grading uf the material

Sweet's systematic wmethod served as  a basis for UGtlo Jaspersen’s and
Harold Palmer's methodology.

Sweet sees the main difficulty of language Iearning not in. the
mastering of the phonetic and syntactic categories but in that of the
vocabulary. He distinquishes between certain outer and innev
difficulties. Tie interlinguistic difficulties can be sttributed to the
interferences beiwecen 1the mother tongue (Ll) and the target language
(L?) which are a hindrance to any thorough knowledge, because of the
constant cross-associations that are sure to present themselves. (Sweet
1899: 54).
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The intralinquistic difficulties arise from the interferences in the
target language itself, such as logic, definiteness, simplicity, phonetic
difficulties and general difficulties. Sweet realized that the
difficulties are the result of false analogy in the case’ of learning any
foreign languages and the grade of difficulties is about the same in any
language.

What kind of a stand does Sweet take in mastering vocabulary? It was
Sweet who introduced and worked out the principle of grading in the
arrangement of the lexical material too. In teaching lexis Sweet puts a
special emphasis on global reading and clear, direct and concrete
associations. He completely rejects mono-lingual semanticizing as cross-
associations are unavoidable by this way of conveying meaning and it can
be only time consuming and confusing. He thinks that it is a fallacy that
if we were only to get rid of translation in teaching a foreign language,
substituting pictures or gestures, we should get rid of the cross-
associations of our own 1language. But these cross-assnciations are
independent of translation. They arise simply from the fact hat each
idea that comes into our minds instantly suggests the native expression
of it, whether the words are uttered or not: and however strongly we may
stamp the foreign expression on our memories, the native one will always
be stronger. (Sweet 1899: 197). Sweet's main argument against explaining
in the foreign 1language is that as long as we are learning the foreign
language it 1is our first business to have it explained to us as clearly
and unambiguously as possible. Therefore all explanations ought to be in
the language we know - that is our own - not in the one we do not know.
(Sweet 1899: 199). Thus Sweet gives priority to translation in conveying
the meaning of lexical units. It is .this very principle C: J. Dodson took
over from Sweet when he worked out his bilingual method later. Sweet
rejects the picture method as well which is undoubtedly very effective
and useful at a beginner level. He is against pictures as a means of
semanticizing as they do not lead to generalization. This point-of-view
appears later in Baljaev's conscious-practical method.

Although semanticizing by pictures can be useful and successful when
teaching beginners, but its effectiveness may be doubtful when our aim is

to teach not only the denotative meaning but also the comnntative
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meanings of a lexical item, which is essential for the learner to ber able
to think in the foreign language.

The third wmost important linguist of the direct method is Otto
Jaspersen whose main methodological contribotion is How tn Teach a
Foreign Language published in English in 1904. Jaspetsen shares Sweet's
opinion in a 1lot of methodological questions, e. g. as far as the
selection and grading of the material are concerned. Besides emphasizing
the communicative practical aims of language teaching Jospersen totally
rejects teaching translation as a skill. On the other hand he accepts
translation if it is used to semantisize a concept, an abstract thing. It
must be admitted that there are many words where an English translation
gives the information required more quickly and more clearly that it
could be given in a long explanation in the foreign language. (Jaspersen
1909: 70/71). Jaspersen warns the teachers, however, nol to use this
undoubtedly comfortable way of conveying meaning too often. Jaspersen
suggests the same ways of semanticizing is Vietor does, i. e. the use of
pictures, obhjects and actions and he introduced other ways, too like

~ analogy

- context

- definition
At a beginner's level, however, these latter ways of semanticizing can
only be wused to a limited extent because of the tack of sulficient
vocabulary and the result is rather confusion than clarity.

Now let's sum up which principles of the direct aethod could be put
into practice and would be effective in teaching foreign languages in the

primary schnol:

1. A proper place should be given to teaching phonetics.

2. A very important requirement should be to develop the oral
skills.

3. Grammar should be taught inductively.

4, We should use the principle of global reading.

5. We can just about agree with the rejection of teaching
translation as a skill.
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6. The principle of the exclusion of the mother tongue and the
primacy of the foreign language as a means of semanticizing
should be used only when it is not time consuming and not
confusing.

II. THE ECLECTIC APPROACH
Harold E. Palmer

Harold E. Palmer contributed to ELT methodology and linquistics with
a number of works. Now I would like to concentrate on two of his most
important works to describe his methodological principles and mainly the
ones referring to teaching lexis. They are as follows: The Scientific
Study and Teaching of Languages and The Principles of Language-Study.

Palmer does not reject the direct method, but e does mat accept it
completely either. As a follower of Henry Sweet he determined the
linguistic basis of foreign language teaching in an exact way. Palmer
describes his eclectic spproach in the following way in The Principles of
Language-~Study:

"This attitude is fairly well designated by the term eclectic;

et it implies the deliberate choice of all things which

are good, a judicious and reasoned selection of all the diverse
factors the sum of which may constitute a complete and homogeneous
system." (108) ‘
A special emphasis is laid on how to teach lexis in Palmer's eclectic
approach. Palmer classifies the lexical units like this:-

1. Monologs - words considered merely as conventional orthographic
units of vocasbulary:
dog, beautiful, go, slow, up etc.

2. Polylogs - units composed of two or more monologs in
juxtaposition but functionally and semantically
equal 1o a monolog.

Polylogs are often called phrases, groupwords or
word groups: in case, leave off, every year, etc.
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3. Miolngs - are significative or functional unitn such as
affixes and the more concrete inflexions: -ly, mont,
-less, -ed, -ing, -ist, -er.
Mono-, bi-, multi-, poly-, uni-, con , in-, ox, clc

4, Alogism is the term we may use in order to designate those
cases in which a given concept is expressed without
the use of any concrete lexicological wnit. Instead
of saying tree which bears fruit we may say fruit
tree.

Palmer calls the smallest unit of the language the ergon which can be
any of the above mentioned lexical units and sentences are formed from
these ergons. This concept appears later in the theory of kernel
sentences by Chomsky and in this way Palmer precedes generative and
transformative grammar. Palmer's principle of ergonic combination means
that beginners should learn first the basic units of the language i. e.
the primary matter imitatively by heart and from this they will be able
to build up and derive sentences i. e. the secondary matierv. (Pajmer
1917: 68). That is why Palmer lays great emphasis on learning by heart
which he regards the basis of all linguistic study, for every sentence
aver uttered or written by anybody has either besn learnt in its entirety
or else has been composed (consciously or subconscinusly) from smaller
units, each of which must at one time have been Tearnt by beari. (Palier
1917: 68). For this principle i. e. creative learning at a syntactic
level Palner developed a special methodological procedure in the foim of
substitution tables.

Palmer suggests the following four ways of semanticizing:

1. By immediate association, i. e. associating the unit with that
which is designated by it.

2. By transtation, i. e. associating the unit with the emuivalent
rative unit.

3. By definition, i. e. associating the unit with its definition or
paraphrase.

4. By context, i. e. giving examples of its use

Though Faimer emphasizes the primacy of the foreign languege he dnes not

exciude the wmother tongue when semanticizing. When it is conwvendient to
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use material association there is no reason whatever why this mode should
not be given preference, but when neither the objects nor pictures
representing them are available, translation is by. no means to be
despised and will very often be found more 'direct' than the lwo olher
modes (Palmer 1917: 55).

Palmer knows for sure from practice that bilingual associations cannot
be avoided. The tendency of the average student, more especially in the
early stages, is +to associate the foreign word with its native
equivalent. We may, if we choose so, assure him, that this is a vicious
tendency: we may go to great trouble to replace it by the three other
modes. We may refuse to give him the native equivalent and forbid the use
of the bilingual dictionary. But we do not and cannot prevent the student
from forming bilingual association if be wishes to do so (Palmer 1917:
69). That is why Palmer disapproves of the exclusion of translation as a-
means of sematicizing both pedagogically and from the point of view
of usefulness.

I think we can share Palmer's opinion that no hard-and-fast rules can
be 1laid down as concerns the permissible ways of semanticizing. When
conveying the meaning of a certain 1lexical item we cannot say that
exclusively only one method can be used and we cannot totally reject any
of them. Each of them has its own place and any of them can be effective
and reasonable.

Palmer also points to the importance of the visual wethod as the most
important mnemonic method in language teaching which helps to form
correct associations. No doubt, especially in the primary school it is
more reasonable and effective than verbal explanation.

New let me sum up Palmer's basic methodological principles in the
light of teaching 1lexis which he 1laid down in The Principles of
Language Study:

1. Palmer regards language learning as a labit forming process, a
process during which we must acquire new habits. We may acquire
proficiency in two ways: by forming new habits or by utilizing and
adopting appropriate old habits (i. e. habits already aquired). By the
natural or spontaneous method we learn unconsciously; we must therefore
train ourselves or our students to form habits unconsciously. When
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teachung lexis 1t can be attained by exercises aiming at the formation of
the right associations between the words and their meanimg, by nmoans of
rigthly formed associations. VdWe have not acouired a word until we can
produce it sutomatically. Automatism can be formed Ly repetition, but is
should not be monotonous, parrot-like.

2. Accuracy means conformity with a given model or standard. The
principle of accuracy requires that the student shall have o
opporturiities for making mistakes until he has arrived at the stage at
which accurate work is reasonable to be expected. There may be accuracy
and inaccuracy in meanings. The meaning of a word may vary consideratily
according to its context. Most English words have two or more meanings,
the foreign words which are assumed to be their equivalent may also have
two or nore meanings, but the foreign word does not necessarily have all
the meanings of the English word and vice versa.

3. Gradation means passing from the known by easy steps, each of
which serves as a preparation for the next. The wvocabulary in a
well-graded language course will be avcanged in soch o manner that the
more useful words will be learnt before the less useful. There are two
sorts of useful words; those which are useful in themselves and words
which are useful as sentence formers. In the ideally graded course the
student first assimilates a relatively small but exceedingly important
vocabulary; he learns to wuse it, he learns Lthe most  dwportant
peculiarities of each word; he learns how to combine these words in
sentences; he learns the exact range of meanings covered by each wverd.

4, The principle of proportion does not necessarily imply equivaiity
of treatment nor even a fixed standard of ratios; i¢ simply means that
all the items in the range of subjects and aspects must receive an
appropriate degree of attention, so that the student's knowledge ni them
may ultimately torm a harmonious whole. The principle of proportion may
also be observed or violated in the selection ol vocabularigs. Yo include
in early lessons wocds or forms which are comparatively rare, archaic and
useiess, while excluding some of the commonest and most useful items of
language material is an offence not only against ihe principle of
gradation tut also against the principle of proportion. We have also to

note a regrettable tendency to give preference in vocabularies to words
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of special utility (such as names of plants, animals, parts of body,
tools) and to neglect unduly words of general utility, words which may
occur in any context and which are common to any subject.

5. The principle of concreteness means to teach more by examples
than by pretext. The examples themselves may vary in concreteness,
therefore we should select for our purpose those which demonstrate in the
clearest possible way the point we are teaching and which tend to form
the closest semantic association. There are four ways and four ways only
of furnishing a student with the meaning of given foreign units:

by immediate association

by translation

by definition

by context
These four methods or modes of semanticizing a unit are here given in
order of what are generally their relative degrees of concreteness. There
may, however, be some cases in which translation will be more concrete
than immediate association.

6. No work is likely to be successfully accomplished if the student
is not interested in what he 1is doing. Habit forming work has the
reputation of being dull and tedious. The true remedy is to devise a
number of varied and appropriate exercises in order to make the habit
forming work itself interesting.

At the end of his work Principles of lLanguage Study Palmer summerizes
again the essence of his eclectic approach which he also calls a
multiple-line of approach.

"The term 'multiple-line of approach' implies that we are to proceed
simultanecusly from many different starting points towards one and
the same end; we use each and every method, process, exercise,
drill, or device which may further us in our immediate purpose and
bring us nearer to our ultimate goal: we adopt every good idea and
leave the door open for all future developments; we reject nothing
except wuseless and harmful forms of work. The multiple line of
approach embodies the eclectic principle, for it enjnins us to
select Judiciously and without prejudice all that is likely to help
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us in our work.......... We adopt the best and =vist appropriate
means towards the required end". (Palmer 1921: 141)

Palmer's eclectic approach and his substitution ‘fahles were =
significant contribution to the methodolody of foreign larguage teaching
and in the next chapter we will see how the American linguisls made use
of and developod his substitution tables.

III. THE LINGUISTIC APPROACH

The beginnings of the linguistic approach go back to the years of
World War II. and it was popularized later by Charles Fries and Robert
Lado.

fne of the main characteristics of the linguistic approach is that it
gives priority to modern linguistics. A special emphasis is 1aid on the
spoken  form with the aim of perfect native promunciation. Intensive and
long drills are used often at the expense of the context and the
motivation of the pupils. Another main feature of the linguistic approach
is that all the sentences of a language are systematic and can be reduced
into patterns. Patterns are learned in childhood. Adults 0 longer bhave
to learn new patterns, thev learn new words that are used in old pattern
{Lado 1964: 90G-91).

It was Leonard Bloomiield who nutlined first the linguistic approach
in his 0Outline Guide for the Practical Study of Foreign Languages. As a
follower of the direct method and Palwer, Gloomfield Yays a special
smphasis on  teaching phonetics, especially phonetics contrasts.
Bloomfield is convinced shout the fact that the command of a language is
not a matter of knowledge. The comnand of 2 lanyguage is a watler of
practice. To understand the forms is only the first step. Copy the forms,
read them out loud, get them by heart, and then practise them over and
over again, day after day, until they btecome entively natural and
familiar. Llanguage learning is overlearning: anything less is of no use
{Bloomfield 1942: 17).
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An  other important representative of the linguistic approach is
Charles Fries who gave a detailed analysis of the linguistic approach in
his Teaching and Learning English as a foreign Language publishbed in
1945,

Fries's most important contributiory to language teaching is that the
basis of modern language teaching should be the comparative structural
analysis of the mother tongue (Ll) and the target language (LZ)’ Thus

he places special emphasis on the mastering of structural patterns, which
served as a basis for Lado's pattern drill. Only after much practice of
the same patterns with diverse content do patterns themselves become
productively automatic. When the student has reached this level of
achievement, within a satisfactorily useful but definitely limited range
of vocabulary items, he "has learned" the language (Fries 1%45: 9).

The system of wvocabulary is given new priority in fries's
methodology. Fries classifies vocabulary according to their frequency in
the following way:

1. structural words - these are the most frequent ones that is why

they should be taught relatively early

2. syntactic morphemes

3. content words - the biggest group in number
When teaching lexis Fries objects to bilingual semanticizing. Fries
emphasizes that besides the denotative neaning of a word the connotative
meanings should also be taught. In other words this means that if we have
learnt or taught ‘'head' for 'fej' in a context, i. e. the denotative
meaning, we should learn or teach its connotative neaﬁings, too, such as
‘head of a cabbage', 'head of a bed', 'head of a department'.
As we will see later this concept appears in Baljaev's conscious-
practical method. This point-of-view of teaching vocabulary could be
accepted psychologically and linguistically, but methodologically it
would be to much to require. On the one hand, it would take the teacher a
lot of time to present all the different meanings and on the other we may
run the risk of losing the context. :

The other reason why Fries is against the use of the mother tongue as
a means of semanticizing is that no two languages will present the same

analysis of the situations and as a result, the words of one language



will practinally never have exant equivalents in ancibher language. Any
attempt, therefore, to approach the meanings of the words in English as a
foreign language through o process of tying nr relsting the new word in
English to a word in the native language will hinder acsed may even thwagt
the effective mastery of the new vocabulary (Fries 1945: 44).

The following two ways of teaching vocabulary are suggested by Fries:

1. substitution frames
Citen substitution frames furnish a simple device for the introduction or
the practice of new words. Such 'frames' are sentences of the same
pattern and general context, in one part of which it is possible to
substitute a variety of new words of the same class, all of them fitting
the context. E. g. the answer to the question 'What is be wearing?' makes
a frame in which the words for each of the articles of clothing can be
used. Substituion frames also provide a way of introducing groups of
words for differentiations in the same area of experience.

E. g. There was considerable moisture on his clothes from the ...........
through which he was passing.
Hare suitabln substitutions are such words as fog, dew, cloud,
rain.
The boy ... a store through the window.
Here some substitutions are threw, tossed, hurled, handed.

7. Tha other exercise suggested by fries would bwelp fo teach the
connotative meanings of a word. For the problam of many diverse meanings
for the same wird we aweploy the opposite of the substitution frame.
Instead of ke=2ning the sontext constant and changing the word we provide
a variety of contexts for the same word or vocabulary ifem - enough =o
that the distinctive features of the various aituations hecome clear and
the srea of regligible variation marked cut. For the word ‘bosrd' there

are such varied sentsnces following:

He bought several half-inch-thick beards, shout three feet long and

four inches wirle, in order to make a suitahle hnx

A emall fax increase was voted by all the bozrds of supervisors.
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Londging is «quite cheap but board is expensive for nearly all the
food has to be brought in by wagon. B _
(Fries 1945: 55)

Thus the meaning should be inferred from the context. To be able to do so
the pupils should have a wide range of vocabulary, that is why it seemes
to me that this way of semanticizing can really only be used at an
advanced level.

Robert Lado wused Fries's comparative structural analysis for his
pattern drill, the detailed description of which can be found in his
Language Teaching - A Scientific Approach.

Lado's starting point is that patterns become habits by practice
i. e. by analogy, variation and transformation. On the basis of
contrastive analysis we should practise first of all the patterns which
are different in the foreign language and the mother tongue, i. e.
problem patterns.

A grammatical pattern is an arrangement of parts having linguistic
significance beyond the sum of its parts (Lado 1964: 90). Teaching a
problem pattern begins with teaching the specific structure pecints where
a formal change in the pattern is crucial and where the student is not
able to manipulate the reguired change (Lado 1964: 95). Lado's pattern
drill reminds us formally of Palmer's substitution tahles, but it is
still different. Palmer meont to teach senlence  formation by  the
principle of ergonic combination, while Lado wants a certain grammatical
structure to be practised in such a way that the pupils should be able to
use it automatically.

The steps of taching problem patterns are:

1. attention pointer, usually a single sentence calling the. students’

attention to the point at issue;

2. examples, usually minimally contrastive examples showing a pair of

sentences that differ only on the point or points being made;

3. repetition by class and presentation of additional examples of the

same contrast;

4. comments or generalization elicited inductively from the students

and confirmed by the teacher;

5. practice with attention on the problem being taught. This is what
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Lado calis oral substitution based on conscious chetos,

6. Here begins the phase of unronscious learning which vepresents the

pattern drill. The substitution is not on the peohlem spot.

7. Free conversation about the context.
1adn moves from the conscious towards unconscious learning in his pattern
practice drill. No doubt it can be very effective in teachirig grammatical
structures. Lado, however, warns the teachers not to do all the teaching
through it. This is not justified, since not all language learning is of
the pattern type. Fattern practice fits between practice with conscious
choice and free selection. The major stages of teaching s second
language can be listed in order as follows:

1. mimicry-memorization

2. conscious choice

3. pattern practice

4. free selection (Lado 1964: 112)

There arve twn disadvantages of Lado's pattern practice drill. On the
one hand these types of exercises neglect the context, on the other Llhe
pupils may lose interest and motivation. Language is sade up not just of
correct  linguistic  habits, but it is first of al'l a wmeans of
communication in a certain situation. As we will see in the next chapter
this is what was recognized and emphasized correctly by the contextual

me thod,

V. THE CONTEXTUAL METHOD

when examinining  the .differert methods and approaches in the history of
language teaching so far we can say that they are all hased either on the
linguistic structure of the target 1language or on the contrastive
analysis of the foreign language and the mother tonque. Yhese nethods,
towevar, left out of consideration the fact that a language has got not
st linguistic aspects but it is actually realized in a speech act, thus
janguage is alsg a psvchological and a sociological act. S Pit Corder
worked out his contextual method which regards language as a verbal

behavinur in his Fnplish language Teaching and Yelevision., #H. F.
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Skinner's Verbal Behaviour served as a btasis for Corder's contextual
method.
Skinner describes verbal behaviour by the following three factors:
1. There's a stimulus which evokes a verbal operant
2. The speaker responds to this stimulus
3. This response is reinforced positively or negatively by the
listener.
This process is called a context of situation or speech episode.
Corder used the following five categories of Skimmer's verbal
behaviour for his contextual method:
1. 'Mands’
This is a shortening of words like demand, command. They are utterances
in which the stimulus is in the speaker himself. This stimulus goes back
to a need of the listener. (E. g. Hey, you, give me that book. or ¥ould
you give me that book, please?). Thus mands are utterances which express
wishes, requests, guestions, warning, etc. In the teaching process it is
mainly the teacher who gives the stimulus, e. g. Suppose you are hungry
and the pupils give the correct verbal operant provided they are
familiar with the structure and the vocabulary.
2. Echoic Behaviour
Here a verbal stimulus outside the speaker evokes a response in the
speaker. The response is equivalent with the stimulus or very similar to
it. In the teaching process the point-to-point echoic behaviour is used
every day when we get the pupils to repeat lexical units and structures.
There is, however, another form of echoic behaviour, too which is quite
common in small talk:

T: This is a nice house.

It's nice.
Pl: It's pretty.
Pz: It's lovely.

P}: It's beautiful.
3. Textual Behaviour
Here the response is also the same or almost the same as the stimulus,
but the 'stimulus is a text which evokes a kind of utterance in the
reader. (E. g. the reader's utterances when reading the morning paper at
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treakiast.; in  the tleaching process the teacher canh give wryilien
exercises t te poplls who respond to these writien stysali verbally.

4. Iniraverbal Bebhaviour
Here the verbal stimuli are culsive the speaker aid ey evoke a verbal
operant in him but is ol egivalent to the verbal stimcius. Some verbal
responses  show no  point-lo-point correspondence with the verbal stimuli
which evoke them. Such is the case when the response 'four' is made to
the verbal stimulus 'two end two', or 'Paris’ 1o ‘the capital of France®.
Skinner calls the behaviour controlled by such stisuli iritraverbal
(Skimner 1957: 7i). Here the wverbal operant or response does not
correspond with the linguistic form of the stimulus as echoic behaviour
did. These responses, however, are not creative ones, the speaker took
them over from his environment. Small talk can be regarded as a lower
form of intraverbal behaviour, too. The more compiicated forms of
intraverbal behaviour include free word associations, clauses as
responses to questions and etc. Thus intraverbal behaviour 1is not
creative or original at all, it tends to stereotypes, clichés.
This verbal behaviour can be realized in questiois ang answers and in
role-playing ol stivrt  situations in the classyoom, which are unngd
quite often and have teen used for the longest time.

5. 'Tacts’
Thig shortening comes from the word 'contact'. Its clarocieristic featurs
is that the controiling stimulus preceding the verbsl opsrant is outside
the spesker end 15 yernecaliy non-verbal. Skirner dgistinguishes velween

two types of the coutsoliiing stimuli which are usually noni-verbal. Uone of
¥y Y 4

thiese tas alresdy been menticoed: an audience characteristicelly conirois
a  large group ol responses. The other is nothing less than the whoie of
the  physical ewironment -  the world of things ang evenis which a
spaaker 15 sald to "ialk about'. (Skinner 1957: 81). in the classroom it
is relatively uifticult to create a situation which evokes this form of
verbal behavicur. the teacher can give the pupils a non-verbal stimulus,
e. g. pictures, siides, elc. which make them respond.
6. Autoclitic behaviour
The term ‘autociitic’ is intended to suggest behaviour which is based

upon of depends upon other verbal behaviour (Skinner 1957: 3i5). In other
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words it means that when forming sentences one part of the. sentence is a

kind of controlling sitmulus on the other. The motto of the exercises we

could use here could be: 'I begin and you go on..... ' The pupil hears one
part of an utterance from the teacher (e. g. ' Can you ..... I think you
...... , I hope it is ....., If you come, will you .....) and this is the

stimulus which evokes the 1linguistic form of the other part of the
utterance.

What 1is the methodological importance of the categories of Skinner's
verbal behaviour? No doubt, that the principle of the selection of the
material is the principle of freguency. The following works were written
on the basis of the vocabulary frequency:

A General Service List 0f English Words by M. West

A Teacher's Word Book of the 20000 Words Found Most Frequently

and Widely in General Reading for Young Children and Young

People by E. L. Thorndike

English Word Lists by C. €. Fries, A. A. Traver
The most important and frequent structures were collected by AL 5. Hornby
in his A Guide to Patterns and Usage in English and by £. L. Thorndike et
al. in Invertory of English Constructions. It was S. P. Corder, however,
who was the first to ask the question: Which categories of verbal
behaviour are the most frequent in English? To answer this question
Corder used the first five categories of Skinner's verbal behaviour and
analysed a play by Galsworthy, the title of which is The Skin Game. The
analysis of the play gave the following frequency values:

Mandas 33 0%
Tacts 9 %
Intraverbal 50 %
Echoic 2,5 %
Tex tual 0,5 %

To confirm 1hese results, however, several other plays, or films should
be analysed, but it is not 1likely that there would be significant
differences. Referring these results to language teaching we could come
to the conclusion that more emphasis should be placed on the categories
of mands and tacts.

On the basis of Skinner's categories of verbal behaviour and their



fremuency [lorcer worked out the specific phases of creatextualization.
Corder repgards languane teaching as the cooperation of ‘the three systems
i. e. vhonnlogy, lexis and grammar under the primeny of a situation {. e,
the context and  the context of situation should be graded according to
the situational difficulties and the situations should be taken from real
life. No wonder that Corder emphazized the importance of television in
language teaching. The forms of contextualization are as follows:

1. Actual contextualization
In Corder's view this is the ideal form of teaching when a real situation
evokes speech. Actual contextualization may take place in the classroom,
where it is typified by language used for ordinary classroom purposes;
instructions, discipline, permissions. Or it may take piace outside it,
in which case it is simply the ordinary verbal behaviour of everyday
1ife. HNeedless to say, actual contextualization is lhe mast dosirebie
type from a teaching point of view, since normal verbal behaviour is what
we are trying to teach. It is, at the same time, the most difficult to
produce, particularly where the language is not the language of the
courstry in which we are teaching.
Such contextualizatinn occurs when the learner chserves native speakers
using their language for ordinary everyday purposes, or when the learner
uses it himself for the same reason (Corder 1960: 50).

2. Simulated contextualization
This is the secnond hest form of teaching acenrding to Corder where the
dialogue, howaver, 15 simmlated This is the presentation of Yanguaoe
material in a situatioral context which hag been simulated te a greater
ar less extent in  the classroom. FExamples of this are play-reading,
listening to radin plays, watching TV plays or the rincma. the name
'‘simylated' is used becanse the verbal behaviour of this tyne of context
is mot  ascepgiible of normal stimulus and reiforcement | it is not free
anrt purposetal s it cannnt be nsed to influence the context itself (Corder
1940 : S0).

3. Intraverhal contextualization
Skinner's intraverhal behaviour can be prartised tere. fxamples of such
contextualization are passages read in a texthonk, dizlomes read by one

or more l2arners  stariez told by the teacher.
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4. Systematic contextualization
Systematic contextualization is largely done by the teacher's giving
examples.... The learner is by this means learning about the language as
a series of systems: he is not beginning to learn 'linguistic habits' or
'verbal behaviour' (Corder 1960: 47). That is why Corder-regards this
type of contextualization to be the lowest level of teaching.

Corder is aware of the fact that there is a conflict between verbal
behaviour on the one side and good linguistic habits on the other and is
convinced that this conflict can be solved by contextualization by the
means of television. The contexts, however, should be graded from the
simpler to more difficult situations. According to Corder linguistically
speaking, there is 1little or no control over the language a child
receives while 1learning his mother tongue, on the other hand there
definitely is control and gradation in the contexts in which he learns
his wverbal behaviour. A child learns correct verbal behaviour because
the correct verbal responses are socially reinforced and the incorrect
socially punished. Everybody he meets is his teacter (Corder 1960: S57).
Thus as the pupil will learn the language as a process of commnunication
in the case of the contextual method he will be able to cope with the
linguistic difficulties as well. Tv offers us the opportunity of
presenting all language material as fully contextualized verbal behaviour
and at the same time of controlling these conlexts in a way that cannot
occur when a learner goes to a foreign country, and of presenting them in
a more strictly controlled way than that in which the child learns his
mother tongue (Corder 1960: 60).

No doubt that Corder's contextual method is just the.antipode of the
linguistic approach as Corder regards language as 3 verbal behaviour. A
great advantage of his method is that it has a strong motivating effect
on the learner because hbe feels that he can use effectively and in real
situations what he has learned.

Michael West's basic concepts expounded in Learning English as
Behaviour are very similar to lhose of Corder. West regards language as a
form of behaviour: it is a reaction of the organism as a vhole to a
social environment. Words are only part of that reaction, which includes

also posture, facial expression, gesture, and in the linguistic part
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there are rancea  intonation, exclamatory nnisee. fWest 1960: 1601) 1
think it is a justified reguirement i. e. besides wards we should teach
thaese non-vertial elsments of the language as well.

West calls his method the realistic method and 've says that is should
he introduced as early as possible. Foreign language learmers in the
early stages are learning merely a language without a behaviour pattern;
hence their lanouage work is to some extent unreal and uninteresting. The
earlier we canr introduce behaviour into language teaching, the more
successful the final outcome will be in respect of realism and naturalism
in the end product (West 1960: 161).

Corder's contextual method and West's realistic method bhoth of which
regard language as a verbal behaviour served as a basis for lhe

audio-visual method.

V. THE AUDIO-VISUAL HMETHOD

The common  feature of the contextual method and the audio-visual
methnd is  that the context of situation is in the foregriwnd in both of
them. There are, bhowever, also some differences betwsen Corder's and
West's method and the avdio-visual method:

The andino-visvol method uses picture-strips or sliqdes o present a
situatinn, thus  television is not an integral part of this method. Here
it is a series of nictures that make up a situation. Its advantage is
that the presentaticn phace is controlled by the teacher. The picture
strips are always at hand, in the bnoks and the slides cen easily be
bandled. Its disadvantane is  that the pupil does ol consider the
pintures 1o represent total werbal behaviour and is not ahie to identiiy
with the charactsrs in the storv. He is not able to put himself in the
plase of the charaaters in the same way as in ihe case of the lelevision.
On the ona hand this can hinder motivation and on the other static
pictiuras cannot sematisize and contextualize al) that 3 film on TV can.

The methodologinal principles of the audin-visual metlhod such as
moantinaral semantisizing, the oral approach, the exclusion of linguistic

snalysis,  axclosively  Stimptus-Response  learning are vather dogratic,
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hard and fast and leave little freedom for the teacher.  The audio-visual
method attributes an extremely great importance to pictures and the
representatives of this method are convinced that thé combination of
picture and sound will make it possible for e pupils to understand the
context completely.

The importance of audio-visual aids in language teaching is beyond
question. The significance of the audio-visual technigues in teaching
foreign languages has been analysed by several methodologists in several
works such as:

Audio-visual Techniques in Teaching Foreign Languages

by Theodore Huebener

The Visual Element in Language Teaching by. S. P. Corder
The wuse of pictures in language teaching, however, goes back to as early
as 1658, to Comenius's 'Orbis Sensualis Pictus'. The use of audio-visual
aids has proved to be very effective in every method and in all types of
school, especially in the primary school as these aids:

1. make the teaching process more effective, durable and interesting;

2. have a character of experience, which can be very stimulating;

3. contribute to arousing the pupils' interest so they have a

motivating power;

4. as 'learning by all the senses' they can extend the pupils’'

knowledge and intensify what they have learnt;

S. make it possible for the pupils to learn and get more information

about the country the language of which they are studying.

The audio-visual method, however, is not equivalent with audio-visual
aids but it should be looked at as an integral system. The origins of the
audio-visual method in this sense go back to 1945 and is the result of
the team work of three methodologists, i. e. Paul Rivenc, Jean Guenot,
Petar Guberina supported by the Ministry of Education in France.

The basic principles of the audio-visual nethod were summarized among
others by Petar Guberina, the member of the team from Yugoslavia in his
The Audio-Visual, Global and Structural Method.

One of the basic concepts of this method is that the four secondary
skills should be taught in the following order: Hearing - Speaking
Reading and - Writing so that there should be a time lag between the
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spoken  arri written  form and  thus  interferences o=o be avoided. Ve
miickest way to learn reading and writing is through the spoken language.
Language is therefore taught primarily as spoken lansuage, and later on
as  spoken and written language: written lanpusge oses the elements of
sbnken languans. At an advanced stage, the spoken language is fixed and
enriched through composition writing and reading of varied texts
(Guberina 1964: 2). We can aores with Guberina when he states that the
oral skilis shaoold precede  the visual ones but if the lime lag is teo
long between teaching the spoken and the written form of the language, it
can involve the danger of the pupils forming their own variation of the
written form under the influence of the mother tongue as some children
may also need visual support.

Besides emphasizinng the primacy of the oral approach Guberina goes as
far as stating that there is no such thing as writtern language. There
exists only language, which can he spoken or written. Literature is an
artistic form eof the spoken language (Guberina 1964: 3). This statement
cannnt e accented. One only has to consider the vooshulacy and siyle of
Titerary English to realize that written language is something thal very
mich exists,

Another of Guerina’'s nlaims is that written work, before the acoustic
ensemble of language has heen mastered, and translaticn before the
meaning  has been learned from picture and sournd, narpsserily destroy the
essance  of langoana (Gebering 1964: 3). This wey be true in some ways,
When teaching beginness the written form shoulo alwave be preceded by the
saoken one hut 6 this prder is followed Inter on too, al an advannad
level, the impulse io read, in the sense of reading for information will
be destroved in the mmile which is great fum especiaily if it is
accompanied by a comrshension test.

Guberina calls his method sudio-visual, global and structural. He
considers that the terms 'alebal' and 'structural’ can dafine the theory
of teaching forzinn lanouages, which is hesed on a permanent connecticn
berween a  situatiosn-oontext-picture and a3 group of words and meaning.,
'niohally’ orpganised and  functioning in a 'structural’ manner. As the
method uses  audin-visnal devices, it is described 25 'Audio-visual
alobal and structural’ (Bohering 1964: 3)
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The most important role is played by pictures and picture strips in
the method. It is pictures which should convey the meaning, the context
to the pupils and help them to memorize all thnnn.. oo qgreat an
importance 1is, however, attributed +to pictures. Guberina is convinced
that the problem of semanticizing can be solved completely by pictures or
picture strips combined with the tape-recorder. The problem of
understanding is very important, because it is one of the stimuli for a
quick brain reaction and memorization. This problem is solvgd by means of
pictures. Each phonetic or sense-group has a corresponding picture, which
is accompanied by the text on a tape of on a record (Guberina 1964: 4).
It is certain that there are cases when the meaning can be easily
conveyed by the combination of pictures and sound, but I wonder whether
it is a succesful way of semantisizing in the case of concepts. Besides
these there are cases where the association between picture and sound
gives way to several interpretations.

By the exclusion of translation the audio-visual methnd surely aims
at developing thinking in the foreign language but it is guestinnable
whether thinking in the mother tongue can be avoided by picture stories
when semantisizing. As the ambiguity of some pictures can give way to
different interpretations beginners will discuss them in the mother
tongue in lack of sufficient vocabulary. Besides this there is another
point that should not be left out of consideration that is by merely
visual semanticizing only the denotative meaning and not the connotative
meanings can be presented.

The new material is presented like this as the audio-visual method
does:

First a dialogue is presented as a kind of warming- up. Then cones
the presentation of the new context by 15-30 pictures accompanied by the
text on the tape. It has the following steps:

1. 'Look’

The pupil looks at the pictures without listening to the tape.

2. 'Look and listen'

He looks at the pictures while listening to the tape.
3. 'Understand'

I1f a projector is used to present the pictures, certain details in
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the aicturos pan be wilerlined by a light arrow '~ telp
semantisizing.

4. 'Logk, listen, speak'

The text is repeated in 4 4-phase drill on the tape asccompanicd by
the pictures wvhile the mmnil repeats them too. '

5. 'Listen and repeat'’

The pictures are taken away 2nd the penil ropezts the text in a
4-phase drill.

6. 'Speak the text and act the text'

There is a free conversation between the teacher and the pupil on
the text without the support of pictures and tape and they act nut
the situation.

No doubt this kind of presentation and opractice must have sowe
advantages, but T think that semanticizing can te more effective if we
use its other ways too besides the visual ones, such as objects,
definitions ard occasionally the mother tonnue My nther ariticiom woulsd
be eagainst introducing new  vorabulary parallel  with new erammatical
structures as the andio-vicual does it. Tn epite of ite advantages
Guberina‘'s method seems to he a bit too dogmatic, one sided and can b

horing in the long run for Janguage teaching in the primary school.

YT THE BILINGUAL ME THOR

. 3. Dodson

The hillingual  fethod sopparted by empicic evpeciinent wes exoonnded
by C. 1. Dodson in his Lanpage Teaching ard the Bilingual Methnd. The
hilirgual method is acteally a2 further developed variant of he auwdic-
visual wethod in 30 far as pictures play an imnortant rele in He= phace
of presentation and reinforcemant here tno.

Ohe of the osaentiel auestions Dodson exsmined carrving oot empiric
evperiments  with comparative groups was  the  following: Which is the

safest way to clepar, unambiguous and lasting semanticizing? 1o answery
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this question the following three possibilities were used by Dodson to
teach the language content of three presented sentences:

1. Audio-visual semanticizing of the three fL (Foreign Language)
sentences where the teacher also uses actions, objects and
qualites to reinforce clarity of meaning.

2. The teacher gives the pupils first the MT (Mother Tongue)
equivalent then shows them the corresponding pictures.

3. Here the FL sentences are associated with the MT equivalents
without being supported by pictures.

The results may well be of great importance for us as the experiment
involved primary and secondary school pupils as well. The pictures as a
means of semanticizing did not play a satisfactory role. They caused
difficulties especially for the primary school pupils as 20 % of them
misinterpreted the pictures in spite of being given telp by the teacher.
The test showed that meaning does not develop very greatly for those
children who were not capable of immediate recognition and that many of
these children will never hit upon the right meaning no matter how often
the picture is shown or what the teacher does to clarify the procedure
(Dodson 1967: 9/10).

Another phenomenon well known by a lot of teachers was also confirmed by
the experiments i. e. though some pupils were able to imitate the
sentence well the meaning, however, was not quite clear to them. For most
children there was a correlation between mastering the form and content.
The pupils who grasped the content were better at aquiring the form too.
Which experiment group has mastered both form and content the best? 1t
was the group which was taught according to the second variant i. e.
using the MT equivalent and pictures as mental support. This group proved
to have the longest retention.

The second <question Dodson examined was: Which 1is the best
combination of stimuli to get the best results in imitation exercises?
Four different combination of stimuli were used:

1. Combination: FL spoken word, picture an FL written form

2. Combination: FL spoken word, picture

3. Combination: FL spoken word, semanticizing in the mother tongue,

picture, FL written form
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4. Combinetion: FL spoken word, semanticizing in the s her tonoue,
picture

The third combination gave the bost results and provedd to e the most
gf fective one. It is clear that the mather tongue when used as a meaning
conveyer before the imitation exercise commences does not have a
detrimental effect on the pupil's subsequent imitation resmonses. On the
contrary, it not only pives the pnil a greater dearee of security than
visual aids alone can supply (so improving hie imitation performance) but
also makes available a great amnunt of time, which the teacher can
utilize to imporve the pupil's pronunciation even further (Dodson 1967:
15).

The role of the printed word supported by a series of experiment was
also examined by Qlodson. It is important to point out at this stage that
the printed word was not used in the traditional way. On all accossions
the children were made to rely on the spoken stimulus aiven by the
teacher. For the {irst three or four stimli the tencher stood away from
the hoard so that the chilrren's beads were turned away from the printed
word. After these injtial stimuli and responses tha children were allowed
to gplance the hoard if they felt that this would belp them (Dodson 1967:
17). With the relevant series of experiments Dodson examined among olhers
whether more sentences conld be consclidated within a certzin time when
the written form 3= odven, whether the writien form covld also help
concept  learning and whother the sentences teught using the printed word
would be more sooarely eonsolidated. Every saries of expnrinent showed
tha pnsitive role af the printed wyord

Annther series of Dodson's experiment aimed at examining when the
printed  word  should  appear  in the  teaching proeess and  whether
interferences  could  he  =liminaterd  These experiments showed that
interferences could be aveided hy observing the following stens:

L. The learner tware the spoken FL stimulus 3-4 times witiood looking

at the orinted word.

[

. When ths teacher or ancther runil repeats the sonken FL stimulus

now, the learper Innks 2t the written form

v

While the learrer imitates the sentence himself, he ignores the

vitton form,
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4. Should he make a mistake when repeating it, he could look at the

witten form. ‘

Before expounding his biligual methnd supported by empiric

experiments Dodson points out the essence of the two contrasting methods
i. e. the indirect-grammatical and the direct-oral method in a historic
restrospection. He states that all the other methods in between can be
regarded only as eclectic. Dodson rejects the indirect-grammatical method
as it requires too much of the pupils intellectually, but also objects to
the direct-oral method as it neglects the differences between the mother
tongue and the foreign 1language. No wonder he disapproves of the
monolingual semanticizing regarding it only as a waste of time as it can
cause misunderstanding. He is convinced that beginners can recognize and
systemize concepts only in the system of the mother tongue. The only
parallel Oodson discovers between learning a foreign language and the
mother tongue and which is wise to imitate in foreign language teaching
is that the young child learns his mother tongue through constant contant
with people around him who speak this language; primarily he learns
through his own active speaking responses. In this process he will listen
to hundreds different sentences in a day, yet he will select only a few
for imitation purposes while casting aside all the others as being of
little use at a given time. He will select normally thnse sentences which
are in habitual wuse, with which he can cope from the point of view of
pattern complexity, and which he needs to express his desires and
aversions. (Dodson 1967: 48/49).
Therefore Dodson sapproves of such a method which puts the main emphasis
on frequent contacts while no time is wasted on the monolingual way of
conveying the meaning. He is convinced that the more time is wasted on
the direct-method procedure of meaning conveyance, the less time will be
available to establish a level of direct association which is dependent
on the number of active and meaningful contacts the learner is given with
the foreign language sentences (Dodson 1967: 52).

Dodson's requirements of the bilingual method are as follows:

1. The new method should enable the average as well as the less
- than - average teacher to teach the language well
2. There should be a balance between the spoken and the written



from of a word

3. 1t should aim at both accuracy and flueney

4. It should increase the ef fectiveness of teaching -in the
classroom

5. It should enable the teacher to control the pupil's oral
responses, i. e. it should develop a very slow progression of
speaking from imitating-speech through semi-creative speaking
to creative speaking

6. It should make use of the positive transfer of the mother
tongue

7. The use of the language laboratory and the audio-visual aids
should be natural in the phase of presentation

8. The new method should guarantee that more language contacts in
the foreign language will be practised by the individual pupil
than before

Presentation and practice have the following steps in Dodson's
me thod

First a short story in pictures is presented consisting of everyday,
simple situations. The pictures serve as a support of the context.

Then comes the first step of elaboration which be calls the phase of
imitation. Here the teacher tells the story pointing to the corresponding
pictures while the pupils look and listen. lhen e Leacher gives the
meaning of the semtences in the mother tongue. As semanticizing takes a
refatively short time in this way, there will be more time {for the pupils
to repeat the sentences fiwst in chorus, then individually. The pupils
are allowed to look at the text in the bouk or on the blackboard except
whan they themselves imitate the sentences. The phase of imitation should
be relatively stiort, it should not take more than ten minutes.

Then second phase 1s called the phase of interpretation. Here the
form learnt in the first phase should be associated wiu the context. The
teacher points to ihe pictures and gives the mewing again in the mother
tongue. Then iw repeats the process with the sentences in ihe foreig:
language while a pupil points to the corresponding piciores. finally
individual pupils say the sentences in the foreign language and another

pupii points to the corresponding pictures. Dodson renards intevpretation
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as an oral activity and distinguishes it from translation which is a
written activity requiring totally different skills and training. This
interpretation exercise is, of course, not part of either the direct or
indirect method. The direct method includes translation exercises, not
interpretaion work where both the teacher's stimulus and the pupil's
responses are oral. The direct method rejects interpretation exercises
because they involve the use of the mother tongue (Dodson 1967: 83). In a
bilingual method interpretation exercise the mother tongue is used only
as a cue for concept causation. When the teacher gives a mother tongue
stimulus, a concept is conjured wp in the learner's mind. It is this
concept, not the mother tongue words, which the pupils express in foreign
language terms (Dodson 1967: 91). According to Dodson, at a beginner
level such concepts should be taught where there is a one-ane
relationship. He 1is convinced that to differenciate the concepts of the
mother tongue from those of the foreign language (CI:CZ) is only

possible by thinking in the mother tongue, otherwise the pupil doesn't
become aware of any differences belween Cl and C,. 1L is, iIn f(act,

2
this awareness of the deviations from C. which constitutes C,. As a

result the pupil will get a 03 (C3=Cl+CZ)1which is valid for bgth
languages. He will then have reached the type of thinking which occurs in
a bilingual-method interpretation exercise and it is only now that he can
call himself a bilingual speaker (Dodson 1967: 33). though the use of Lhe
mother tongue in the first phase of elaboration can be approved of as it
my save time and makes semanticizing clearer and more unambiguous, to
use it so often in the second phase can be harmful because it can be an
obstacle to thinking in the foreign language.

The third phase is the phase of Substitution and Extension. 1t should
enable the pupils to reach the level of semi-creative speaking by the
modification and transformation of the first imitated FL responses. The
end result of this phase is that the learner now begins to get an insight
into the simple fact +that language mainly consists of the stringing
together of clauses, in the same manner as he was made to realize in a
substitution exercise that sentences are made up of various elements
which are interchangeable. Without such an insight pupils ({ind it

difficult to overcome a great fear of venturing into unknown language
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situations (Lodson 1967: 1105, This fowm uf exercise soaganasted by iodson
was introduced by Palmer and Lado.

e fouclhh phase of practice is calted Indepondont Speaking of
Sentences. The pictures serve as  stimull bere sigd the pupils say the
original or modified sentences of the siory whict come to their mind. Yt
is Leyond doubt that the pupiils will be able to produce a yreat number of
sentences after having practised it thoroughly but while correct and
creative linguistic habits are formed the contest way tmcome lost. Th:
next step to follow here is that the pupils act out the situation. From a
strictly psycihological point of view, 'acting the situation’ is essential
if the sentences which the pupil tms learnt lo speak are to be property
consolidated and imprinted. It is certainly true that those who merely
listen, perceive; that those who listen and spesk, learn; but those who
listen, speak and do, know (Dodson 1967: 115).

fle next phase is called Consolidation of Questinn Patterns. tere the
pupils learn the potential question patterns for a given context in the
form of a question box. At the very beginning this qpestion Dox serves as
a visual support on the blackbeard and by ihe end of the Tifth phase the
pupils will tave learnt to form them without looking at whe wertion fore
oni the blackboard.

Tte phase of Guestions and Answers 1s the six ooe wiere it it the
pupils’ turn to ask questions.

he last phase is called Hormai Foreign Latiguage Lonversatlion. wWhile
the cooversatlion i he sixli phase was aore o Tess condoxt bood, fnre
the pupils should be sbie lo cairy a (ree conversation possibly i new
situations., 1If we consider the realities of Janguage teaching, ihis

requi renent seews a 1ittle over-optimistic.

vii. {He CoWBCIUUS-PRACIICAL b vt

Iie conscicus-practical method is linked witn the rawe of beljaev wi
expoeunded e e i cdhiaracteristics of his metod n hus ihe Psyctoiogy oF

feacning foreign tanguages published in 1963, Bel jev delemmings hree
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main phases of foreign language teaching:

1. Presentation

2. Assimilation

3. Transfer
It is 3just the third phase which is often neglected in foreign language
teaching. If the teaching process is finished after the second phase the
pupils will be deprived of the opportunity to carry out independent
speculation. Conseguently their reasoning powers do not develop as a
result of which they do not acquire the habit of handling material in an
active and creative fashion (Beljaev 1963: 13). Thus the primary aim of
language teaching should not be to instill knowledge about the language
but action and thinking in the foreign language.

Beljaev objects to both the grammar-translation and the direct
method. He rejects the former one because it teaches vus about the
language and not the language itself and thus it will never lead to
thinking in the language. He turns against the direct melhod because it
cannot have lasting results as the pupils will forget what they have
learnt very quickly as soon as the intensive practice is over. fThat is
why Beljaev suggests a third method which subordinates the study of
theory i. e. conscious learning to practical linquistic tasks.

This is how he determines his conscious-practical method:

"The most rational and only correct method  of  leaching  mst
obviously be one which differs from the grammar-translation method
by throwing more weight on the side of linguistic practice, and
from the direct method by encouraging the theoretical
understanding of this practice. Such a method of teaching foreign
languages might be called the conscious-practical method (Beljaev
1963: 213).

What kind of a stand does Beljaev take in teaching lexis?

In principle be rejects translation as a means of semanticizing as the
knowledge of a foreign language presupposes the formation of temporary
nervous links and a dynamic stereotype on the level of the second signal
system, and when translation is used, new temporary links are formed only
in the primary signal system, which makes the practical command of a
language impossible (Beljaev 1963: 38). Thus translation should be used



anly when the conveying of meaning is not possible throogie context ami 10
is not qite clear. )
Onre of the key ouestions of Beljaev's method here is tow the sewantic
content could be acguired. 8el joev puinted oul thatl the coscepls of Ll
are completely different trom the concepts of LZ i moust cases. Bel jaev
is one of the few methodologists who tried to prove systematically lhe
necessity ot concept teaching. To form a new concept in L2 it is not
gnough  Just  to acquire the denotative meaning calied meacing by Geljzev
tut its connotative meaning called sense by Beljaev  shoulan’t o be
neglected either. Only in this way could concepts be formed for L2 in
the second signal system, which will enable the pupils to think in the
foreign language.
How can the formation of concepts be realized according to Bel jaev?
As every concept is the generalization of singic picltures el jaov rejecis
visual sematisizing if only one sigle object or picture is used to convey
meaning because in  this way only meaning and not sense will be taught.
Consequently if visual semantisizing is used every single variant ot the
object should be presented so that ihe concept expressed by the word can
be imprinted. Thus the most rational method of bringing bome: By troe
sense  of basic meaning of a foreign word is the extended interpretetion
or full explanation of the concept expressed by the word {(Bel jsev 1963:
1617, i. e. definiton. From this pomnt of view o woald be e ef fective
if students used not two-lanugage dictionaries bLut explanatory
dictionaries in which the meaning of foreign words was revealed through
words of the native lsnguage (Beljaev 1963: 164).
The aim of using definition as 3 means ol semantisizing is to avoid
formation of a direct link between a word of L? and the object. A word
must be directly 1inked not with an object but with a concept thus the
right correlation is:

a word of L, - concept - object
ine must mke sure Ehat a foreign word direclly expresses ihe associated
concept, and is not only associated with a word in e neiive ilangaayge.
in the same way a foreign word must not Le direciiy iivded with the
object denoted by it. The link between word and object wwust vol bDe direct

hut indirect, through the intermediary of the concept cocrespointiog to
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the word and not of transtation into the nalive language (Bel jaev 1963:
110,

What kind of a relation can there be between the concepts of the
mother tongue (Cl) and those of the target language (CZ)?

1/ C, G, the relation of subordination

2/ C1 ' C2 the relation of total correspondence
3/ Cl H C2 the relation of partial correspondence
4/ C1 : C2 the relation of mutual exclusion

The phases of concept teaching by practising and developing the four
basic skills (Listening-Speaking-Reading-Writing) are as follows in
Beljaev's method:

1. phase: receptive use of language
(Listening, Reading)
2. phase: reproductive use of languaye
(Speaking and Writing of habits)
3. phase: productive use of language
(Listening, Speaking, Reading and Writing of akills)
Here Beljaev cautions the teachers against using translation into the
mother tongue during these three phases. True uwse of a language,
productive as well as receptive and reproductive, is achieved without the
intermediary of the native language (i. e. without translation) and is
accomplished on the basis of a direct link between foreign words and the
concepts which are expressed exclusively by these foreign words, and not
at all by forming a link with concepts expressed in words of the native
language (Beljsev 1963: 193). When the semantics of foreign words are
conveyed by translation, the necessary second-signal complexes of nervous
links are not formed, as a result of which a pupil cammot learn to think
in a foreign 1language and to use foreign words correctly. The basic
function of the second signal system is said to be its generalizing
activity. For this reason it is considered to be the psychological basis
of thinking in concepts and opinions. And since this thinking takes shape
only through words and is expressed ih words, i. e. is always connected
with words. But before a word is linked with a concept it excites only
the first signal system. The result is that the linguistic dynamic
stereotype. is characterized by inter-signal and the first signal links,



as well as by secorvl signal links (Beljaev 1Y635: 198,

Beljaev describes the functinn correlation elwsetr v frvst and the
second signal system as the process of encoding ov deroiing ebaviour
When the rearing ol  a word ovokes an dmage of a uozyﬁsuundlng ot jeot,
nervous stimulation moves trom ihe ficst signei verbal complex, lirst to
the second signal complex (as  we understand the wind) and then Lo Uhe
first signal conplex associated with an cbject {as we imaginez an object
after understanding the wordy. And, conversely, ai mawmoig o0 &srehended
object we include it within the range of a correspording convepl, i. e,
nervous excitement goues in ihe opposite direction, once more passing
through the second signal system (Beljaev 1963: 200).

Beljaev, however, admits that not all pupils will have the same

results with his method. There will be some who will be betler at the
receptive use of language, while others will be betict as far a=
productive skills are concerned. There will be a third goup of pupils who
will be much more interested in the study of theory and a fourtihy group
who will have aguired the practical habits and sikiils vetier.
As far as teaching lexis is concerned Beljsev's conscious-pratical melhod
is partly acceptabie, psrtly too much of a reguairemend. While I can just
about agree with Beljaev when he emphasizes lhat besides the denoiative
meaning the connotative meanings of a foreign wurd shiouid also bLe laught
with the one precondition that the principie ol wadation sl he
observed, hut it does not seem to me acceptabie ¢ over-estimste the
importance of definiton as a means of semantisizing to such an extent amd
to negiect visual and direct association especieily ai a begimer's
level. Mono~lingual semantisizing, however, wmay weil be o1 great
importance to teach the pupils to think in the Toreign languoye but it
should be used ovaly if it is not time consuming ang vucasionaly he
mother tongue could be pecgnaps more reasonabie.
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RIBA, DALMA

USING VIUOED 1N THE CLASSRINM

The article is intended teo introduce the jdea nf using viden as an
effective aid in language teaching to the students ef ocur Teachers'
Training College and an attempt is made to clarify and illustrate the
principles of this new field in ELT.

Without claiming to be all-inclusive, this paper tries to offer an
outline of how to make use of vieo in the course of college English
studies and thus enable trainee teachers at our college to adapt the new
medium  so  that they should be able to adapt what they see to suit their
circumstances arvl needs of their own students later in their teaching
careers.

As more and more schoals  in Hungary possess videos and the necessary
software 1is alsn available, it is important that trainee leachers become
competent with the wachinery, preparation and speciatl techedgues the
madium  requires. I think video exploitation teciviigwes should bs
introduced as part of the methodology classes. Tt is ot only mere
description and  theory but  denconstration and praciice that wonld make
video-hased lessons more preductive, In othor  words, relevant video
materials and the availability of the hardwarse ave casential in getting
students used to vidern, The introduction of videc in sny institution of

education depends on the following three factors®:

the availability nf .- : . ,
(i) materials
(ii) necesaary equipment
(iit) sizitahle planning carried out hy welil prepared and

purpeseful teachers
It is generally understood that video reacives o particalar sel of
hardware, which consists of a VCR, a nonitor or TV, and 3 camera might

additionally belong to it.
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The materials are represented by three main sources, which are the

following:
(i) ELT specific
(ii) of one's own
(iii) off-air recordings

ELT specific materials are designed with the purpose to become an
integrated part of language teaching and meet the requirements of
language classes. They concentrate attention on items within caré%hlly
selected language areas and, as it is done in the case of other teaching
materials, they are based on sophisticated methodological concepts.
Initially these language programmes have been launched as TV programmes,
broadcast parts of a series, and that presented teachers and students
with the obvious problems of a relatively short viewing time and, above
all, broadcast times differing from those of classes. This problem has
successfully been solved at once with the appearance of audiovisual
tapes.2

ELT video materials often come out as multi-media courses, consisting
of videotapes, textbooks or activity books, teacher's guide and in some
cases audio casettes.}

It is desirable that teachers become familiar with this kind of
material design and be able to use other materials, such as films, plays,
documentaries or even cartoons. There are specially adopted sample
versions of literary masterpieces or the classics of storytellers that
are designed to make language come alive in a pleasant way in the
classroom. Although these materials are likely to capture the attention
and stimulate the interest of learners, still their application should be
carefully planned with a variety of different viewing tasks and follow up
activities. These techniques are going to be discussed later.

Although copying or off-air recording seems to provide teachers with
an unlimited flow of material, one has to select and make plans so as to
promote active viewing; and devise suitable practice. For off-air
recording one thing should be kept in mind and that is unauthorized
copying, which is obviously illegal.

Some teachers might want to produce their own materials which would

require certain technical skills. Certainly it could be a thrilling



experience but nnly preduction of supplementary mater’ ' is advisablie,
Another important aspect of utilizing video facilitiss-in the classroom
is observing the process of teaching, the work hotis of teacshers and
students. However, teachers are not very likely to be encountered with
this experience, at least not initially when dealing with vides. 1 think
presenting some basic information on how the video casette player itself
can successfully be brought into the classroom will Ye of more use for
trainee teachers. This paper is Just an outline of ideas on this
increasingly important resource, therefore calls attention only to mejor
areas, like that of exploiting the visual element.

It is to be emphasized that the choice of matercinls has to met the

following three assumptions and expectations about videoba

(i) it will be worth looking at
(ii) it will provide elements not found in other sedia
(iii) learners will benefit from it

The first twn criteria is, almost by definitinn, ioherent in the
audinvisual in  the sense that it is a combination of sowex! ki viaion,
hence conveys the atmosphere of the target lanmesage emdtore; Language in
fact comes alive realistically by the characters of the programee. In, 3,
f.onergan's description:

"The outstanding feature of video films is theicv ability to preaent
complete communicative sttuations. e combination of cowed ol vialon I
dynamic, immediate, snd ancessible. This means that communication can be
percieved easily by viewsrs -- znd language learnoers "2

1 believe the most heneficient way of gefling students acquainted
with the advantages and disadvantages of video is by means of using it in
college conversation classes as well. Tn this ideal case video condd be
axpleited twofold; primarily students' fluency would be improved by using
some advanced level material with them, and secorddly, parallel with
fanguage practice in almost native situations wave of usiog video would
be presentad to them. Thus indirectly and still in a passive way they
tecome familiar with the m=dium,

After having had at least a {ew classes using video stodents would
he interviewed on their opinion and asked to discuss pres and contras., In

order not tn agst Iast i details the appropriate ternincloay is to be



- 158 -

introduced. The accompanying diagram is designed to provide a guide to
enable students to focus on key expressions in cOnneciion with video.
Using an overhead projector lhe relevant parts could be revealed as the
discussion advances.

Though most authors claim that there are no actual rules to be
followed by teachers, there still exists a unanimous agreement on two
areas in connection with video exploitation, which are:

(1) avoiding students' passivity

(2) exploiting the non-verbal elements -- as well as the verbal
Inevitably watching video programmes immediately connects with an
experience everyone has been exposed to, and that is watching Iv.

Students should realize that watching video does not equal with
sitting back passively during class. Teachers, on the other hand, must
know the material well and be competent both with choice of segments and
techniques of exploitation, because their role "... is central ... the
teacher has to relate the materials to the language learner’'s nnodn."6
The fact that, though attractive and motivating, video is no more than an
extra aid for language teaching should never be overlooked.

Secondly, all the expertls warn teachers not to foens exelusively on
the verbal; in other words, use video differently from audio.

There is no doubt about the unique wealth of information of sound and
vision. This has two aspects to it, (1) it presents language in realistic
situations and (2) it is set in a cultural context. According to
Margaret Allan, "... video is a literal medivm dewmanding belieovable
characters in believable situations."7 Situation or action appears in
its entirety, with all the extra- and paralinguistic aspects of
communication. Language itself with its specific [leatures is.in the
focus; language carries the cognitive load but visual clues are to be
considered as potential clues to culture-bound elements of the message.
Furthermore, the visual supplies teachers with extra discussion topics or
can be exploited for improving writing skills as well.

A most useful summary of the exploitation of ihe visual is given by
M. Allan, in which she not only enumerates systematically the non-verbal
elements of 1language but also gives some advice on how to assess them.
Her conclusion is that if the language to be studied is not officially
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spoken in the country it is absolutely necessary to pay atwention to e
visual.

for o Letter understandbing of U teachers shonid get scauadnled with
Ray Biruwhistell's division of non-verbal signs.

The visual signals comprise of gestures, tacial expressions, eye
contact, posture, proximity, appearence and setting in Allan's
classification. From her analysis of these cateyories it is clear that
all of them convey information about diiferent cultural and
social attitudes, either with or without being part of the interaction.
Thus appearence and setting are not part of it, being the so-called
extralinguistic elements of communication. 0On  1lhe other hand, snciat
norms and disposition varying from culture to culture (proximity), "body
language" and behaviour that indicates inclinations (pusture), coriscious
or unaware facial expressions or gestures usually appear as part of the
interaction. In Birdwhistell's classification there are

(i) idiosyncratic signals, which are characteristic of the
individual, so lhese are the most unlikely fo be taught
in a language class;

(ii) learned gestures, which are culture-specific and thug
cultural differences could be pointed out;

(iii) continuous movement, which in fact is an dndicalioe of
intentions in interactions and could b ol Bpoy Lance
for ESP

At this point students could be asked to collect examples of the
various visually important elements. At the same time, as becoming
primary school teachers, they should emphatically be reminded that the
visual clues mean virtuvally new information for young learners, hwence
interest and motivalion can be generated among pupils.

In the case of video the guestion of "now" {0 use ii successiully
emerges for all ieachers, especially when first coniconted with it. One
should mot be surprized by the answer suppiied oy video specialists
pointing out that there are basic techniques o ve masiered Ly teachers
and that these offer an almost endless variety oi possibiiities withy the
different materials. Each of the experts on video ideniyiyes a particoular

set of exploitation techniques, notably nine or ten basic wethods aie
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enumerated. These strategies can be employed with virtually any video, in
any class. In outline, they are:

(1) viewing straight through -- with short seclions

(2) viewing in sections -- with longer sections or arranging material for
an information gap exercise

(3) silent viewing ("sound off") -- showing a scene with the sound turned
off and asking for interpretation

(4) starting with sound only -- with cartoons or other established series
(5) prediction -- stopping the video or freezing a frame and considering
what will happen next

(6) freeze frame -- stopping the video by pushing the "pause" button;
asking all kinds of questions on the frame, focussing both on the verbal
and the visual element

(7) description -- asking students to describe what lhey have been
watching (both sound and vision)

(8) reading their minds -- speculating on the speakers' thoughts (aller
viewing conversations)

(9) understanding their feelings -- exploring the emotions of the
characters

(10) topics (themes) -- interpeting a scene, with re-enacting

(11) role play -- presenting a non-exact "repetition" of a scene within

the framework of acquired language ("acting it out")
(12) reviewing -- watching the whole section through for closing and
expressing opinions about it in speech or writing

As application of these methods varies with the material presented,
only a few practical examples can be discussed here.

In fact, the different techniques are combined- with different
activities. Activities when using video in the classroom divide into the
following categories:

(i) previewing
(ii) viewing
(iii) follow-up

Before making use of any materials in the classroom teachers must
make sure that either the tapescript is available for them or they are
able to produce one on their own. Silent viewing is advisable as well, to



analyse the progeoeme from the point of view of possihls Witerpretations
that might come wup in class or details that wmight need further
clacification, J. Lonergan's instraction T4 well worth taking into
consideration:

"When introducing video ... for the first time, any tasks associated with
viewing should be deliberately simple."

Teachers should alsn show confidence in handling the machine, ie. be sble
to use appropriately the varicus facilities (the ‘"pause", "stop",
"start", etc. buttons); and preferably be prepared to carry out all the
necessary adjustments during class with noting down counter positions in
advance.

In any kind of clssses using video the actual viewing is preceeded by
tuning in activites. In the case of viewing a section straight through
the wvocabulary and topic are to be intreduced first, and a set of
mestions are given to the learners. lhese mquestions eoncenlrate nn
global understanding; later, for the second viewing they foous on
details. Notz that it is not 8 good idea to ask stedents to make notes or
complete a worksheet while they view as  they will miss some of the
information (especiaslly in lower levels). A firsl vicwing straight
through c©an be checked with simple true or false questions. All active
viewing guldes should primacily support comprehension, but o can be
developed into practice or reinforcing exercises.

Longer units sre tn be divided up inte shorter sepmenls, and
presented in a sequence  interrepted by the same sieple activities as
abovae. Dn e other bard, the nrder of the segments can be rearranged and
the class divided into groups watch the sections separately with the aim
of frying to reconstruct the whole by an information gap exercise. This
technime is snitable for docuwsntary materials and, as it requires a
certain  amount of lanonage for exchanging information, can be applied in
acenrdance with the lavel of the learners.

Silent viewing of farz lots to do. Previewing arestions for dialogues
eould be:

W are the peopls you see?
wWhy are they there?

What are they thing?
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and for documentaries:

Where is the palce?

What objects are shown?

Why is it interesting?

Language could also be focussed on: students try to predict what people
are saying. When silent viewing, students might do such exercises as to
match sentences with speakers (which obviously they did not hear).

Freezing a frame is in some ways similar to silent viewing; it works
well during the second or third watching. As it has been pointed out
earlier, freeze frame is a treasury of information. The clothes, age,
behaviour, etc. of characters can all be involved in questions or filling
in tables; and this technigue makes it possible to elaborate on culture-
specific features that appear (anything from the emerald of the lawn to
a sticky Brighton rock).

Speech might become easier for a great number of students as facial
expressions help them to get at the correct pronunciation, placement of
stress and appropriate intonation. Verb tenses can also be praclised
efficiently either by students comenting lhe section (with the sound
off, sudio-dubbing) or by mere description of what they have seen.

All the conventional methods can conveniently be applied with video
(completion exercises, filling in sentences or tables, even reading is
possible with presenting students lhe tapescripl or a cvoncise version of
it). Written exercises are used as follow-up.

Video ulitmately should be a stimulus for language production. From

the stage of reception this process with some simplification could be

described as  follows: reception comprehension practice

reproduction/reinforcement production.

I think for +trainee teachers it would be rewarding to focus on
beginner/elementary and  intermadiate levels. The amount and the
complexity of language presented to primary school learners must
carefully be controlled. There are ELT materials (eg. A Weekend Away in
Streamline English, OUP) that are designed to satisfy the needs of a



complete conrse. As it has already been stacted in gramenr schools, some
primary schools might introduce video experimentally. If the hardware is
available, it only reqguires some ingenuity and a hit of planning from
teachers. Video can provide unimie kinds of teaching. 1t can extend
learners' access to English and its uses by presenting a greater variety
of speakers in a wider range of contexts that can be convincingly treated
in a3 textbook or classroom. It can show language at work within whole
systems of interaction, including non-verbal communication, and it can
help supply the social and cultural background necessary for the language
to be understood fully. It can also make the meaning of difficult
language immediately clear; all these advantages will make learners want
to watch and  learn. Teachers are always encouraged to select and adapt

materials to fit in with their own timetables, syllabuses and groups.
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