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LITERATURE

DOMINIKA FERENS

DIDACTICISM IN CHINESE AMERICAN LITERATURE:
HENRY DAVID HWANG'S M. BUTTERFLY

“When trying to slip into the nest of an alien culture the
cuckoo's cgg of one’s own vidon, system of values and
repertoire of symbols, the writer must remove from that
nest one of the eggs which have luin there for a long
time™

{Baranezak 1990 2127 [eanslntion ming, 13, F,]

Literary critics as unlike each other as R. N, Wilson, M, Glowinski, and
S. Rubin Suleiman agree that every literary venture serves a communicative or
educational function, and that function, whether implicit or explicit, is evident
in every work of literature. 1t is the domination of the educational over the
acsthetic that characterizes didactic literature, Unfortunately for the genre,
since the early 19005 it has been frowned upon by Western eritics, or shunned
altogether, even by those who themselves exploited it. As with all arbitrary
categories of this kind, its boundaries are far from clear. We can, however,
imagine a scale on one end of which we would find pure propaganda and on
the other — pure art. Intuitively, we could attempt to place along this scale
a variety of works, with The Bible, Acsop's Fables, or G, B, Shaw's Pygmalion
closer 1o the acsthetic end, and medieval morality plays, Jonathan Edward’s
Sinners in the Hands of an Angry God, Addison's Tattler, the Autobtography of
Benjamin Franklin, Horatio Alger's Ragged Dick and George Orwell's Animal
Farm closer to the didactic. Significantly, some of these works function today
chiefly due to their aesthetic value.

As the present analysis will demonstrate, D. H. Hwang's 1988 play
M. Butterfly, based on a true event and on Pucecini’s famous opera Madame
Butterfly (1904), is closer to the “didactic” end of our imaginary scale,
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although it has won acclaim as a major artistic achievement. Tts didactivism
has been signalled in the author's own statement:

M. Beeterfly has sometimes been reparded s anoanti-American play, o diatsibe sgains the

stereotyping of the Enst by the West, of women by men, Quite to the contrary, | consider it

i plea o all sides 1o cal throwgh eur respective lavers of cultural and sexoal misconception,

to deal with ene another truthfully for our mutoal pood,

(Hwang 1984 100)

In his play Hwang employs means of cxpressing political and social
eriticism that are characteristic of didactic literature. The play is didactic in
more ways than one. It can be studied as a satire of commonly held beliefs
about Asia and Asians — and the satirical sanction, according to Glowinski, is
one of the most effective informal sanctions used by writers in evaluations of
the political, social or moral sphere of human activity, Another approach might
be to treat it as a didactic “everyman” tale of an undistinguished, mediocre
anti-hero’s encounters with a procession of type characters (The Wife, The
Hussy, The Rake). But neither of these interpretations can give us a complete
picture of M. Butterfly as a didactic work.

since the study ol didactic literature as a genre has rarely attracted serious
scholarship, it is difficult to find a model specifically designed for the analysis of
didactic plays. In her exploration of the French “roman & thése” Susan Rubin
Suleiman developed a schema of the novel of “exemplary" apprenticeship. She
distinguishes two versions of apprenticeship on the level of the story: the
positive (1983: 77) and the negative (1983: 86), Suleiman’s structural model,
though used by her in the study of the novel of an earlier epoch, seems
sufficiently broad to accommodate a didactic drama like M. Butrerfly;
Suleiman herselfl anticipates this, saying that “a given narrative or thematic
structure can be realized by more than one genre” (Suleiman 1983 64), The
following are, respectively, Suleiman’s positive and negative apprenticeship
patterns:

Ignaranee Trial(s) K nowledpe “MNew life” in accondance

af the Truth  supmounied af the Truth with the Trull
R ([ ——— Action bascd on knowledpe
lgnorance Trinl{s) Non-knowledge Mo "pew life” in agcordance

of the Truth nol surmoeunted of the Truth with the Truth

Passivity — — — — — e = — Mon-petion {mauthentic aetion)

The mechanism of apprenticeship, as Suleiman explains i, is that the
protagonist has a counterpart in the real subject: the reader or viewer, The
persuasive effect of the didactic story “results from virtudl identification of the

Didacticism in Chinese Ameriean lilerature

reader [in M, Burterfly — the viewer| with the protagonist”. If the latter's
endeavours result in success und gratification, the reader is “incited to follow
him in the right direction [whilst] his failure also serves as a lesson or proof,
but this time a contrario: the protagonist's fate allows the reader [viewer] to
perceive the wrong road without following it (1983: 72). Thus it is the audience
or readers who, ultimately, are the apprentices, When the schematic pattern
proposed by Suleiman is traced in the story of Hiwang's protagonist, an entirely
new dimension is added to our understanding of the play.

At the outset of his own narration, Hwang's protagonist Gallimard,
a French diplomat in Beijing, clings to an illusion of Western supremacy, of
a subservient Fast, and demure, submissive Oriental women, Taking these
stereotypes for granted, he is evidently at the “Ignorance of the Truth” stage.

His trial or confrontation with the China of the 1960s should resull in the
acquisition of such “knowledge of the Truth” about the Fast which would be
undistorted by stereotypes. Suleiman calls this “the trial of interpretation
[of the political and social reality], where the candidate is placed before
a situation — or 4 lesl — that he must understand or explain” (1983; 78). Both
in his diplomatic work and in his private life Gallimard encounters the real
China. A lasting relationship with Song Liling, the “Butterfly”, becomes the
center of his existence. '

In order to convey his ideological message with greater force Hwang puts
slogans and historical facts into his characters’ mouths, Throughout the play
the audience picks up clues concerning the “Truth”; Gallimard consistently
disregards them. Song Liling engages in outright moralizing on Hwang's
behall. When Gallimard compliments her on being so “utterly convincing” in
the role of the Japanese Butterfly, she lashes out at him: “The Japanese used
hundreds of our people for medical experiments during the war, you know, But
I gather such an irony is lost on you" (1989: 17), She can be the antithesis of
what the audience and her lover would expect of an Oriental woman when she
challenges Gallimard “So, you are an adventurous imperialist?”, and; “You're
a Westerner. How can you objectively judge yvour own values? (1989; 21), Hers
is one of the key speeches in the play:

Cansider it this way: what would you say if a blond homecoming queen el in love with
ashort Japanese businessman? He treats her cruelly, govs home lor three vears, during which
Lime she prays 1o his piciure and tures down mareage rom o young Kennedy, Then, when
she learns be has comarried, she kills hersell, Mow, | believe you would consider this girl o be
i deranged idiot, correet? But because it's an Oriental who kills hersell for o Westorner —
ah! = you find @t beautiful,

{Flwang 198%; 17}

The effect of this utterance is all the more startling because of the appa-
rent frailty and doll-like quality of the speaker. Yet, when it suits her purposes,
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she can just as easily “pull o Butterfly”™ (a5 Hwang caplains in his afterword this
is a standard Chinese American expression for the timid manner adopted by
i woman with an ulterior motive): “A small, frightened heart beats too quickly
and gives me away., Monsicur Gallimard, 'm o Chinese girl™ (1989 31
Dramatic irony is at work here, and it fulfills a didactic Tunction, for the
audience sees what Gallimard does not — that the frightened Chinese girl, the
“China doll” simply does not exist. In terms of Suleiman’s model, the audience
has alrcady reached the “Knowledge of the Truth” stage, whereas the
protagonist is still ignorant of the “Truth”,

The obsession with cultural stereotypes prevents him from getting 1o know
the real Song. For twenty years Gallimard fails to notice that he is being
exploited by a male spy impersonating his own ideal of an Oviental woman. An
echo of this private drama can be found in his professional life, as all the
political predictions he makes about the American presence in Vietnam arc
also based on the same stereotype, and, consequently, off the mark. Thus the
trial is nol surmounted.

When he is jailed and becomes the laughing-stock of Paris, Gallimard wil]
still not admit the “Truth” about his tragic errors. As if under a spell, he
soothes himsell with the incantation:

I'have a vision of the Orient. That, decp within is almond cyes, there are stll women,

Women willing to sacrifice themsglves for the love of a man, Even o man whose love is

cofnpletely withaut wortl,

(Hwang 1989; 92)

No single interpretation of the play's ending — Gallimard’s full iden-
tification with Butterfly and his subsequent ritual suicide — does the play
Justice. The plot which scemed so far to follow Suleiman’s negative apprentice-
ship pattern turns out to be the positive when in the end “the Truth” brutally
invades Gallimard's cell and the last words he utters are: “My name is Rene
Gallimard — also known as Madame Butterfly” (1989: 931 Yet it would be
mockery to say that he starts a “new life in accordance with the Truth”, which
is the appropriate ending for a positive apprenticeship story. This, however,
does not invalidate the thesis that M. Burterfly is a story of apprenticeship on
a different plane; Hwang undoubtedly wants the audience to learn b
witnessing his protagonist’s plight and, whether Gallimard, once aware of “the
Truth®, goes on living or commits suicide, is immaterial. 1is example serves as
a lesson for his counterpart in the audience, the true apprentice, for whom, it is
to be hoped, a “New Life” in accordance with the (ruth has begun,

Apart from the play's exemplary narrative structure, reinforced by overt
criticism of the Western myth of the Orient, Hwang employs other lechnigues
in order to assist the audience in learning the “Truth”. A clussic method used
by satirists to ridicule certain clichés (and Hwang sces “a wealth of sexist and

DMdacticism in Chinese American lrerature ]

racist clichés™ (1989 957 in the Madame Butterfly libretto) 1s to pul them in the
moulhs of contemptible characters, Thus it is Helga, Gallimard's dull, silly wile,
who attempts to recall Kipling’s “‘East is cast and west is west, and, .’
whatever that guy said” (1989: 18). On hearing that Song Liling had sung the
death scene from the unfortunate opera she has nothing to say except: “T think
i's a classic picee of music” (1989: 19), In answer to Gallimard's comment that
the Chinese hate il she snaps “Politics again? Why can’t they just hear il as
a picce of beatiful music?” (1989: 19), which sounds obtuse, particularly in the
light of Song's speech quoted above, Hwang also uses Pinkerton, the hero of
Puceini’s opera, 1o i similar effect, making him a thick-skinned rogue whose
speeches in the play consist entirely of clichés: “It's true what they say about
Oriental girls, They want to be treated bad! and “When 1 leave, she'll know
what it’s like to have loved a real man. And I'll even buy her a few nylons”
(1989: 6).

The very choice of language in M. Butterfly is not withoul didactic
significance, Hwang has his Chinese characters speaking American slang — not
broken English, not pidgin, not even a neutral variety of English, The odd,
incongruent effect this produces alters the reception of everything said. As if by
magic, those who would be “alien, inscrutable, mysterious and exotic” — the
standard characteristics attributed to Asians by westerners according to
Kingston (1982: 56) — become familiar and ordinary. “What'd he ever give
you? Nineteen cents and those ugly Day-Glo stockings?” says Suzuki, “Look,
it's finished! Kaput! Done! And you should be glad! I mean, the guy was
a woofer!” (Hwang 1989: 12), Comrade Chin uses double negatives, and his
revolutionary jargon is peppered with words like “weirdo®, “gonna”, “dorm”
and “yeah”™ Even Butterlly, though her English is of a sophisticated kind, slips
in a “fat chance™ here and a “nope”™ there. Throughout the play these small
touches are subtly put to work by Hwang in order to erase racial differences
which, on the surfuce level he accentuates by the costumes: kimonos, tuxedos,
revolutionary uniforms and summer frocks, Having Chinese characters use
a natural spoken English is an innovation in literature, where both Caucasian
and Chinese American writers readily exploited grammatical and pronun-
clation errors for comic purposes — “Dat’s not a ploblem. 8he is a nice girl,
young, like an Amelican girl” (Lin 1975 136) or ereated unnaturally
grandiloquent characters who might say “What harm is there for tiny boys to
meet and play with companions of their own age and partake of a very
sumpluous repast?” (Lowe 1943; 59). In Hwang’s play East and West do meet,
and they speak the sume language. There could be no better way of impressing
upon the audience the idea of racial equality.

Hwang is nol unique in trying to get a political message across to an
audience belonging, for the most part, to another race. Didactic clements
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can be found in most earlier works by Chinese American writers, beginning
with Pardee Lowe's Father and Gloriouws Descendant (1945) and Lin Yutang's
A Chinatown Family (1948), both of which propagate Horatio Alger's
rags-to-riches-through-hard-work-and-humility model, When in the wake of
the civil rights movement racial minoritics began secing themselves in
a different light, writers phrased the new political message with greater urgency
and a cutting edge. initiating a revival of didacticism. Looking at more recent
Chinese American literature, readers and critics may ask themselves what other
funetion if not the communicative or educational could explain the insertion of
a purely factual chapter giving the history of U.S. anti-Chinese legislation in
the otherwise poetic epic narrative of Kingston's China Men (1989). And in her
latest novel The Kitchen God's Wife (1992) Amy Tan considers inter-racial
relations in China during World War I1, poking fun at the irresponsible way in
which the British and Americans conducted their politics there. Didactic trends
in Chinese American literature as a whole, however, deserve detailed treatment
in a separate paper.

The libretto of Puccini's Madame Butterfly, with all its racial implications,
i5 the egg which Hwang is trying to displace from the nest of Western culture,
craftily slipping another in its place: M. Butterfly (or Monsicur Butterfly -
Hwang's original title). The fact that M, Butterfly has won numerous national
dramatic awards, goes to prove that those who say true art cannot be didactic
are very wrong. “Great great art can never be anything else” claims Shaw
(1967: 9). Today we no longer like to be taught. Unlike the audicnce which
gathered round the church steps to watch a morality, or the maids who read
Richardson's Pamela and Clarissa in their attics, it was a discriminating and
highly individualistic crowd which Hwang set out to captivate and educate,
and this he could never have done without a strong artistic form to carry his
message, M. Butterfly strikes a balance in which the “aesthetic” function
fundamental to a work of art is not subordinated (o its “communicative”
function, but is supplemented by it.
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APPLIED LINGUISTICS

ANMNA LEWOC

COMPUTER AIDED LANGUAGE LEARNING IN POLAND.
IS IT WORTIT TRYING?

The 1980s have witnessed the spread of computers both in educational
institutions and in people’s homes. This has been the result of two factors,
namely, that computers and computing time have become cheaper, and that
many new and less complicated compulers have been developed. Now at the
beginning of the 1990s, both in the West and in our country a significant
number of learners own their PCs and many schools have fairly well equipped
computer laboratories. Moreover, the technological advancement in hardware
is combined with the creation of new, exciting software. As computers are now
turning out to be incredibly useful, versatile and attractive tools in all domains
of human life, it seems logical that language teaching should not stay behind.

The aim of this article is to present some ways in which computers can
contribute to teaching languages, especially Enghish, First we will present some
general theory with special emphasis on software, and then provide some
examples of Computer Aided Language Learning (CALL) software available in
Poland and its evaluation.

I, PARADIOMSE OF USING COMPUTERS [N EDUCATION

There are four distinet learning paradigms of Computer Aided Learning
{CALL) in general:

(i) Instructional

The computer is used to present a body of knowledge which the student
must master. This can be done by means of a tutorial program, but in the
majority of cases, 18 achieved through the drill-and-practice exercises.

(i) Rewvelatory

This paradigm is applied to learning which concentrates on discovery and
vicarious experience through simulation and data-handling.



14 AL Lewoo

(iii} Conjectural

The conjectural paradigm emphasizes active knowledge, manipulation
and hypothesis testing. The computer is used for exploring possibilities and as
a sort of “test bed” [or research.

{iv) Emancipatory

An approach to CALL which justified itself by enhancing authentic labour
(valued learning) or by saving non-authentic labour would fall under this
paradigm.

Of course, the [our paradigms overlap, wet sull this distinction is
important, because for some people 1t may come as a surprise that there are
any uses of computer in language learning beyond the instructional paradigm
(Higgins, Johns 1984: 18-19).

2, ADVANTAGES OF COMPUTER AIDED LANGUAGE LEARNING

Let us begin with what is, according to Martin Phillips (1984; 4), the
number one advantage of using the computer in all domains of human activity,
namely the reduction of non-authentic labour. A good example of such a use of
the computer is the word processor, which allows the user to edit and make
alterations in a piece of text, and then produces as many neat copies as
required.

To teachers computers offer the opportunity to make better use of their
time and expertise. By taking over tedious, mechanical tasks, like correcting
and marking simple exercises, they allow humans to spend more time on
preparation and on activities such as discussion, simulation, or project work.
By providing a means of usefully occupying part of the class, they open up the
possibility of small group activities (Kenning, Kenning 1984: 3-4).

The second major reason for introducing computers to education is that
they offer a powerful self-access facility. The computer can easily generate
a learner-centered, self-pacing activity. Programs can also be sensitive to the
student’s level of proficiency and, in some cases, self-adjusting to what they
*learn™ about him. Morcover, the computer also provides o wonderful resource
[or extra activities outside the classroom. Obviously, if this is to be achieved,
the computer room must be made available 1o students in their spare time and
the teachers must be prepared to recommend suitable software for individual
work (Phillips 1986: 7; Fortescue, Jones 1987: 102),

Thirdly, CALL materials are uniquely imteractive and self-modifying,
Moreover, CALL materials can be more easily changed and updated than, for
example, handbooks or educational films, In many cases this can be achieved
by means of a special package built in the program, by which an untrained user
can adapt the material to his own needs (Nelson et al. 1976: 28).
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What is also important, the computer seems to held a kind of fascination
for the people, particularly the woung ones, Part of this fascination is
undoubtedly duc to the appeal of the visual effects offered by modemn
microcomputers (Kenning, Kenning, 1984; 3-4),

On the other hand, some of this fascination, sometimes even addiction, is
quite unexplainable, Higgins gives an example of a very simple program for
beginners: The screen displays a simple matrix of information and provides
true and false sentences. The learners have to press a key to “trap” a sentence if
it contains the same information as the matrix, When Higgins asked his
teenage daughters to try out the program, they played it for three hours, in the
process reading well over a thousand ol these simple sentences. Let us now
imagine such a simple, true-false test in a printed book with a thousand items!
(Higgins 1982: 107),

Another advantage offered by a computer is that it gives privacy, relieving
learners from the fear of being ridiculed by their classmates, or punished by the
teacher for their mistakes or “silly” questions (Kenning, Kenning 1984: 3).

i DREAWBACKS AND FEARS CONMNECTED WITH CALL

The fundamental limitation of computers is that their role in education (as
in all aspects of life) depends on what has been programmed. This, in turn,
gives rise to more detailed problems.

First, not everything is programmable. Moreover, even if, in due course,
we find that all worthwhile knowledge is programmable, representing it in
educational software may turn out too expensive (Self 1985: 136).

Second, computers operate in a predetermined fashion, which makes the
computer’s contribution to a course heavily dependent on the program writer’s
ability to anticipate all contingencies (Kenning, Kenning 1984: 4).

Third, much of the current software is trivial and incompatible with
modern theories of learning. For example, in the case of CALL a great part of
the programs produced are apparently untouched by the communicative
methodology (Phillips 1984 3). The origins of most educational software can
be traced to programmed learning closely related 1o the work done by
behaviourist psychologists such as Pressey, Skinner and Crowder, Behaviourist
methodology was incorporated into self-instructional programmed learning
textbooks, where the reader is directed to different sections depending on the
answers given to a question.

Also teaching machines were introduced: electro-mechanical devices that
hold a simple keyboard and some type of a projector to display a slide or
a piece of filmstrip, analogous to a section of a book.
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[t was realized that the computer offered a more flexible presentation
device, As a result, especlally in the US AL in the 19605, CALL was produced in
the form of thousands of pages of text with guestions of the form “which is
correct: 1, 2,0 or 3" (Beach 1983 1),

Another drawback is that computers operate mainly {but at present not
solely) within the medium of the written language. As a result they are less
useful for practising such skills as pronunciation, speaking or listening
(Kenning, Kenning [1984: 4),

On the other hand, not all fears connected with CALL are justified.

The first example is technophobia. Teachers, especially those of humani-
ties, often claim that they are “teachers not technicians™, In fact, although there
exist some technical problems and inconveniences, If the program we use is
well-written and “user-friendly”, they are unlikely to arise, After switching on
the computer, the teacher and the learner need only to press a couple of keys or
click the mouse a few times to get the program running, Most muakes of
computer are very reliable and robust enough to withstand the constant use
(and occasional misuse) they will undergo in the classroom,

The second phobia is that computers will replace the teacher. Yet this
opinion is not shared by those who have experience of using computers with
language learners. Although fears of the computer as some kind of a rival were
understandable in the fifties when the prevailing behaviourist theories had
reduced the teacher’s role to mere drill management, the arrival of com-
municative language learning has given the teacher a lasting advantage over
any kind ol a mechanical or electronic tutor (Fortescue, Jones 1987; 99-100),
The more interesting programs are those which generate a task involving inter
and intra group negotiation for its solutions, Some relevant learning takes
place in the course of responding to, for example, 4 computer-managed
simulation, This kind of activity demands teaching skills of a very high order,
at least cqual to anything required by more sophisticated techniques in
communicative language learning (Phillips 1984: 8), 'The computer is the most
exciting and potentially useful aid so far available to teachers, but al the same
lime it is just a mechanical device (with many limitations and shortcomings),
which can be used well or badly, Without careful choice and preparation of
materials, careful lesson-planning and classroom management, as well ag
without training of both learners and teachers the computer s useless,

4 TYPES OF SOFTWART
A1 DUEHCATED PIRGRAMS V8 ALTHORING IFACKAGTS

An important distinetion both in general educational and CALL sofl-
wire 18 between dedicated programs and authoring packages. A dedicated
package has no overt facilities for the alternation of its data (text, vocabulary

[ S SRS
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ete.) while an authoring package allows teacher’s own data to be used in the
programs. Thus, an authoring package supplies an exercise type and probably
a few example texts but the material for the exercise to operate on is supplied
by the teacher,

The advantage of authoring is clear: a teacher can build up a library of
“lfavorite texts” and provide material relevant to classroom activity. Besides,
the volume of materials is theoretically infinite, A certain disadvantage is that
because only a few texts, if any, are usually provided with the programs, the
typing in of texts is necessary hefore the packages can be used widely (Fox et al,
1990; 20).

A2 THADITIONAL Call

We can also make the distinction between traditional CALL and
“extension” of CALL. Traditional CALL includes the following types of
soltware:

() Question and answer (sometimes referred to as drill and practice)

This is probably the most common type of software, as it is relatively easy
to write, It is very traditional, using variations of the question and answer
format and sometimes including instructional sections. The basic advantage of
using computers in this activity is the immediacy of the feedback. These
programs are also excellent testing devices. But the best of them do more. By
providing help facilities, hints and alternative answers, they turn a testing
procedure into an exploratory or tutorial one.

On the other hand, this type of software has a number of disadvantages: it
provides no context for the facts, treats learning as merely the accumulation of
information, ignores the need for an analysis of cause and effect and leaves out
the contribution of human interaction. With respect to the computer's
potential it might be thought of as a form of underachievement (Fox et al.
1990: 14-15; Dunn, Morgan 1987: 101),

(i) Vocabulary programs

These programs are often computerized versions of old favourite word
games, like Hangman, Anagrams, Crosswords Scrabble, Wordsquare, Noughts
& Crogses (before he is allowed to enter O or X, a player must correctly answer
d question — in this case a vocabulary question) or programs based on
matching opposites, synonyms, translation pairs, ete. Equipped with a range of
such programs for self-access, a school should be able to offer learners at least
one enjoyable way of playing with, and thus becoming familiar with new
vocabulary,

Computers can also be used for creating a “living dictionary”, like
Wordstore, Using this program, a student can write up to 1000 entries on
a single disk, an entry consisting of a keyword or phrase, a definition and

1o Anglien Wratldavigasin 27
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a context sentence, The student can also delete entries he no longer needs, aller
previously written entries, and print the “dictionary™ on paper. Finally, there is
a “test yoursel™ option: a randomly chosen definition is displayed, and the
student is asked to type the kevword, the “help” function heing the conlext
sentence with the keyword “dashed out”

Let uws also look at “word study”: the discovery of new words by
exploration (e.g in dictionaries), word-building and awareness of word classes
and categories. For example, the task may be making as many words as
possible from the letters of one long word. The computer keeps the score, In
theory, it knows all the possibilities, but in practice learners derive greal
pleasure from finding words it has not thought of (a reason for consulting
a dictionary),

Another class of programs encourage learners to get acquainted with the
principles of word building, e.g., possible combinations of prefixes, suffixes and
stems. The learner is presented with a list of parts of words, and has to produce
combinations that he thinks make sense (Fox et al. 1990: 15-16; Fortescue,
Jones [987: 21-28).

(iii) Language games

When the use of these programs is carefully managed, the students practise
the target language in interacting with the computer and, ideally, in com-
municating with each other. The fun element helps, especially in the case of less
motivated students.

(iv) Text manipulation

The software in this category concentrates on reading, writing, grammar
and vocabulary, The activities involved include gap filling, total textual
reconstruction, reardering jumbled words, sentences and paragraphs, matching
halves, etc, There is a large amount of software in this area, most with
authoring facilities. Alternatively, many of these exercise types can be set up on
a word processor, but without the benefit of instant feedback. Effcctive
methodology is particularly important in the use of this kind of software. A text
should not be reconstructed in a void. The target passage may be contex-
tualized by being one of the following: a summary of a longer text,
 translation, an answer to a letter, a written version of a text spoken on a tape
recorder, a narrative to be constructed with the help of picture clues,
a technical deseription based on a given diagram, a formal version of
an informal picce of writing, reported speech from a given conversation
ete. Students can be also encouraged lo use the authoring facility and write
short passages for others to reconstruct. Tex! manipulation is often a more
open and varied use of the computer than, for example, question and answer
CXCTCISES,

(v) Simulation and role-play
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The success of the use of computer simulations in forcign language
teaching depends heavily on preparation and structuring by the teacher. It
has been found that the most useful oral eommunication generally takes
place away from the keyboard. Therefore a role-play related to a program
needs to be set at a distance, with a worksheet or other focus available. The
computer’s role is providing then stimulus and structure without dominating
the proceedings: the central activity is the role-play and the decision-making
it involves.

This kind of approach is only feasible where the simulation is relatively
simple. Where a simulation is complex, parts of the program may be used in
the manner described above, while others may involve more reading and
language exposure.

(vi) Word processing

Word processing as an assistant to language learning has wide popularity.
Not only is it a real world tool, but it is also wversatile in its range of
applications, First, the word processor (WP) can be used in its original
function, to facilitate writing and editing in the [oreign language. In word
processing, the process of writing need no longer be linear: a piece of text can
be built up in sections from an outline or in any non-sequential way. This is
a very important aspect, and it transforms the nature of writing. Text on screcn
is fluid, "unset” until printed. This is not possible in the normal manual
process, unless this includes a large amount of preliminary outlining, note-
-making, drafting, cut-and-paste ete,

The final product can be much more satisfying too, The ease of storage,
retricval, editing and printing turns what used to be the unacceptable chore of
producing a fair copy into the logical final phase of writing, When students
word process the foreign language assignments, the paper bearing the teacher’s
corrections is used to guide the final edition. It also has advantages for these
with handwriting or spelling problems. The former can readily produce
well-presented work; for the latter, with appropriate software, spell-checking is
readily available. A student’s attitude to the writing tasks can thus become
much more positive,

Another motivating approach to word processing is available through
soltware where students select whole words or phrases from the sereen (useful
for less advanced students).

Apart from having students use the word processor in its normal function,
the teacher can use it to generate his own material (mostly of the text
manipulation type). One attraction of this approach is that it combines
language work with learning how to word process. However, it does not have
the instant feedback aspect that is motivating in much question and answer
type CALL software (Fox et al. 1990: 14-19),
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4% EXTRNSIONS (F CALL

(i) Enhanced word processing

Apart from the basic facilities of editing, storing, printing etc. supphed by
the traditional WPs, other facilitics are of interest to foreign language
learners. Where foreign language versions of commercinl WPs are available,
the use of the integrated facilities of spell-checker, dictionary and thesaurus
can give extra help. In addition, there are bilingual dictionaries as Colling on
Line or the Harrap's Multilingual Dictionary Database on CD-ROM (Com-
puct Disc — Read Only Memory — a small optical disc prepared to store
large quantities of data). that can be accessed directly from the WP and
selected translations can be cut and pasted into the current document (Fox et
al. 1990: 26).

Another tool for multilingual word processing 15 a computerized phrase-
-book-database such as Linguawrite, This package assists business letter
writing in five major Western European languages, A series of phrases selected
from the source language are given in the target language and built up into
a skeleton letter, which is then transferred to a WP for completion.

Further help in word processing is available from style-checkers, which
analyze written text for readability, impersonality, use of long words and
sentences, etc, or even ask pre-writing questions 1o focus the writer's mind on
the type of text and audience he has in mind and, after writing, analyze the text
aceording to the declared aims, Some software includes an element of grammar
analysis, but this aims to trap native speakers’ errors, rather than the learners’
ones. It has to be said that this kind of software is at present far from perfect in
the gffectiveness of its parsing. In many cases, it can only suggest that there may
be an error.

Another reluted utility is the ideas processor, which guides the production
of structured, systematic writing. A useful example is Thinksheet, The user
starts by creating an outline with headings on a number of hierarchically
arranged cards. The writing is done on these cards, which can be rearranged if
necessary,

In some situations, such as newspaper simulations, desk top publishing
also hus a role (Fox et al, 1990: 22),

The above programs are most suitable for students above the intermediate
level and for adults.

(ii) Databases

Shortly speaking, a database is a structured collection of data. An example
of database is the program Wordstore. It is possible to distinguish three major
types of dalabase:

(a) a small, local database which the teacher and the class generate for
themselves (Wordstore);
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(b} the set of structured data, already in the form of a computer file,
which can be purchased and used with a specified database management
program;

(c) large databases, usually produced for business or commercial ap-
plications, and often available via telecommunication systems {not in Poland,
unfortunately).

The user accesses these general commercial databases using a system made
up of a microcomputer, a telephone and a modem (Dunn, Morgan 1987: 101).

The usefulness of databases for language learners is twofold. First, they
can form the basis of writing activities. Secondly, they provide information for
a variety of purposes, such as research for a project (Fox et al. 1990; 22-23),

(iti) Concordancing

In its original sense a concordance is a reference book containing all the
words used in @ particular text or in the works of a particular author, together
with a list of the context in which each word occurs. Concordancing has a long
history, yet it was really revolutionized by the advent of computers: provided
that a text is stored in an electronic form, a suitably programmed computer can
perform all the tasks involved in compiling a concordance very rapidly :-m::i
reliably. The traditional use of concordances is in literary and linguistic
research, yet now they are becoming a utility available to every teacher who
has access to a modern personal computer, A computer concordancer (that is
a program designed for making concordances) can be used for giving examples
of words with their collocations, for guessing word meaning from the context
or for producing cloze exercises (Jones, Tribble 1990: 7-9). _

Concordancers can be powerful tools for the exploration of language as it
is really used. They are probably of most use with well-motivated, more
geademic students, With such learners, a concordancer can be used in
particular to develop and sharpen awareness of the use of vocabulary (Fox et
al, 1990: 24).

(i) Hypertext ,

The hypertext concept offers a release from the constraints of I:pcur
reading. The idea is that material is supplied with multiple links at various
levels, and the reader can “wander around” in the information environment,
calling up greater detail on selected words or items, This cI'GHS—I‘erﬂrlull{:h‘lg can
lead to other parts of the text or further information on the interesting area or
item. Hypertext is especially useful for all kinds of exploratory learning, where
the learner discovers knowledge for himself and in a way experiments with it It
teaches certain independence in learning and thinking, but is connected with
the danger of “getting lost” in the information network, That is why some
authors of hypertexts provide some recommended “pathways” which mu‘ffa
exploring the program “safer”. The combination of hypertext with multimedia
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seems particularly promising, because it enables the user to call a visual or
sound, sometimes cven (lm illustration of the studied itern,

Another aspect can be that readers annotate text as they read, leaving an
enriched text behind them and a path of references to follow or leaving notes
on areas of difficulty for a tutor to check on. Within the language learning
world, text could be enriched by cross-referencing/branching to dictionary
entries, translations, grammar notes and exercises arising from points of
difficulty.

The simplest form of hypertext is the branching or maze story, where the
course of the narrative is determined by choices made by the reader.

Hypertext appears both in a dedicated form and as an authoring
approach, where hypertext generators permit users to develop materials in the
non-linear form. However, the drawback of all kinds of hypertext is the fact
that they are very time-consuming to create (Fox et al. 1990: 25-28).

i ARTIFICTAL INTELLIGENCE

Without dismissing the usefulness of traditional CALL software, it is clear
that, in general, it has remained at a [airly low level of sophistication. In
particular, the inflexible and non-adaptive responses of such programs can be
seen as a limiting weakness. One obvious source of new ideas and more
advanced techniques would seem to be from the rescarch field of Artificial
Intelligence (AI). Al investigates possibilities of designing machines which
exhibit behaviour normally thought to require intelligence if performed by
a human. Consequently, great attention has to be paid, amongst others, to such
arcas as Natural Language Processing (NLP), Expert Systems (Intelligent
Tutoring Systems and Intelligent Help Systems), Machine Learning and so on.
Al techniques are also influenced by work in cognitive psvchology and even
neuropsychology. All these domains are related to the concerns of language
learning in general and CALL in particular. The problem is, however, that a lot
still has to be done in Al before it can be widely used in teaching,

6. CALL SOFTWARE [N POLAND

CALL software in Poland started some § years ago, when Ogdlnopolska
Fundacja Edukacji Komputerowej started distributing a package of programs
(Yourney, Risk, Americans & Battleship). which are still owned by a number of
schools. All these programs share a great disadvantage — they were written for
Blhit computers, such as Spectrum or its Polish equivalent Junior, which is
giving way to IBM PC compatibles. On the other hand, although not
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particularly innovative in their form, they are all correct both from the
methodological and teehnical point of view. They combine a wide range of drill
and practice exercises with enjoyvable language games and are user-friendly.
They also have authoring facilities.

Soon other programs lollowed. Perhaps the greatest commercial success
has been ETeuacher by Nahlik Soft. This program is a typical example of drill
and practice software, with its usual advantages and shortcomings, It was,
however, the first CALL software for IBM PC compatibles, which was easily
available on the market. Also the price is reasonable. This is probably why over
5000 copies of this program have been sold so far, which combined with an
even greater number of illegal copics makes it the most popular Polish
gducational program. Recently a new version (2.5) has been released, adding
some user-friendliness and a bigger number of exercises. Unfortunately, it still
has some of the deficiencies of the older versions, for example, rude, sometimes
highly offensive negative feedback, which is especially frustrating whenever the
program refuses to accept a possibly correct answer. An advantage of this
program is that it has an authoring facility,

Another piece of software which has gained quite a lot of publicity it
ProEURO from Young Digital Poland. This package contains an audio
enhancing card for PC computers and software which can turn your ordinary
PC into a language lab. The program enables the teacher to record models of
pronunciation for the students, as well as create some multiple choice and
dictation exercises. The student can also record his utterances and then
compare them with the model. It is also possible to buy MiniEwre, a simplified
and cheaper version, which can be used by the students to work with a lesson
prepared on ProEURQO, but has no recording facilities. A disadvantage of both
programs is the price.

Another program which is worth discussing is SuperMemo, which won the
first award at Softarg 1992, Tt is not strictly speaking a CALL program, as it is
designed to facilitate memorizing any area of knowledge the learner wants to
master. In the case of language learning it can be vocabulary. The program is
based on psychological research. It analyzes the learners responses and
calculates when, from the statistical point of view, a particular item should be
revised to puarantee the most effective memorizing. Databases with the
material to be acquired are sold separately, or can be created by the nser. The
way in which the learners’ responses are evaluated 1s guite unusual when
compared with typical CALL. First, the learner plays an active role in it, as it is
he who gives himself points for remembering a particular item. Second, it i3
based not only on recall, but on recognition as well. The learner is first given
a definition, then takes as much time as he wants to recall the word. When he is
ready he is shown the answer and pives himself points,
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Other two uscful programs KET and Studium were preparcd at Wroclaw
Polytechnic.

KET stands for Komputerowy Egzamin Testowy, and it greatly facilitates
testing. The teacher prepares his test and possible answers. The students do the
test on computers, the teacher simply records their answers on one floppy disk.
and the computer does all the hackwork: marking the tests, statistical analysis
of the results both of a single student and the whole group, and printing the
results on a sheet of paper.

Studium combines the presentation of a grammatical problem and a text
with drill and practice exercises. The authoring facility allows teachers to create
their own computerized lessons.

Also on line dictionaries are available (Komputerowe slowniki jezyka
angielskiego).

Another group of programs available in Poland has been prepared by the
British Council and can be obtained from some ELT book shops. They are:
Letterhunt (which teaches alphabet recognition), Code Breaker (the learner has
to decode an encoded sentence), Varietext (a text reconstruction program), Fast
Food (a simulation), Deadline (the students have to write a section of a tourist
guide) and London Adventure (the best of these programs, an ELT adventure
game, in which the students have to find their way around London on the
Underground, buy presents and catch a plane at Heathrow).

7. CONCLUSION

Generally speaking, the situation of CALL in Poland is not as bad as it
may have seemed at the first sight. There are quite a lot of programs available,
both domestic and imported. Moreover, as more and more compulers ure
bought by both schools and individual learners, and some regulations against
computer piracy are going to be introduced soon, more are probably going 1o
be published. As a result, it seems that prospects for CALL development and
usage in Poland are good, if only teachers learn how to make the best use of
available materials.
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A STUDY OF MOTIVATION AND LEARNING STRATEGIES
IN CLASSROOM LANGUAGE LEARNING

[ MOTIVATION

L. TYPES OF MOTIVATION

Every language teacher should try to learn something about his learners’
motivation. Motivation is commonly thought of “as an inner drive, impulse,
emotion, or desire that moves one to a particular action” (Brown 1987: 114). In
other words, presence or lack of motivation determines one’s success or failure
in a task. One of the best-known studies of motivation in second language

learning was carried out by Gardner and Lambert (1972). After a long research

they were able to distinguish two basic types of motivation: instrumental and
inteqrative,

Instrumental motivation refers to a desire to acquire a language as
a means for attaining instrumental goals, ¢.g furthering a career, reading
technical publications, translation, etc.

An integrative motive is employed when learners wish to integrate
themselves with the culture of the second language group.

Traditionally, it was assumed that having an integrative motivation
resulted in better success in second language learning. Later studies {Lukmani
1972; Kachru 1977) challenged the traditional approach and claimed that both
types of motivation may contribute to success in language learning.

It might be inleresting to observe how Polish secondary school students
are now motivated to learn English. It is essential to point out that all students
who completed the questionnaire may be described as successful language
learners. As their English teacher, the author of this study takes full
responsibility for the above statement.

LY THE QUESTIONMAIRE

The following questionnaire has been administered to two groups of
secondary-school learners at the end of their first year of instruction in
English. The questions were given in Polish and each graded on a scale
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from | to 5§ where I meant “Not at all” and § meant “This iy absolutely
true”,

Question: Why are you learning Fnglish?
-~ For advancement
—~ For good grades
— For a new or better job
— For travel -
— Because the language is required for graduation
— To get to know people from the new culture
~ Because it is fun
~ Other (list)
{adapted from Oxford 1990)

L3 RHSULTS

The questions were answered by 27 students from the lower-intermediate
group and 12 students from the intermediate group.

In the lower-intermediate group the three most popular motives were:

1) for a new or better job,

2) for travel,

3) for advancement.

In the intermediate group the three most popular motives were:

1) because it is fun,

2) for advancement,

3) for a new or betler job.

The typically integrative motive: “to get to know people from the new
culture™ was among the least popular with both groups of learners. Still, the
learners were generally successful in learning English,

1. LEARNING STRATEGIES

11 DREFINITIONS AN CLASSIFICATIONS

Learning strategics may be defined as “special thoughts or behaviours that
individuals use to help them comprehend, learn, or retain new information”
(O'Malley, Chamot 1990: 1). The notion of learning strategies emerged in the
19705 (Rubin 1975; Stern 1975) when it was suggested that some learners might
be doing something special or different to achieve better success in foreign
language acquisition, Thus the idea of a “good language learner” appeared, It
was assumed that “good language learners” make better use of strategies.
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Research on behaviours of good language learners proved that stralu_gies
can be described and classified. One of the most comprehensive classifications
has recenily been offered by Oxford (1990):

Direct strategies

Memory strategies:

A) Creating mental linkages

B) Applying images and sounds

C) Reviewing well

D) Employing action
Cognitive strategies:

A) Practising

B) Receiving and sending messages

C) Analyzing and reasoning

D) Creating structure for input and output
Compensation strategics;

A) Guessing intelligently

B) Overcoming limitations in speaking and writing

Indirect strategics

Metacognitive strategies:

A) Centering your learning

B) Arranging and planning your learning

) Evaluating your learning
Affective strategies:

A) Lowering your anxiely

B) Encouraging yourself

() Taking your emotional temperature
Social sirategics.

A) Asking questions

B) Cooperating with others

C) Empathizing with others

It seems important to make teachers aware of .th“ role uf_ learning
strategies in classroom language acquisition. Their skillful use might help
learners develop their communicative compelence in the target language more
effectively,

All approprinte language learning strategies are oriented ."“wf”'d the broad
goal of communicative competence. Development of m:lzommumca:uvc competen-
ce requires realistic interaction among learners using mcanmgful. contex-
tualized language. Learning strategies help learners participate actively in such
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authentic communication, Such strategies operate in both general and specific
wiys to encourage the development of communicative competence. Oxford
distinguishes several essential features of learning strategies:
Learning strategies:
1. Contribute to the main goal, communicative competence,
2. Allow learners to become more self-directed.
3. Expand the role of teachers.
4. Are problem-oriented,
5. Are specilic actions taken by the learner,
6. Involve many aspects of the learner, not just the cognitive.
7. Support learning both directly and indirectly.
8. Are not always observable.
9, Are often conscious.
10, Can be taught,
11. Are flexible.
12. Are influenced by a variety of factors.
(Oxford 1990: 9)
This article is a pilot study which intends to demonstrate the use of
learning strategies by two groups of secondary-school learners of English at
their lower-intermediate and intermediate levels of proficiency (the same
groups as in the motivation questionnaire). The questionnaire, containing 45
questions was administered after one school year of English instruction (5
hours per week).

L QUESTIONNATRE

Part A

1. I think of relationships between what | already know and new things
[ learn in English,

2. I use new English words in a sentence so I can remember them.

3. I connect the sound of a new English word and an image or picture of the
word to help me remember the word.

4. 1 remember a new English word by making a mental picture of a situation
in which the word might be used.

5. 1 use rhymes to remember new English words.

6. I physically act oul new English words.

7. 1 review English lessons often.

8. T remember new English words or phrases by remembering their location
on the page, on the board, or on a strect sign.

Part B
9.1 say or write new English words several times.
10. I try to talk like native English speakers,
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1.
12.
13.
14.

15.
16.
17.
18.

19,
20.

21.
22,

23‘ = " - .
. When 1 can't think of a word during a conversation in English, 1 use

25.
26.

27.
. If I cant think of an English word, I use a word or phrase that means the

2. _ 1
. 1 notice my English mistakes and use that information to help me do

il
a1k
s
34,
35.

37
38

[ practise the sounds of English.

I use the English words T know in different ways.

I start conversations in English. . _

1 watch English language TV shows spoken in English or go to movies
spoken in English.

I read for pleasure in English.

[ write notes, messages, letters, or reports in English,

1 first skim an English passage (read over the page quickly), then go back
and read carefully. , :
I look for words in my own language that are similar to new words in

English.

I try to find patterns in English. a1t sadun

I find the meaning of an English word by dividing it into parts that
I understand.

I try not to translate word-for-word. . :

I make summaries of information that 1 hear or read in English.

Part C
To understand unfamiliar English words, 1 make guesses.

gestures. . ; :
I make up new words if I do not know the right ones in English.

I read English without looking up every new W{!!‘d.l ‘
I try to guess what the other person will say next in English.

same thing.

Part D :
I try to find as many ways as I can to use my English.

I pay attention when someonc is speaking English.

I try to find out how to be better learner of English. ,

I p'tran my schedule so T will have enough time to study English.
I look for people I can talk to in English. : :

I look for opportunities to read as much as possible in English.
. T think about my progress in learning English.

Part E
.1 try to relax whenever I feel afraid of using English. ;
. T encourage mysell to speak English even when I am afraid of making
a mistake.
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39, 1 give mysell a reward or treat when I do well in English.
40, 1 notice if 1 am tense or nervous when I am studying or using English,

Part F

41. If I do not understand something in English, [ ask the other person 1o slow

down or say il again.
42. 1 ask English speakers to correet me when 1 talk.
43, 1 ask for help from English speakers.
44, 1 ask questions in English.
45. 1 try to learn about the culture of English speakers.

(Source: Oxford 1990)

Sentences | -8 refer to memory strategies, sentences 9-22 refer lo cognitive
strategics, sentences 23-28 refer to compensation strulegies, sentences 29-36
refer to metacognitive strategies, sentences 37-40 — to affective strategios and,
finally, sentences 4145 refer to social strategies,

The questionnaire statements were translated into Polish. The learners
graded their answers on the scale from 1 to 5 points where:

“1” means “never or almost never true of me”,

“2" means “usually not true of me”,

“3" means “somewhat true of me",

"4 means “usually true of me",

“5" means “always or almost always true of me",

L ANSWEFRS

In the first, intermediate group (A — 12 learners), statements 23, 28 and 41
scored the highest number of points, [t appears thal some single compensation
and soctal strategies are the most popular with intermediate learners (*To
understand unfamiliar English words, | make guesses”, “If 1 can’t think of an
English word, 1 use a word or phrase that means the same thing”. “If | do not
understand something in English, | ask the other person to slow down or say it
again™).

Sentences 5, 39 and 40 scored the least points, These are: *1 use rhymes to
remember new English words™ (it belongs to memory strategies), 1 give mysell
i reward or treat when [ do well in English”, “I notice il 1 am tense or nervous
when I am studying or using English” (both belong to affective stralegies).

In the second, lower-intermediate group (B — 27 learners), statements 28,
41 and 32 scored the most points. These arc: “If | can’t think of an English
word | use a word or phrase that means the same thing” (compensation
strategy), “If | do not understand something in English, 1 ask the other person
to slow down or suy it again” (social strategy), “1 think about my progress in
learning English" (metacognitive strategy).
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On the other hand, statements §, 39 and 25 scored the least number of
points. The first two are the same as in group A, Statement 25 belongs to the
group of compensation strategies and says: “I make up new words if I do not
know the right ones in English™.

While looking at individual strategies, it scems that the intermediate
group of learners relies more on their compensation strategies than the
lower-intermediate group, At the sume time the affective strategies are equally
unpopular with both groups,

H4 THE AVERAGE STRATEGY USE

This has been estimated on the following basis: the sum of points scored
by all learners in groups A and B within one strategy group was divided by the
result of the multiplication of the number of statements and the number of
learners.

Group A (Intermediate)
Part A {memory strategies): 2.80 (position 5).
Part B (cognitive sirategies): 3.44 (position 3).
Part C (compensation strategies): 3.57 (position 2).
Part D (metacognitive sirategies): 3.87 (position 1),
Part E (affective strategics): 2.87 (position 4),
Part F (social strategies): 3.87 (position 1).

Group B (Lower-Intermediatc)
Part A: 297 (position 5).
Part B: 3.23 (position 4),
Part C: 3.26 (position 3),
Part D: 3.64 (position 1),
Part E: 2.59 (position 6).
Part F: 3.49 (position 2).

5 EPSULTR AND CORCLUSHNE

The average results only partly confirm individual strategy scores, In both
groups metacognitive and social strategies seem to be the most widely used.
Compensation strategics, which are next on the list, got a higher average score
with intermediate group than with the lower-intermediate one. This confirms
the individual strategy score. In the intermediate group the next on the list are:
cognitive strategies, affective and memory strategics. In the lower-intermediate
Eroup we have got cognitive, memory and affective strategies respectively,

A fairly low average score of the cognitive strategies in both group signilies
that the learners should still need much help from the teacher, who could

V= Anglica Wratislyviensis 7
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instruct them how to learn most effectively. The sime refers to memory
strategies, especially in the field of vocabulary acguisition, Ttle learners active
lexicon seems to be rather limited, thus it seems that quite a lot could be
done here to help the learners in acquiring more new words, Mﬁn th_e
lower-intermediate group should be taught to make more use of their
compensation sirategies.

Learning strategies are conscious process and thus they are teachable {cf.
features of learning strategies). It scems important to make the lf:::';_llrlrlerﬁlai‘-’r_'ziljﬂ
of the existence of strategies as a significant aid in language acquisition, I'his is
to be done by the teacher.

There are numerous methods and techniques of teaching strategy awarc-
ness in the classroom. They will be presented in the next study.
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TADEUSZ FIOTROWSKI

MACHINE ANALYSIS OF TRANSLATION.
PROJECT DESCRIFTION

My aim in this paper is to show how computers can be used to help the
analyst handle original and translated texts that are to be studied for various
purposes ' I will report here on work still in progress, and the account will be
fairly informal, because no formal results have been achieved. What will be
highlighted here will be the problems 1 meet with in doing computer analysis of
texts in two, or more natural languages,

My original assumption was as follows: if the computer helps me write
texts — dealing with the most laborious tasks, like keeping track of the line
length, proper hyphenation, correct spelling, ete. — why should 1 not use it for
doing the most laborious tasks that I have to do when I have to analyze texts
of originals and translations? Everybody knows that a lot of time is spent in
such analysis just on the most mundane tasks, like counting the occurrences of
the words in texts, or listing all the occurrences of words in the texts, These are
tasks which can be done perfectly well by computer, It is with these objectives
in mind that 1 set oul to do my research.

The research had one important limitation: it was to be relatively
inexpensive. The very idea of using a computer was dictated by economical
reasons: it is certainly cheaper to list all oceurrences of a word in two minutes
than to find them in two hours, though I suppose that it would take more than
that to have all the occurrences of a word in a text. What is saved here is the
time and the attention one would have to devote to the task, Both can be spent
on something else, for example on analysis of the lists generated by the
computer,

e

' This paper was read at the Congress: Translation Studies — an Interdiscipline, Yienna,
September 9412, 1992, 1 would like 1o express my sincere gratitude to Wien Universitit, and in
particular to Prafessor Mury Snell-Mornby, dircetor of the Institue [ Dolmetsehar- und
ubﬂmuﬁcmuxhi]dung of the university, for the financisl support, which enabled me to take part in
the congress,
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It is very easy to imagine a powerful translation rescarcher workslalion,
which could solve most of the problems o be dealt with, The trouble is that
such workstations tend to be extremely expensive. 1 have had some experience
recently with writing a small bilingual dictionary, and T thought 1t would be
possible to use specialist commercial programs. They are however too
expensive even for lar richer institutions or individuals than me, my university,
or my publisher. To be more specific: T approached an Oxford-bascd software
company, COMPULEXIS, whose products are used by Oxford University
Press, for example in the compilation of the 9th edition of the Concise Oxford
Dictionary, and the smallest amount of money they mentioned was 15,000
pounds?,

At the very beginning T would like to say aboul some problems in my
research, The most general trouble with computers is that while they are very
useful for the right purposes, at the same time there are many problems that
would not simply exist if the computers were not with us. For Poles the
perennial problem is the Polish letter characters. A trite example: at present
there exists Code Page 852 with Eastern European characters (cf. Microsoft
MS-DOS. User’s Guide and Reference). 1t includes also Polish characters, More
and more software companies adopt it for their products. The problem is that
this code page makes it impossible for the user to use French diacritics {as well
ds other non-English charactersh, which are occasionally used in English texts.
Quilte often conversion procedures between various code systems are repeated-
ly necessary.

A more serious problem is that with computers we tend to think
quantitatively, in numbers: the computers can guickly produce quantitative
data, bul the real trouble is with the qualitative analysis — computer can count
anything we want to be counted in the texts, but what is important is o see the
significance of these data, In other words, the computer can be helpful only
when the research objectives are clearly formulated and when well-thought out
methods are used to reach those objectives. In what follows | am going to say
a few words first about the objectives of my research, and then about some of
the methods which [ think can help us towards reaching the objectives. But
first the general problems of this project will be described.

A very important fact for us in Poland is that it is expensive Lo convert
printed, hard copy, text into a machine readable format, This simply has to be
done, because lots of older Polish translations are not available online, while
optical character scanners are notoriously unreliable with Polish texts, which
are very often printed on low quality paper, with broken or blurred typeface,

* A note of interest: participants 2t the Translation Studics Congress thought the price was
quite reasonahle,
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It is not quite easy to obtain machine-readable texts in English, either. That is
one of the reasons why this research is mostly being done by students Wriling
their MA papers, because they can keyboard in the texts. At this point we can
mention what progress has been achieved, Now we are hallway with the
project: the students are expected to finish their analyses in mid-1993, At
present they know theoretically what to do with the texts, and they have
started to input the texts. This research was also initially supported by the
Komitet Badan Naukowych (grant no 2258/W/IFA/91), which made it possible
to buy some software and to keyboard in some amount of texts,

What are the objectives of our research? What do we want to achieve by
means of the computer analysis of texts? First of all, a translator’s handbook
on Polish and English is badly needed. Such handbooks have already appeared
in France (Vinay, Darbelnet 1967), or in Russia (where there are many books of
that type, cf. Recker 1974, Barchudarov 1975, cf. also the bibliography in the
journal Masterstvo perevoda), as well as in other countries, There is only one
practical book of that type in Poland, and not quite good at that (Dzierzanow-
ska 1988). For this purpose numerous examples are needed from the actual
translations, and some generalizations about translation between Polish and
English.

More importantly, the handbook could be based on a hypothesis relating to
certain relations between English and Polish, and English and other Slavic
languages. Thus the manual will be worked out in a hypothetico-deductive way.

The hypothesis relates to the typological relations between English and
Slavic languages, and it was first presented in my PhD dissertation (Piotrowski
1990). Those relations have to do with the relationship between meaning and
form in those languages. Specifically, my problem here concerns the relation
between the syntagmatic length of lexical units and the paradigmatic packing
up of meaning in those units. But this has to be translated into questions that
can be answered by use of basically quantitative methods. This means that the
following questions should be asked:

— are frequent words in English more frequent, relatively than in Slavic
languages?

_ — do those frequent words have a greater range of applicability (mean-
ing) in English than in the Slavic languages?

— are there lexemes in English which can combine with other ones without
the abstract lexemic component which is obligatory in the Slavic languages?

The first question concerns the statistical nature of the lexical relations in
texts in English and Polish, while the two further questions are related to the
collocability potential of both languages. It can be hypothesized that the
answers 1o the questions will all be positive. This research will help to verify the
hypothesis.
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There are also more specific problems related 1o the process of translation
which might be discussed on the basis of computer-assisted translation

analysis. The results of the discussion might shed some light on the theory of

translation. I would like to mention three such problems, and they concern,
respectively, the relations between the originals and their translations, then the
style (idielect) of the translator, and, finally, the relation between the language
of translations and other text in the lanpguage of the translations.

The first problem is the perennial gquestion of the relations between the
originals and the translations. It is often said that translation is unique, that it
is a highly text-, and discourse-specilic task, that translational solutions need
nol be the same in various translations of the same text. But there is not too
much hard evidence for this sort of statement. Computer-assisted translation
analysis can provide valuable data to support, or discard, such beliefs. Il indecd
there are some regularities, then what are they? Apain the computer can be
more than helpful to answer that question.

The second very important problem is: are the translators hidden behind
their texts, or are their selutions different because what we find in all the
translations by one person is simply the individual style of the translator, and it
is the differences in the styles which make the various translations different?
One would have to study the individual style of one, or more, translators who
translated [rom various languages and from various quite different periods,
writers, etc. In Poland one thinks at once of the names of Boy-Zelenski,
Kubiak, Stomczynski, Barafczak,

And the last, third problem to be discussed here is related to the previous
one: it is the relation between the language of translations, e.g. of so-called
non-original texts and original texts in the same language. Formulating this
problem more precisely, we may ask:

is translation “translationese”, that is, do translated texts have their
own grammar and vocabulary, do they form a sub-language separate from the
language?

In other words, is there an English sub-Polish, and a Russian sub-Polish,
etc, or do they belong firmly to one language, i.e. the translated texts exhibit
the same properties as original texts, with some minor differences (the higher
incidence of cultural vocabulary, e vodka in texts translated from Russian,
and whisky and ale in texts translated from' English, etc.).

These are the objectives that, 1 believe, can be reached by means of
computer analysis of translations, At present we can discuss the analysis
itself. First T have to describe in more detail what will be analyzed, that
15, I will describe the corpus of texts that will be used, and then 1 will go
on to the description of the methods used, including the tools used for
analysis.

P N e =
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There are, or will be, three sub-corpora, They correspond roughly to the
facts that we hope to find out about translation. Tl 15 very important to
establish a proper corpus in that sort of research. Technically speaking, the
corpus represents the whole general population of the texts, so it has to be their
adequate representation, if that is possible at all with translations. There are
two general problems with adequate representation in the corpora.

First: [rom the description which follows it might seem that the project
focuses entirely on English and Polish, but this is not so, even though the two
languages are best represented. The trouble is again that my MA students find
it very difficult to input texts in languages other than English or Polish.

Second, Polish is a relatively exotic langunage and very often the trans-
lations into English have been done by Poles, particularly technical or
semi-technical translations.

There are the following types of subcorpora:

I. The corpus which has pairs of texts in both directions of translating, i.e.
four texts. T tried to select samples of homogenous texts from both languages,
in both directions of translating. They are situationally related, i.e. the original
texts were not only concerned with, e.g. linguistics, but both are on phonology,
and both are within structural phonology. Both should come from roughly the
same period, and be approximately equal in length, ie. have some 20 pages. In
this particular case, the two original texts which served as examples are
excerpts from, respectively, Lyons' Introduction to Linguistics (Lyons 1968,
Lyons 1976) and Milewski's Wstep do jezvkoznawstwa (1965, 1973).

II. The second subcorpus has multiple translations, for example one
original and two, or more, versions in other languages. As we are interested in
synchronic translation, we cannot use translalions which are more than
roughly ten years apart in time. There is no homogencity in this sub-corpus,
and it is almost exclusively made up of Polish translations. Of course this fact is
related to the ease of finding the suitable translations in Polish, And, of course,
there has been greater interest in the writings in the English language in Poland
than in Polish literature in the English-speaking countries. The most interest-
lng texts in this corpus are the translations of Nabokov's Lolita — the original
in English (Nabokov 1958), Nabokov's own translation into Russian (Nabokov
1989), and two translations into Polish — one from the Russian version
(Nabokov 1974)), the other from the English original (Nabokov 1991),

1. The last subcorpus does not exist at present, but we hope to establish
it fairly quickly. That subcorpus will contain texts produced by one translator.
That would include both translations and original texts, and there would be no
originals, simply because we are not interested in the relations between foreign
language originals and translations in this case but only in the idiolect of the
translator. We hope to obtain some online texts from Stanistaw Baranczak for
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this sub-corpus, as well as from some young Wroctaw translators. This Wiy 1t
will be possible also to see whether an experienced translator differs quan-
titatively and qualitatively — in his stvle from a vounger one,

The corpora have to be analysed by computer, and for this reasons
adequate software is needed. Again, economy was of utmoslt importance,
therefore the programs that are used are quite inexpensive. T will deseribe the
whole battery of programs, even though that might scem superfluous to
advanced researcher, as somebody might find it interesting to use a similar way
of analysis.

The texts that are to be processed have to be plain ASCII texts, without all
the special codes which sophisticated word editors/processors insert, Therefore
an ASCII editor is necessary. All DOS systems now have an ASCII editor,
though such editors can be also bought separately (for example those whe use
WordPerfeet might want to use the DOS editor from Word Perfect Office,
whose keyboard philosophy is the same as in WordPerfect, which makes it easy
to use for WordPerfect users).

Next programs for statistical processing of the texts are needed for
computing the statistical significance, standard deviation, ete. There are many
statistical packages available, but in most cases a standard spreadsheet will do
for most purposes. The program Tesast is used for calculating the statistics of
character, word, sentence occurrences,

Next there come programs for handling the texts. At present [ can use two
such programs, and I will describe them in short. Longman Mini-Concordancer
(Longman Group UK Ltd 1989, 1991): this is an excellent package, very fast,
with good potential for producing wordlists of various kinds — forward,
reverse, frequency, ete. It makes concordances as well, sorts them, and helps
one look for collocations. 1t has some drawbacks it can process only
a relatively small amount of text. Above all, it can be used to handle Fnglish
language texts only, because all higher ASCIT signs are converted to lower
ASCII signs. This means that it cannot be used for analyzing Polish texts.
I have the privilege of using version 1.03T3P, which does not do the
conversion. This version is not murketed, but was prepared especially for my
purposes by the author, Brian Chandler,

Another program is WordCruncher (1985-1989, Llectronic Text Cor-
F:nm'nliun. Brigham Young University). It can process quite large texts — link-
ing them, can represent any characters and sort them, and allows one (o move
in the text in any way one wants to. Its main drawback is that the text has to be
coded (tagged), and its potential for producing wordlists and sorted concordan-
ces is quile limited.

Now I would like to describe the methods that are used. The methods are
based partly on those described by Sinclair, with some additions (¢f, Sinclair
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1991), Some of the types of methods, or rather their output, are also illustrated
in the appendixes. The texts to be used in the appendixes are: the short-story
by I. Singer On the wagon (Singer 1974), and three translations of the story into
Polish: by Truszkowska (Singer 1979), Spicwak (Singer 19860), and Sobolewski
(Singer 1984). It should be noted that the Singer text is not an original English
text, but is a translation from Yiddish. It has been chosen because in our
corpus it is represented by the largest number of translations. It has also to be
noted that I can present only a wide-ranging overview of the methods, without
going into details. The Singer text and its Polish translations, however,
provided enough material for the discussion of basic problems of literature
translation during a class which lasted f{or four months,

Statistical analysis is certainly most easy — this is purcly quantitative
work with which the computer is al its best — but it has to be supplemented by
more rigorous computation, in particular by finding oul the statistical
significance of some features.

First frequency dictionaries of the texts to be analyzed are prepared. This
is done in two stapes, first the programs produce frequency dictionaries of
word-forms. On the basis of these the human analyst has to find out the
frequency of lexemes, To make the analysis easier all the decisions as to what
constitutes a lexeme (homophones v, polysemic words, ete) are based on what
can be found in dictionaries,

What are such dictionarvies needed for? The statistical distribution of
vocabulary is roughly the same in any text in the same language (c¢f. Zipl 1949),
By comparing the [requency dictionary of a single text with a frequency
dictionary of the language — in other words, with the dictionary of all
potential texts — we can find what seem to be keywords in that text, i.c. those
words which relate 1o central notions of the text, Such keywords are maore
frequent in a given text than they should be, according to a general frequency
list. The same sort of approach is used by the researchers at the University of
Surrey, who use it for semi-automatic extraction of technical terms from texts
(Ahmad et al. 1992). See appendix 1° and 2. Both appendixes include
ward-forms, not lexemes,

Next the distribution of words of various length in the text is stu-
died — Zipf's law (Zipf 1949) explains the significance of the distribution, This
is related to the “foreign vs, natural” character of the text, the ease of its
understanding, etc. See appendix 3.

Distribution of sentence length and sentence complexity — again this is
related to the ease of reading, In various languages there seem to be some

YD Khurshid Ahmad told me (private communieation) thut there is an error in the
lrequeney list provided in the Sinelair/Renoul (1988), which was confirmed by the COBULLLD stall,
Ad ] have no forther details, 1oam using the list with this warning.
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stylistic constants as to the length ol the sentence, and us to its complexity.
Moreover, the researchers at the University of Bochum found out that the
sentence length is a clear mark of the individual style of the writer (private
communicaton), and that it is constant in any genre — prose or poelry. Sce
appendix 4.

The next stage is lexical analysis. This can be done by means of
concordances, which allow one to look at the global occurrences of a lexical
item in a text, "The most popular KWIC concordances (Key Word In Context)
are lists of lexical items with their left-hand and right-hand contexts. For
concordances of “Zamo$c™ and its word forms sce appendix 6. We can also
look at the output from WordCruncher, which lists the occurrences of a lexical
item in a context defined by the tags: sentence, paragraph, chapter. Concordan-
ces are used 1o check out the collocations of keywords, or of proper nanies, or
nouns (which are often semantic centres in texts).

I have chosen some extracts, which show: how translators deal with
a collocation, and how they tackle hard words in the text (though one may
wonder whether just any lexical item will not be treated as a hard word of some
sort by at least some translators). It was with some surprise that my students
and I found out that the translators evidently have much trouble with
understanding the original English text, even when it was very easy (cf, the
phrase he “went out”). This was even more surprising when we consider that
the translators were by no means novices in the art of translating, This
certainly shows that there is much to be done in the field of translator training
in Poland.

This sobering finding is perhaps the best conclusion for this description of
the project whose ultimate objective is 1o prepare a manual for training
prospective translators,
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First 200 word forms in the Biomingham Corpus, ranked in order of frequency of oconrrence

1 the
2 of
3 and
4 1o
Sa
 in
7 that
|
9 it
10 was
11 is
12 he
13 for
14 you
15 on
16 with
17 as
18 be
19 hael
) bt
21 they
22 mt
23 his
24 have
25 not
26 this
27 are
28 or
29 by
0 we
3 she
32 from
33 one
34 all
35 ihere
36 her
37 were
38 which
19 an
a0 zo
41 what
42 their
43 r
4 would
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45 about
46 no
47 saded
a8 up
49 whan
50 heen
Al oul
32 them
51 do
54 my
55 more
56 who
57 me
58 like
59 very
0 can
61 has
62 him
63 pome
G into
65 then
66 now
67 think
68 well
69 know
T time
T eould
12 people
KERT
74 other
75 only
TG it's
77 will
T8 than
T owey
B0 just
51 because
82 wo
B3 over
84 don’t
BS pet
Bt seo
&7 any
B8 much

(Simclmir, Renoul 1988):

B9 these
20 way
91 how
92 down
93 gven
94 firsi
95 did
96 back
97 pot
98 our
99 new
100 go
101 most
102 where
103 after
104 your
105 suy
106 man
107 er
108 little
109 1o
110 many
111 good
112 going
113 through
114 yeurs
115 before
6 awn
LIT us
118 may
119 those
120° right
121 come
122 work
123} made
124 never
125 things
126 such
127 make
128 sull
129 gomething
130 belng
13 alse
132 that's

133 should
134 reully
135 here
136 long
137 I'm
138 old
139 world
130 thing
141 must
142 dduy
143 children
144 ah
[45 off
146 quite
147 same
148 1ake
149 agnin
150 Tife
151 another
152 eame
153 course
154 between
155 migh
156 thought
157 wam
158 suys
I 5% wont
160 put
161 Tust
162 great
163 always
164 uway
165 look
166 menn
167 men
|68 each
169 three
170 why
171 didnt
172 though
173 fact
174 Mr
175 ance
176 find

177 house
178 ruther
179 fow
LED bath
181 kind
182 while
183 year
184 cvery
185 wnder
186 place
187 home
18R does
189 sort
190 perhaps
191 against
192 far

193 left
194 around
1895 nothing
196 withoul
197 end
198 part
199 looked
200 used
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45

night

one

a0

wiy
when
even
have

my
Shmeiser
this

who

dor

hus bund
know

anid
Warsuw
which
Aumose
about
after

belore
father
how

it's

they
wiell
Yes
make
Muecheles
tike
wWagon
we
wenl
why
would
Zeinvel
became
does
felt
Cienel
half
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hand
hersell
horse
left
only
or
right
some
still
their
then
thoeugh
will
hooks
can
everylhing
girl
got
house
imade
now
over
oW
Ozer's
lime
1ook
whene
nguin
always
am
came
come
dance
didn’t
dan't
Feivel

has
himsell
inio
know
life
love
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Frequency wordlist for SINGTXT

than
through
told

o
town
two
wilcr
wile
against
another
ask
biack
become
betwesn
breast
dark
doesn’t
down
car
cnjoy
every
cyes
face

fall
good
heard
hiome
Just
knows
lamp
light
long
Lublin
mother
muovil
Moshu's
nothing
remiined
should
sisler
sky
small
spoke
alation
stoed
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APPENDIN 2 - WORD STATISTICS IN THE ORIGINAL SINGER TEXT

train
tried
used
wiani
woodls
years
young
almost
arcund
awiy
barrel
beciuye
began
bench
bent
blick
boys
buginess
caupht
children
couchmun
cookies
cried
ch
Enlighten-
meni
enough

LR e
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APPENIMX 7 — WORD STATISTICS APPENIIX 3 — WORI STATISTICS (CONTINUED)
staciscics of words of different length: text - SINGENG statistics of words of different length: text - SPTERAX
Wortlange Wortanzahl Prozantanteil bei insgosamt 4306 Woesrtersn wortlange wWortanzahl Prozentantail bei insgosamt 3357 voartarn
0 o 0.00 % 0 0 0.00
1 183 4.25 W 1 282 8.30 v
2 636 14.77 & | 5 295 B.60 %
3 1091 25.34 % 3 A93 14.51 W
4 116 18.02 % 4 408 12.01 %
5 857 12.94 % ‘ 5 484 14.25 %
& 340 7.90 & & 399 11.73 %
¥ 114 7:-29 % 7 3111 9.16 %
8 170 3.95 % g8 %0 B.54 %
3 68 2.04 | 9 187 5.50 ¥
10 79 1.83 & 10 130 .83 %
11 15 0.81 1\ 11 5% 1.74 %
12 ] 0.21 % 1% K] 1.27T %
13 20 0.46 % |l 13 9 0.26 %
14 2 0.06 % 14 4 0.12 %
15 3 0.07 4 | 15 1 0.03 %
16 3 0.07 A 16 1 .03 %
50 | 0.03 &
statistics of words of different length: text - SOBOL
h‘nrtldnge Wm'ta.na.ngl Pr{uantuntnil bel insganamt 31379 Weartarn ptatistice of words of different length: text - TRUSZIKOW
0.00 %
1 212 B.08 \ | Wortlinge Wortanzahl Prozentanteil bei insgesamt 3637 Woertern
2 32 9.23 % 0 0 0.00 A
3 504 14.92 % 1 280 7.70 %
4 164 10.77 % | 2 146 9.51 A
5 504 15,06 \ 3 523 14.38
6 407 12.04 % 4 462 12.70 ©
7 311 9.30 % g 516 14.1% %
B 267 7.90 W 5 390 10,72
¥ 173 3.09 % 7 i28 .02 %
10 112 3,91 % g8 285 T.04 W
11 72 2.13 8 | 9 193 5.31
12 18 1.12 % 10 147 4.04 A
13 ] 0.38 W 11 LT 2.36 \
:li 2 D.08 W | 12 49 1:35 &
15 1 0.06 A 13 23 0.63 %
16 1 0.031 & 14 i 0.11 %
50 1 0.03 % 15 1 0.03 %
| 16 2 0.08 W
| 17 1 0.03 %
49 o 0.00 %
50 1 0.03 %
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APPENDIX 3 WORD STATISTICE (CONTINLD

atatistics of words of differant longth: text - SINGENG

Wortanzahl Satzanzahl Prozgeatanteil bei insgesamt 434 SaLzen
0 0 0.00 %
1 b 1.38 4 |
2 26 5,99 4§
3 27 6.22 % |
4 34 7.83 %
5 41 9.45 W
[ 33 7.60 & |
7 a0 6.91 %
8 10 6.91
9 10 6.91 % |
10 28 6.45 1
11 21 4.84 %
12 16 3.69 4 ‘
13 13 3.00 % '
14 13 3.00 % |
15 9 2.07 &
16 10 2.30 0
17 11 2.53 % |
18 10 2.30 A
19 9 2.07 %
20 6 1.38 % |
21 1 0.23 %
a2 8 1.15 %
23 4 0.92 %
:; 5 1.15 |
0 0.00 4
26 2 o.46 v |
27 0 0.00 &
8 F | 0.46 % |
29 1 0.23 %
30 2 0.46 % ]
31 0 o.00 § |
32 '] 0.46 A
3 1 0.23 % |
14 1 0.23 %
15 0 0.00 W
is 0 0.00 ¢ |
7 0 g.00
38 2 o.46 « IR
19 0 o.00 v |
40 0 0.00 %
41 | 0.23 % |I
42 0 B.00 %
43 i Q.00 %
:: 0 0.00 % |
0 0.00 4
46 1 o.23 % (B ll
47 0 o.00 % |
48 0 0.00
a9 0 0.00 % |
50 1 0.2 % | {
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APPENTTXY 4 SENTEMCE STATISTICS
statistics of sentence length: text - S0BOL
wortanzahl Satzanzahl Prozentanteil bei insgesamt 421 SEtzen

o 0 .00 &

1 14 3.31 %

2 8 .65 R

k| a8 6.65 %

L] 51 12.11 M

5 51 12.11 %

& 41 F.74 %

7 28 £.65 %

B 14 B8.08 %

9 a4 5.70 %

10 18 4.28 %

11 19 4.51 %

12 21 4.99 %

13 L 2.38 %

14 8 1.90 %

15 7 1.66 %

16 7 1.66 %

17 F | G.48 %

18 5 1.19 %

19 L] 1.20 %

20 3 .71 %

21 L .24 %

22 [} 0.00 &

23 ! 0.48 &

24 i 0.48 ©

25 1 0.24 %

26 | 0.24 %

27 r 4 0.428 % |
28 0 0.00 %

29 1 0.24 % ]I
ki) 0 Q.00 W

3l 0 0.00 W

32 i} GO0 %

13 1 0.24 ¥ l
34 | 0.24 %

15 L} 0.00 %

16 1 0.2s v |0
37 0 0.00 %

g O 0.00 %

kL] 0 0.00 %

a0 &) o0.00 %

Wl [+} Q.00 %

42 1] Q.00 W%

43 0 0.00 W

dd ] 0.00 %
45 o 0.00 &

L L3 0 0.00 %

47 1 o.2¢ « |0
48 0 0.00 &
49 ] 0.00 % |

4 — Assbes Wrstishyrieasis 17
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APPENDIIN 4 — SENTENCE STATISTICS [CONTINUED) APPENDIX 4 — SENTENCE STATISTICS (CONTINUED)

statistica of sentence leangth: text - SPIEWAK gtatistics of sentence length: text - TRUSZKOW
Hortanzahl Satzanzahl Prozentanteil bei inegesamt 424 Shtzen

o 0% Wortanzahl — Batzanzahl  Prozentanteil bei inagesamt 419 sHtzen

1 14 3,30 % a 0 D.00 %

2 29 6.04 % : 9 2,15 %

3 32 7.55 % 2 25 6.21 %

4 43 10.14 % 3 25 5.97 &

5 50 11.79 % | i B.59 %

3 45 10,61 % 5 43 I0.26 %

7 37 8.73 % 6 40 9.55 &

8 27 6.37 % 7 a7 8.83 %

9 18 4.25 % 8 26 6.21 %

10 a0 T.08 % a 31 7.40 &

11 14 3,30 & 10 25 .97 %

12 12 2.81 & 11 19 4.53 %

13 16 3.97 % 12 18 4.10 &

14 14 3.30 & 13 18 4.30 &

15 10 2.36 & L4 11 2.63 &

16 4 0.94 % 1% 9 2:15'%

17 4 0.94 % 16 fi 1.43 &

14 fi 1.42 % 17 B 1.91 %

149 3 Q.71 % 14 1 0.24 %

20 0 Q.00 % 19 L] 1.43 %

21 2 0.47 % 20 i 0.95 %

22 1 0.24 % 21 4 0.95 &

23 3 0.71 % 22 d 0.95 4

24 0 0,00 % | 23 q 0.95 &

25 1 n.2d v M 24 2 0,48 4

26 il 0.00 & 25 | 0.72 &

27 3 0.71 % 20 1 0.24 4

28 1 0.24 % 27 bl 0.00 %

29 1 0.24 & 28 a 0.00 %

30 0 0.00 & 29 0 0.00 %

11 0 0,00 % 20 1 0,24 % |l

az 0 0.00 & 31 0 0.00 %

13 2 0.4 & (N 34 0 0.00 &

14 0 0,00 % 3 1 o.24 v |

s 0 0.00 % 34 0 0,00 %

16 0 0.00 % 5 0 0,00 %

37 0 0,00 % 36 0 0.00 %

a8 o 0,00 ® 37 1 0,24 %+ |H

39 0 0.00 & 38 0 0.00 %

At 0 0,00 % 39 ] 0.00 %

4l ] 0,00 % ao ] Q.00 %

42 i 0,00 & al 0 Q.00 %

43 i o.24 v | 42 0 0,00 %

' 0 0,00 % | 43 0 0,00 %

A5 i o.24 & |0 1 44 0 0,00 %

A6 0 n.on & 45 0 0,00 &

47 ] n.00 & 16 0 .00 %

48 ] G.00 % :; g g.gg #

a9 i ; 00 %

) 0.00 % a9 0 0.00 %
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statistics of punctuation

Der TexL enthilt 246
Satzzeichen Satzanzahl

2 111

i iz

q 18

5 3

i 1

7 L

] 2

statistics of punctuation

Dar Taxt anthilt 162
Satezaichen Satzanzahl

F] 139

3 65

q 31

8 12

6 4

7 ]

] 2

5 1

10 1
ntatintios of punctuation
Dar Text enthdlt 177
Satzzeichen Satzanzahl

2 11}

] on

] iz

-] [

[ 1

1 1

§ b

] 3
statistics of notuation
Der Text enthilt 161
Sateeaichen fatzanzahl

i 137

] m

] a0

4 7

& 2

7 1

L] 0

9 1

SENTENCE COMPLEXITY STATISTICS
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ast statlon. From thera to
the night all the way to
DEor, "Ara you going ko
d. “Yoo,* Ozner sald. "o
my parento-in-law Live in
*In hae or is he not from
"Who doesn’'t know tham?
be was the bost dancer in

rty. Half the young mon in
humanity bacamd civilizaed,

APPENDIX 6 — LEXICAL ITEMS: CONCORDANCE FOR “ZAMOSC™ (10 LINES)

Zamedf  one went by horec and bug
Zamodd, Another pagpangor waite
Lamodd?® ol asked. "Yon," Orar
famodd, " “In Ehat your home bow
tamofé, " "Whooe son-in-law aro
Eamodér t It's #0 dark I wouldn't
Zamodf fsn’t Lublin, after all, B
Zamofit. We girles used to gather a
tamodé ware in lova with hor, b
Zamcde 1o noither Dilgoray mot T

CONCORDANCE FOR "ZAMOSCIA" = “ZAMOSC" (30 LINES)

Taxt: SINGER
marks in sentences: text - SINGENG
Slicze, dio nur den Satzendepunkt enthalten.
Prozentanteil bei insgesamt 434 shtzen
30.18 2
w0 1 | a1
4,14 § a1
0.69 % 24
0.23 % e
0.23 % I i:
0.46 % 147
152
marks in sentences: text = S0BOL mn
glitze, dis nur den Satzendepunkt enthalten.
Prozentanteil bei insgesamt 421 sitzan
33.02 %
15.44 %
7.36 A
2.85 \
0.95 &
0.95 %
0.48 %
0.24 % HOROL 2
0.24 % BODOL 14
AoBOL an
BOROIL 21
markm in nentencea: text = SPIEWAK HOROL 23
Sitze, die nur den Satzendepunkt enthalten. BOROL 29
Prozentanteil bei insgosamt 424 SHtzen SOBOL 148
o P THWAK 2
:é-g‘ . | EPIEWAE 14
3 BRIEWAR a0
7,85 1 APIEWAE 21
1.42 % " EPINMAR 39
0.24 % BPINWAR 143
D.24 % TRUSHKOW 1
0.71 | TRUBZROW 18
0.71 % | TRUSARON 21
TAUSZEOW 22
marks in sentences: text - TRUSZIKOW TRUSZEOW 30
Slitze, dle nur den Satzendepunkt enthalten. gOBOL 142
Prozentantell bel inagesamt 419 Bltzen BPINWAK 23
SPINWAR 136
EE:;? : | TRURRROW 24
9. 58 & TRUSZRON 144
1.67 & TRUSEEOW 150
0.48 % sonoL . 16
0,24 & S0noL 176
0.00 A BPIRWAK 36
0.24 % | SPIMOE. 170
TRUSEKOW 37
TAUSEROW 182

statnly etacig. Dalal, do
za ta] noay sabrad sig do
o Ojrera. = Pan moga do
k - powledzial Ojser - do
ublina, alo mam tadelow o
anawialam, c¢zy on jest =
otwa. Polowa mlodziedy =
¢ byl ostatnia stacia. Do
& go w calonocng drogqg do
£a. « Cay jedeie pan do
in. = Tak - odparl - do
wiam miq, exy pan jent «
wy., Polowa miodeiaficdw w
putatnlg ntacis. Scgd do
lal powle*d Ozers nocy do
o, = Cuy pan jedzie do
= pdpowiedalal Orer - Do
wig. “c=xy pan pochodsl »
Byla najlepaesq tancerks
moi tedclowio mienekain
Byla najlepesg vancorks
mal taficlowlo smiesakadn
jlepeng tancorksg w calym
alawn miodyoh mgeoeyen w
by ich nloe wnal? W koficu
dukodd sig ucywilizowala.
- Eto by ich nie znal?
dzkodd olg uveywilizowala.
= Ktéd by go nia snal?
dzkofd voywilizowala alg.

£ X £a

jochale alq kedmi. Ofw
Poza nim, Jjeszome Jwu

damoficia
Wamofcla .

famedeiat - apytala, = Tak = p
Zamoficla, « Pan otambgd pochod
damofcia, « A cayim zigglem pa
famodcin, cmy nie. Tak tu clomno
Zamodclia ale w nle] kochala, ale

Zamoficia trrxeba bylo jechald woze
Zamodcia. Na peronie czakal jo
Zamofcia? - wapytala, « Tak =«
tamodcia, - Cuy to pana roduin
fomoficia. Tak tu clemno, #a nile
famodela kochala sig # niej, a o
vamolcia dojeddialo sig womem,
Tamcdela. prugim pasateram, c@
Samodeia? - apytalas. = Tak = O
Eamodcia. = Cay bto pana rodzin

Zamodcla?®. Jent tak ciemmo, &e

Zamoficiu, My, duiowczyny, zbler
Zamodciu. - Xim jent pana tedé
gamofdciu, My, dsiewczyny, zbiler
gamodoiu, - Duy mogg mapytad,

gamofdaiu, My, delewceqgba, wblora
famofdciu kachalan slg w nlaj, lec
famod® to mime woxystko nie Lubl
Zamodd to nie Dilgoraj, anl Toma
Zamodé to jodnak nie Lublin, Ale
famodé to nle Rllgoraj cezy Tomap
Zamodd to nie Lublin, mimo waryn
famodd to nle Bilgoraj ani Toma
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APPENDIEX 7 — MRBLICAL QUOTATION
lexical dtems: ENG: parfor, went outside

SINGER 83:1

his mind: “There e three which are concealed from me, yea, four which I know not: the way of the
engle in the air; the way of a serpent upon a rock; the way of a ship i he midst of the sea; and the
way of & man with & mald.” "Which forsaketh the guide of her vouth, und forgetieth the covenant
of her God.” pd3 sl Ozer lefe s luggage in the parlor and west outside. 52 One half of the sky was
still might; the other hall glowed a deep red, 83 Dew was falling as though from a sieve. s4 Birds
were (willering. 55 Ozer moved like a sleepwalker. 56 His legs ook him to the vard of the
synagogue. 57 He passed the barrel where the worshippers washed their hands. s8

SOBOL 95:1

do glowy wiersse & Ksiggl Proystow: Te tray recuay s1 ukeyte preede mng, owsaem, cetery, ktdryeh
nig znam: drogi orta w powletrew, drogi weka na skale, drogi okegtu wirdd morza i drogi mpowe
z panng. .. ktora poreuca praewodnika miododel | znpomina o swym praymicrzu 2 Bogiem. pi3 sl
Ofzer zostawil bagade w sieni { wyszed! ¢ domu, 52 Polowa nicba byla jesecee ciemna, drugs polowy
roziwictlala gheboka crerwicn. s3 Rosa opadala, jakby ja kios precsiewal praez sito. 84 Praki
cwierkaly. 83 Ojeer poruszal sig jak lunatyk, s6 Nogl same saprowadzily go na podwiree
synagogi. 87 Mingl beceke pdele wierni myly rece. si

SPIEWAK 85:1

Przypomnial sobie wersety # Ksiggi Praystow! "Te trzy rzeczy sq ukryle preede ming, owszom
eztery, kidrych nic wiem: Drogi orkej na powietren, drogi wekowej na skale, drogi okrglow)
wpodrdd morza i drogl metowe) 7 panna: Kibra opuszcza wodzn mlododel swojel, a pravmiberza
Boga swojego zapominn”, p88 s1 Ozer sostawil bagate w bawialni | wized! w glah domn, 52 Na
polowie nieba nadal tewaln noe, druga rozpalila sle purpury, 83 Rosa opadia jakby precz sito. s4
Swiergotaly pluki, 55 Ozer poruszad sig jak lunatyk, 56 Nogi same zaprowadzly go na dzledsinice
synagogl 5T Omingl becrky, w ktorg wierni myli rece. 38,

TRUSZKOW 93:1

Preysely mu na myfl wersely ¢ Ksicgi Proypowickei: p90 s1 “Tray rrecey sy u mnbe trudne,
i cxwarle) zgola nie wiem, pY1 81 Drogi orlowe) i powictrzy, deogl wekowe) na skale, drogl okegtu
wpodrdd mores, o drogh mesa w ombodosel” pU2 1 YT opuskean wodza mibodosei swajej,
Feapomnlala preymicren Bogn swogo.” ped sl Ceer costawil swej hagad w sadonie § wyszedi ma dwdy,
82 Jedng polowe nieba obejmownln jeszeae noe, druga plonets gleboky cxerwiuniy, 53 Rosa opadla
jakby przepuszczona preez shio, s4 Plaki swiergoialy. 35 Ozer poruszal sig jak lunaiyk, a same nogi
niosly go na deicdziniec synagogi. s6 Minal becrkg, w ktére) wiermi myli rgee. s7
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APPENDIX 8 — COLLOCATIONS
collocations: ENG: cnckets chirped, frogs croaked, wagon drawn

SINGER 2:11

The station was located u few versts from the village, and the breczes that drifted from the fields
smelled of fresh-cui hay and the smoke of fres in which shepherds were reasting potatoes, s11
Frogs eramked. s12 Crivkers ehirped. 313 A wagon drawn by one horse arrived from somewhere, and
knew that it would lake him through the night all the way to Zamosé, pd sl

SOBOL 2:9
krainy Nod. s& Stacja hyla polokona o kilka wiorst od wioski, wintr nidsl 2 pola zapach dwicko
gkoszoncgo siana § dymu ognisk, w kidrych pastuchy picky kartofle. 8% Zaby kumbkaly, s10 Cykaly
fwiprszeze, 11 Zujechal skads furka, zapregtons w jednego koois 1 Ctjzer pomyslal, k¢ moglby
jeszore 1] nocy zabraé sig do Zamodeia pd s

SPIEWAK 2:10

Stagja polozona byla kilka wiorst od wsi | podmuchy wiatru, kiore docicraly z pol, niosly zapach
$wietego siana i dymu 2 ognisk, w kiérych pustcrze pickli kartofle. 510 Zaby rechotaly. st
Swierszcze cykaly, 512 Nadjechal skads wiz ciggniony preez jednego konin i Ozer wiedzinl, de

Cgabioree po wocatonoeny droge do Zamodcia, pd sl

TRUSZKOW 2:10

Stacja byla oddalona o kilka wiorst od wioski, licz powiew znad lyk miost zapach dwieko
skoszonego siana | woi dymu, w ktorym pasterze pickli ziemniaki. 810 Zaby skrzecsaly. s11
Swierszcze éwierkaly. 512 Nadjechal wdz zaprzgfony w jednego konia, kidry mial powiedc Ozern
nocy do Zamoscia, pd sl
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MICHAL POST

CONTRASTIVE LEXICAL ANALYSIS
AND BILINGUAL LEXICAL COMPETENCE

1. ARGUMENT

The ultimate goal of a foreign learner is to acquire linguistic competence
approximating, rather rarely in all language components, the linguistic
competence of native speakers of L,. A part of this linguistic competence is
constituted by the learner’s lexical competence, Le. his knowledge of L, lexicon.

It is a generally accepted view that L, enters L, teaching and learning,
thus influencing the acquisition of foreign learner’s linguistic competence. The
most obvious way in which L, does it is as an instrument of instruction, i.e. as
pedagogical materials of various kind and teacher’s explicit explanation. The
disagreement concerns the role that L, is to play and the use that is to be made
of it in L, pedagogy. According to the adherents of Direct Method and Audio
Lingual Method L, should be ruled oul from instruction altogether, The
opposite view is held by the proponents of Cognitive Approach who consider
L, a positive factor. Our attitude, and the central assumption of the present
paper, is in keeping with the latter view. In particular, we assume that the
influence of L, on the process of L, vocabulary teaching and learning cannot
be avoided, therefore teachers and learners should necessarily altempt to
capitalize on it. To substantiate the claims, we shall demonstrate that 1) L,
lexicon’s influence is inevitable {(section 2), and that 2) explicit reference to L,
lexicon is a welcome and advantageous factor in L, vocabulary teaching and
learning (section 3),

It is already clear that the treatment of L, vocabulary in the classroom
should also be based on comparisons of L, and L, lexical structures, Such
i view contrasts with the commanly held opinion that contrastive analyses are
pedagogically useless, It is our conviction that the general reluctance to
contrastive studies of all kinds results from a dissatisfaction with the results of
application of phonological and syntactic comparisons only, The contrastive
deseriptions of L; and L, lexicons are yet to be carried out and their
pedagogical applicability is to be tested yet, too.
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Above we said that a part of foreign learner’s linguistic competence is
constituted by his lexical competence, ie. the knowledge of L, lexicon. More
precisely speaking, foreign learner's lexical competence s his bilingual lexical
competence, 1.e the knowledge of both L, and L, vocabulary®, In section 4 of
the present paper, we shall argue that, in additon to its more tradidonal,
practical applications, contrastive lexical analysis may also elucidate certain
important aspects of foreign learner’s bilingual lexical competence,

2. THE INFLUENCE OF L, LEXICON ON THE ACQUISITION OF L, LEXICON

According to many cognitivists new knowledge is to a greater or
smaller degree acguired via old knowledge (Ausubel 1968; Marton 197%).
When this assumption is applied to L., and L, vocabulary, we can say that
the old knowledge is constituted by the L, nctwork of coneepts, ie. concep-
tual structure, together with word forms mapped onto it, It is in relationship
to thus understood L, lexical structure that the L, lexical structure is
acquired,

According to Marton (1978), in the acquisition of L, vocabulary the
learner is not required to form and memorize new concepts, at least at the
beginning stage, but rather to learn new labels (word forms) for the concepts he
already has in his mind. The old concepts are so deeply rooted in his
conceptual structure that to rule them out of the process of acquisition of
meaning of new foreign words is not possible at all. The foreign learner is
doomed to make more or less conscious comparisons and to draw analogics
between his L, lexicon and L, lexicon,

Marton maintains that at least for some beginners the ultimate understand-
ing of the concept linked with L, word form is achieved by way of relating it to
appropriate L, lexical items. He even doubts that the students who lollow their
teacher’s advice not 1o seck native equivalents, are really capable of ruling out
their native language at all. Every time they try to understand correctly the
coneept represented by a new symbol, the related native lexical item frequently
comes to their minds automatically, The learners behave like this because it
requires little effort on their part.

The above view on the influence of L, vocabulary on the L, vocabulary
follows from the assumption that foreign vocabulary acquisition is a Lvpicit)
instance of representational learning, the essence of which is not to acquire new

' There exists ample literature on lexical organization in bilinguals. However, much of it
remaing equivoeal on the issue involved. Some studies seem (o point to sepurate word lists for L;
and L, while others argue that there is  single lexical store, Most studics scem 1o show that there
is interaction between the lexicons of the two languages in one user,

; : .
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concepts bul to establish linking between new names and the concepts already
possessed {Ausubel 1968: Marton 1978),

This rather widespread tendency of foreign language learners to match the
acquircd 1, item with the correspondig 1, wnrc_i normally clashes with the
non-congruence of L, and L, lexical structures. It is a common knowledge that
different languages lexicalize semantic space differently. As a resull lexical
structures are language specific. Lyons (1968: 426) says that il is a characteris-
tics of languages that they impose a particular lexical characterization upon the
world and draw the boundaries, as it were, in different places”. Since the extent
of overlapping or differences depends mainly on the cultural differences
between L, and L,, it can be safely assumed that vocabulary is culture-specific,
Languages mainly through their lexicons reflect the pm‘lir\fular and usually
unigue ways of life of their speakers. As regards the maulzhmg of L, and L,
items one can postulate the continuum at one end of which there are }'ath::r
cases of one-to-one correspondence, and at the other end there are items mn one
language that have no equivalents at all in the other.

It has been indicated in literature that the non-congruence of Ly and L,
lexical structures can be a source of numerous errors, i.¢. of negative influence
of L, on L,. For instance, George (1972) discusses the phenomenon ,Dr
cross-association. German learners of English produce deviant sentences like
*the man met his woman and children in the park, which is caused by the
redundancy of L,, i.e. of English, English has two words woman and wife for
one German Fraw.

Johnson (1988) has discussed a different case of lexical interference. In an
empirical study of English and Polish vulgarisms he noticed that L, learners
transfer vulgarity values from their native language into the wurdlﬂ lf}l‘ I_:I.

A wide-scale study of errors committed by Polish learners of I:nglllsh
conducted by Arabski (1978) showed that at the beginning and intermediate
levels lexical errors are the most frequent type, and al the advanced level they
are the sccond most frequent type (after articles)

Analyses of errors committed by learners of such languages as .Gm'mem,
Russian and French reported in Komorowska (1978) likewise ullt'Jlbut_e the
majority of lexical errors committed by Polish learners of the indicated
languages are due to the non-congruence of lexical structures, :

James (1980), having considered numerous studies intended to uslubl%sh
the ratio of interlingual and intralingual errors concluded that between a th.lrd
and a half of learner errors may be caused by the L, L, misfit. This observation
is at least partially true about lexical errors, Its relevance Lo our discussion 18
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that whether one likes it or not, language learners do rely on their mother
tongue to a considerable extent. This in turn provides a justification for both
lexical contrastive analyses and the application of their results on the
classroom.

I THE TEACHING ANDY LEARNING OF L, WORDS TN PAIRS
WITH THEIR 1., EQUIVALENTS

The teaching and learning of L, vocabulary al post-elementary levels
seems o favour, if not advocate, the application of whal may be called
contrastive technique, the essence of which is teaching in [pairs,

The type of words acquired at the elementary stages consisls mainly of
words for persons and things in the classroom, in their local community, in the
students’ houses. As a result, most of this basis vocabulary can be demonst-
rated through pictures, actions or other visual aids.

Al the later stages of clementary learning, and in particular at the
intermediate level, students begin to go beyond their immediate experience and
they are taught and learn words like snow, subway etc., which are not present in
their immediate environment and cannot be directly demonstrated. In such
cases, the poor command of L, excludes both the presentation and explanation
in this language, and the sophisticated techniques, such as learning words in
context. Although the adherents of Direct and Audio Lingual Methods rule out
L, from instruction, a recommended solution seems to be to teach and learn
vocabulary in lists of paired words,

This is indeed the suggestion made in Carter (1987) who says that
a vocabulary list should contain a word from [.; and 1) either a4 synonym, or 2)
an L, translation. Large numbers of words can be learned elliciently in this
way. Marton (1978) argues thal the main technique of foreign vocabulary
explanation during the first two—three years of learning should consist in giving
the pupils their native equivalents and native language definitions.

In the quoted paper, Carter (1987) reports two gxperiments involving
Russian and Finnish learners of English. The first experiment conducled with
the Finnish learners showed that learning L.y words in pairs with the L,
translations was superior to learning them in context, The other experiment
demonstrated that learning forcign words in pairs did have positive influence
on their memorization, i.e. they were memorized more elliciently. He observed,
however, that the more advanced the learners were the more likel ¥ they were to
benefit just from learning words in context,

An important role in foreign language teaching and learning is played by
bilingual dictionaries which, according Lo Hartman (1983) “are the norm, the
most natural kind of dictionary”, The frequency of use of such dictionaries
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by foreign learners seems to support the usefulness of teaching and learning
foreign words in pairs with the native ones, In an cxperiment, Tomaszezyk
(1983) found out that not only did the beginning and intermediate learners rely
on bilingual dictionaries almost exclusively, but also secondary school and
university language teachers used them more than L, and other monolingnal
dictionarics, even though the latter were availuble to them. Even those users
who do not find monolingual dictionares oo difficult o use feel more
comfortable with the bilingual ones and prefer them whenever the choice of
two distingt types — bilingual and monolingual is required. The reasons for
learners’ adherence to bilingual dictionaries are many, bul one should
emphasize the fact that they are quasi-contrastive exercises, which supports one
of the claims of the present paper. :

The preference for bilingual dictionaries and thus for Icarnilng foreign
vocabulary items in pairs with the native language eqqivalents is a factor
positively contributing to the development of one's lL?XlCiL' c-'.:r‘mpej,erllcc, In
4 lJarpe-scale study of factors influencing the formation of linguistic and
communicative competence in Polish students of English, Komorowska {[9?3}
found that the ownership of only a bilingual dictionary is related in
a statistically significant way to a betler linguistic competence. Tl

The above discussion of various aspects of foreign vocabulary acquisition
clearly points out the validity and need of contrastive voc:!bular}' reel..crhing,
involving pairs of matching L /L, items, accompanied by various quantities of
explicit prescriptive assistance, It also turns out that the learners have a natural
inclination to matching L, and L, vocabulary items. Mo matter what
assistance the teacher offers to his pupils to facilitate their L, vocabullar}f
acquisition, they always link up new words with the existing in their minds
conceptual structures via native language lexical items.

4. BILINGUAL LEXICAL COMPETENCE AND CONTRASTIVE LEXICAL ANALYSIS

As suggested in section 1, the ultimate goul of a fmfcignllz{nguagu learner 13
to acquire linguistic competence approximating the lmgu]ﬁllg competence of
native speakers of the acquired language, the knowledge of L, vucuhu]ur‘;,'
being a part of his linguistic competence. But what does exactly the learner’s
lexical competence?

Richards (1976) indicates the following aspects of lexical competence;

1) knowing a word means knowing ils semantic vatuel.

2) knowing a word means knowing its different meanings,

3) knowing a word means knowing its syntactic buh;wmur, fhit

4) knowing a word means knowing its underlying form and derivations,
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3) knowing a word means knowing the degree of probability of encoun.
tering it and the sorts of words most likely to be found associated with it,

6) knowing a word means knowing its limitations of use according to
function and situation,

7 knowing a word means knowing ils place in a network of associations
with other words in the language,

From the viewpoint of the present paper, an important aspect of lexical
competence is constituted by the knowledge of networks of relations ob-
taining among the words. Research in memory suggests that words are stored
and remembered in a network of associations. These associations can be of
many types and be linked in a number of ways, not only by meaning, form
and sound, but also by sight — we link similar shapes in our mind's eye —
and by other parts of the context in which we have learned or expericnced
them. To know the word becomes the task of knowing its associations with
other words, therefore to teach it most effectively we must present it in this
network of associations. This claim contrasts with the prevailing practice in
teaching vocabulary to import the knowledge of isolated words to the
learners.

Elsewhere in pedagogical literature it is suggested that to learn an L,
lexical item means to have the ability to associate it with the corresponding L.,
word. For cxample, Allen (1983: 74) observes that when “we say that the
students know the word family, we mean that they have associated it with
a word in their own language, the word that corresponds most closely to the
English word family”. Tomaszczyk (1983) argues that one does not really
‘know” a foreign word until one can provide its L, cquivalent, In the same vein,
Carter (1987; 155-6) indicates that an important clement in learning and
retention of new words is the linking that can be established between a word in
the target language and a cognate word in the mother tongue. He maintains
that at the carly stages of learning semantic and phonological links between L,
and L, are more advantageous. At more advanced stages similarity in sound,
morphology and etymology can assist word memorization,

Several conclusions can be drawn from the above discussion, First of all,
learners of foreign vocabulary have to establish and retain in the process of L,
vocabulary acquisition two types of associations 1) interlingual between L;
and L, items, and 2) intralingual between L, items, the knowledge of L,
intralingual relations being already a part of his lexical competence. For

example, Polish learners of borrow and lend are disadvantaged in having the
undifferentiated pozyczyé in their Ly, Even if the teaching syllabus were to
present borrow and lend separately at different times, it is highly likely that the
Polish learners will invest some effort in reassociating them, as soon as they
contact with the second term. Thus they establish an interlingual association
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petween pofyezyd and each of the English words separcately, and then the
intralingual link between the latter two. 1 g

Another conclusion is that foreign learners’ lexical competence 1s In
actual fact their bilingual lexical competence, ie. the knmﬂadge of [1.= and L,
yocabulary with the associations within Iillld across them, The most important
aspect of bilingual lexical competence 1s thus the knnwlc:dgc ot"t cnfnplux
networks of associations between I." andl Loy ?Gcﬂlﬁulﬂ!'t?s_. Ot primary
importance are probably sermantic lml-:;, since the acquisition of foreign
vocabulary is by naturc a representational process, as indicated al:rnvc.
Semantically linked pairs of words may be the basis of Iun?mr links,
distributional, stylistic, etc. Links between pairs of L.,/1., vocabulary items may
be of a formal type, ¢.g. between cognate words and false friends. The types, the
number of such associations relate to the problem of tert fr:n: cm_npm-nmmis and
‘equivalence, which fall within the domain of contrastive lexicology.

It also follows from the above that the acquisition of L, w:_lcab_uiary
should not be viewed as a mere accumulation of L, words and memorization of
their semantic, distributional and formal properties. Due share in the ac-
quisition of L, vocabulary should be given 1o the estublishing of links between
L, and L, lexicons. In achieving this goal, teacl-png an_d learning based ::m
‘gystematic contrastive lexical analyses are of primary importance. The as-
sociations and relations between L, and L, lexicons are one of the most
Aimportant aspects of bilingual lexical competence. Any approach that eluci-
dates them and contributes to their development in the learners shuuh:_l then h:
advocated. In our opinion, contrastive lexical analysis is an approach like this®.
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RECENT TRENDS IN APPLIED LINGUISTICS
AND THE STUDY OF FOREIGN LANGUAGE APTITUDE

I THE CLIMATE FOR FOREIGN LANGUAGE APTITUDE RESEARCH

One of the main reasons why foreign language aptitude has been neglected
in recent years is simply that people have become more interested in other
issues. The most important point is that the issues which have received most
attention have had unfavourable implications for the study of aptitude, since
they have implied that it is (at best) of marginal significance (Krashen 1981),
and (at worst) misconceived (Neufeld 1978),

The main lines of research have all concerned issues which tend to view all
learners as the same, Within first language research there has been a con-
siderable emphasis on the independence of a language capacity (Chomsky
1980). Such a capacity, although it requires exposure to language in order to
operate, is able 1o transcend low quality or potentially unhelpful input to
generate a language system. Such an approach characterised the early 1970s
(McNeill 1970), and has reasserted itself recently with discussion of universal
grammar, parameter setting, and learnability (Wexler 1982), emphasising once
again the child’s innate predisposition to learn language.

Similarly, in second language acquisition there has been o tremendous
emphasis on universuls of language processing, During the 1970s, this was most
clearly seen in the work of Dulay and Burt (1974), when the Creative
Construction hypothesis was put forward for second language acquisition, The
emphasis was on universal innate mechanisms on the rule-governed nature of
4 language system whose acquisition followed natural sequences of a largely
invariant nature, and whose internal structure was of greater importance than
most environmental influences,

During the 1980s the details of the universal approach have changed
somewhat, and there is a greater concern now with Universal Grammar (Cook
1985), Similarly, in models such as that of Krashen (1981) one sees what is
labelled the ‘Cognitive Organizers’ Box, in which universal mechanisms are
Supposed to generate the rule-governed system of the target language, Still,

3 = Anphlon Wrntinloviensin 27 T



G 1. Zabor
whatever the differences, the whole thrust of the Universal Grammar theory is
10 indicate the ways in which people are the same — evervone learns (acquires)
languages in the same way, at least at the process level — 1o uncover how this
learning takes place and what mechanisms are involved, Consequently. from
a universal grammar perspective, people will not vary much both in first and
subsequent language learning, But such differences exist, Are some people
endowed, then, with ‘more’ of a universal grammar? Is it, perhaps, that it
‘decays’ more rapidly in some people than in others? Such difficult questions
are now as relevant for forcign language learning as they are for [irst,

Other major trends in applied linguistics have also reduced the impor-
tance of individual differences. The period since 1970 has seen a great increase
of interest in communicative approaches to language teaching (Brumfit and
Johnson 1979), For practical language teachers progress has been synonymaous
with developing a range of communicative syllabuses, and courses, The effort,
in other words, has been 1o develop more effective global technigues of
instruction in which all learners can be benefited.

Most research into foreign language learning has emphasised instructional
and methodological factors, In general this research has failed to find any clear
indications that any particular method ol foreign language instruction is
superior to any other when global comparisons are made. The Pennsylvania
Project (Smith 1970, for cxample, did not find any clear advantage for
cognitive-code learning over audiolingual methods. Similarly, the York study
on the effectiveness of the language laboratory (Green 1975) did not suggest
any clear difference between children with access to a laboratory and Lhose
lacking such exposure, More recently, Davies and Beretta (1985) have reported
results suggesting that a procedural syllubus, as implemented through the
Bangalore Project, while slightly superior 1o traditional methods, is not
superior in all domains of language learning,

In gontrast, an alternative research tradition, that into characteristics of
the language learner, has yielded more promising results in terms of being able
to account for language learning success. Carroll (1965; 1982), [or example, has
consistently shown how important foreign language aplitude is for predictions
of foreign language learning success in a classroom, while Gardner and
Lambert (1972) und Gardner (1986) have researched into differences in attitude
and motivation, and demaonstrated their importance for school-based learning,
revealing an affective dimension for prediction clearly distinet from  the
cognitive abilities that make up aptitude. Similarly, rescarch over the last
two decades has confirmed that a variety of alfective variables, such as
sell-confidence and anxiety may relate to success in second language ac-
quisition. The concept of an Allective Filter was proposed by Dulay and Burt
(1977) and later developed by Krashen (1981).

The study of Toreign langeage apitude &7

Another area which has received attention in the last decade is that of
learner strategies, Naiman, Frohlich, 'J'odesco and Stern (1978) have provided
interesting data which helps characterise highly successful language learners,
while Fillmore (1979) conducted o longitudinal study of a small group of
Spanish-speaking children learning English in the first years of school, She
proposes thal several cognitive and social strategies account for the degree of
success that the children achieved,

In terms of the role of foreign language aptitude equally interesting have
been the studies of Reeves (1983), Wesche (1981), and Skehan (1982; 1986),
Reeves (1983) investigated the role of several potential predictors of language
learning suceess, 1.e. aptitude, motivation, cognitive style, and learning strate-
gies, in order to assess their relative importance, She investigated their
influence in two situations one informal and one formal. The informal
setting involved the acquisition of Hebrew by L, Arabic speakers in Israel, The
formal sctting was of the same group of learners learning English under
classroom conditions, Thus, the one group acted as its own contral, and we
have an experimental design caleulated not simply to relate the different
potential predictors, e.g. aptitude learning strategics, to one another, but also
to reveal whether there is an interaction between some of the predictors and the
context of language learning. Reeves found essentially that prediction was less
effective in the informal learning environment, with generally lower levels of
correlation between the single predictors and criterion measures. Such a result
is unremarkable o the extent that it is widely supposed that there is less
control or standardisation of learning conditions in the informal siluation
compared to the formal, so that it is more likely that extrancous influences will
intrude, making the contribution of any single predictor smaller as ‘success’
would be accounted for by numerous alternative factors.

Wesche (1981) investigated aptitude methodology interactions, demon-
strating that students identified as belonging to different “learner types”
did particularly well when paired with appropriate methodologies, and
particularly poorly when they were mismatched in terms of instructional
conditions, On the basis of an aptitude battery which drew on Carroll’'s MLAT
(Carroll, Sapon 1959) and Pimsleur's LAB (Pimsleur 1966), as well as inlerview
and counselling information, participants in the public service language courses
were assigned to one of three types of learner. The first of these was
characterised as possessing high analytic abilities, scoring highly on the MLAT,
Part 4, Words in Senterices, and the Pimsleur Language Analysis Test,
A second group were identified as high in memory ability, as reflected in the
Paired Associates and Number Learning subtests of the MLAT. Finally,
a third group of students were characterised simply as having an even spread of
abilities, with no particular strengths or weaknesses. The three groups of
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students were assigned o three different methodologies. One of the meth-
odologies stressed the analytic nature of the material to be learncd, with
students being encouraged to use relovant analvtic skills. A second meth-
odology was more situational in orientation, stressing the amount of material
that had to be memorised, and using situationally based themes, Finally,
a third methodology was of a more traditional audiovisual nature, following
the general practice of such an approach and using dialogue presentation and
manipulation exercises to develop language skills,

A related, but slightly different rescarch study also investigated the use of
aptitude profiling to identify different learner types. Skehan (1982; 1986)
examined the aptitude characteristics of a group of learners engaged in
intensive foreign language study in the British Armed Forees. The learners were
administered some of the subtests from the MLAT together with a number of
other tests of memory capacitics specially developed for the research study
(Skehan 1980). The resulting aptitude information, together with the criterion
performance (a composite interview, interpreting, and translating test), were
then subjected to a further analysis, whose goal was to identify commeon
features amongst the variables of a study, and to find similaritics between
learners, The important aspect of the results is that three important groups of
learners were so identificd, The first group, a successful one, was characterised
as having high language analytic abilities, and relatively average memories.
A second suceessful group was composed of learners whose linguistic analytic
abilitics were fairly average, but who had good memories. Finally, a third
group, or more accurately, series of groups, was composed of those individuals
whose aptitude defined profiles were fairly flat. Several subgroups of this third
group could be identified at various levels of success on the criterion lest,

There is a striking degree of correspondence between the three groups
independently arvived at in the Canadian study (Wesche 1981) and the British
study (Skehan 1982; 1986), In both rescarch projects, the groups which are
thought to be significantly and functionally dilferent from one another are
composed of a group whose strength is in analysing language; a group who are
most effective in assimilating, through effective memaories, large amounts of
material; and a third group of learners whose skills are fairly evenly balaneed.

2 THE PLACE OF LANGUAGE APTITUDE AND OTHER LEARNER FACTORS
IN SECOND LANGUAGE ACOUISITION

The identification of the different factors influencing second language
acquisition (SLA) has proved to be highly problematic. The main difficulty is
that it is not possible to observe directly qualities such as aptitude, motivation,
or anxiety. Fach factor is not a unitary construct but a complex of features
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which are manifest in a range of overlapping behaviours, and different
researchers have used labels like ‘aptitude’ or ‘motivation’ to deseribe dilferent
sets of features. Schumann (1978) distinguishes nine groups of factors influencing
SLA which consist of around fifty factors, We shall mention only those which
refer to individual learner differences. These are aptitude, cognitive, personality,
alfective and social factors, Hawkey (1982) lists some of learner factors:
‘affective, cognitive, and social’ (Tucker et al, 1976), ‘affective and ability factors’
(Chastain 1975), "attitudinal, motivational characteristics’ (Gardner et al. 1979).

According to Ellis (1986) the main point here is that there are two basic
possibilites regarding which aspect of SLA is affected by individual learner
factors. One is that differences in age, learning style, aptitude, motivation and
personality result in the differences in the route along which learners pass in
SLA. The other is that these factors aflect only the rate and ultimate success of
SLA (Ellis 1986: 99),

It is not controversial to claim that individuals vary in the rate at which
they learn, or the level of competence they eventually attain, however, it is far
more controversial to claim that individual differences influence the sequence
or order in which linguistic knowledge is acquired. As a result there are
disagreements about the role of individual differences including aptitude in
SLA. As Fillmore (1979) points out, on the one hand individual differences are
seen as an all-important factor, while on the other they are treated as relatively
insignificant. Research which has concentrated on accounting for differences in
the proficiency levels of learners has tended to emphasise the importance of
individual learner factors. Rescarch which has tried to examine the process of
SLA has tended to play down their importance,

In our discussion of learner factors it is perhaps important o note
a distinction made by Ellis (1986) between personal and general factors.
Personal factors are highly idiosyncratic features of each individual's ap-
proach to learning un 1., They include (1) group dynamics, (2) attitudes to the
teacher, and (3) individual learning techniques, The general factors are
variables that are characteristic of all learners, They differ not in whether they
are present in a particular individual's learning, but in the extent to which they
are present, or the manner in which they are realised. General factors can be
further divided into those that are modifiable (i.e. are likely to change during
the course of SLA), such as motivation, and those that are unmodifiable (i.e. do
not change in strength or nature as SLA takes place), such as aptitude, They
include (1) age, (2) aptitude, (3) cognitive style, (4) motivation, and (5)
personality,

Foreign language aptitude, as other learner factors, has several aspects;
cognitive, affective and social. Cognitive and affective aspects are internal to the
learner (e.g. problem solving strategies, emotional response aroused by
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attempts to learn an L,), while social aspects are external to the learner (e.g. the
relationship between the learner and native speakers of the L,). Aptitude is
thought of as primarily cognitive in nature, but it also involves affective and
social aspeets, Similarly, personality is primarily affective, but also has social
and cognitive sides, It is because the learner factors are composed of social,
cognitive, and alfective features that are extremely complex and often difficult
to define,

3LOTHE COMPONENTS OF FOREIGN LANGUAGE AFTITULE

In the present section the basic components of foreign language aptitude
will be briefly analysed for their roles in language learning. It is assumed, after
Carroll (1982) and Skehan (1986), that foreign language aptitude consists of
three major constituents: language analysis capacity, auditory ability and
memaory. For simplicity of presentation we will combine different elements of
language aptitude presented in such batteries as the MLAT and the PLAB into
one of the three groups, Thus, language anulysis capacity refers to Carroll's
‘prammatical sensitivity’ and ‘inductive language learning ability' and Pims-
leur's “language analytic ability', whereas auditory ability may include ‘sound
diserimination” and ‘sound-symbol associations’ (PLAB) and ‘phonetic seript’
(MLAT]. Tt seems that language analysis capacity is the fundamental and mosl
complex foreign language component, which, in particular, calls for a detailed
study. It is a capacity to analyse, to process lunguage input, and to respond to
the systematic, rule-governed nature of language, rather than the ability to
verbalise any rules, The primary coneern is about the nature of this component,
For Carroll (1965; 1982) it is basically ‘grammatical sensitivity” and ‘inductive
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learning ability’ although it does not imply a knowledge of grammatical
teeminology or a metalanguage. [ refers 1o the intuitive capacity Lo interpret
grammatical relationships to isolate linguistic forms from their particular
context, pay allention to morphological, syntactic and semantic features of
a lanpuape and to develop patterns regularities and rules from linguistic
materials, This type of ability is measured in the subtest of the MLAT —
Words in Sentences. Test takers are presented with a sct of key sentences in
which a word or a phrase is underlined. In a sentence following ecach key
sentence four allernative words or phrases are underlined, and the test taker
must seleet the one that performs the same function as the item from the model
gentence. No grammatical terminology is used in the test. Here is an example:

He spoke VERY well of you.
Suddenly the music became quite loud,

I 2 B e

i second language acquisition learners are required to process language,
in infer how other forms would be expressed, to develop sensitivity to how
words, phrases, and sentences are put together, The capacity to handle this sort
of tusk may be even more important to the extent that without instruction, or
with inadequate instruction the learner must rely more on his own devices
without the help of the teacher. In consequence, one would expect a language
analytic ability to be an important source of prediction and understanding of
the language learming process.

The role of auditory factors is important in relation to the input that the
learners receive, Numerous second language researchers (Long 1985, Krashen
1985) have argued for the importance of the input in language learning. Long
has seen input as constituting a necessary condition for language learning. In
contrast, Krashen has claimed that of the five hypotheses he proposes to
account for second language acquisition the Input Hypothesis (Krashen 1981}
is preeminent, and the driving force for the development of the second language
system, In other words, for Long, input is but ane factor among others, lor
Krashen it is the essentinl factor, _

The important point is that with either interpretation it is u1-uulml for
language learning progress that the learner should be able to cope with the
auditory material that is directed at him, The learner’s capacity to hundldr: the
auditory nature of the input is very important to the extent that the more input
is converted into intake, the faster learning/acquisition takes place. .

In speech perception research it is common to encounter the distinetion
between ‘top-down’ and ‘bottom-up’ processing (Lindsay, Norman (1977;
Anderson 1985). The former concerns processing abilities which are ‘imposed’
on the data as a result of cognitive abilities and schemata enabling the
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hearer to make predictions about the input. The latter, "bottom-up’ processing,
is concerned with the perceiver’s ability to operate upon the raw malerial of the
stimulus, to be ‘stimulus driven’. In terms of the second language lcarner’s
ability to transform input into intake (Corder 1973) i is clear that both
‘top-down’ and ‘bottom-up’ processing will be implicated. In the former case,
the learner’s schematic knowledge (Widdowson 1983) and skill in predicting
the content of what is being heard is important, as well as the level of
development of the learner’s language system for prediction and analysis on the
basis of competence in language structure. In addition to the ‘top-down’
factors, it is also important 1o consider differences in learners’ abilitics to
operate upon the stimulus material. Some learners will be more effective than
others in making rclevant auditory discriminations, in analysing the sounds
they hear. Some will be more able to segment the incoming language, to
respond Lo prosodic and intonation features of language. Some will be able 1o
process material more quickly, to purge short-term memory more quickly to be
ready for additional discourse (Clark and Clark 1977). Some will be able to
access potential “areas’ in long-lerm memory to identifly elements in incoming
malterial

While it cannot be claimed that phonemic coding ability, as this construct
is operationalised in the existing test batteries, is a validated measure of this
range of ‘hottom-up’ capacities, it is, however, the best index availuble.
Definitely, it still requires further research based on the insights provided by
cognitive psychology and speech perception, to provide improved measures. If
it is accepted that maximising the amount of input that is converted into intake
is important, then some measure of the efficiency of ‘bottom-up’ and *top-down’
processes 1s of great importance,

Finally, in terms of the components of aptitude there is the role of
memory. Basically, the role that memory is seen to have is dependent on one's
theory of language. At the simplest level, one might suppose that language
learning involves the acquisition of a grammatical code, a code thal consists of
symtactic rules, or grammatical slots, into which lexical elements or fillers fit.
Even if one takes this viewpoint, the vocabulary learning load is considerable.
There may be problems in acquiring sufficient control or automatisation of
rules, but these will be problems over quite limited areas. In contrast, the
learning of a great mass of lexis poses quite different problems, where the
difficulties relate to the large quantily of unorganised material which can only
be learned bit by bit. But this is only one viewpoint on the learning of language.

An alternative is that language is not simply a matter of a relatively few
rules used repeatedly, supplemented with lexical elements, Instead, it has been
argued (Bolinger 1975; Peters 1983) that learning and operating language may
not be done following the categories such as syntax, which have been
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identified as useful for linguists, Instead, the ‘unity of ‘lamguage acquisjtiun‘
(Peters 1983) may involve duplication and inefficiency in storage with these
features, although requiring a different sort of memory system.

In any case, the conclusion we can draw here is that whatever view of
Janguage learning we choose to adopt, whether it emphasises syntactic
organisation or lexical organisation, the vocabulary Ic:—trnmgrla:?d is likely to be
considerable. 1t is also likely that vocabulary load, within a sl;umural
orientation, although not heavy at beginning stages, increases d::amnucully s
one gets to ‘intermediate’ levels and beyond. When one n:ac!m‘. higher levels 4.:.-[‘
accomplishment there is an explosion in the amount of lexical control that is
thought to be required. And such a command of vm&lm secms to be
particularly important where fluency and communicative effectiveness are
coneerned.

Another aspecet of the discussion of the roles of memory and vocabulary
growth concerns learning in formal and informal contexts, The two settings are
different to the extent that the former implies control on the part of lcmh?rs
and course designers while the latter does not imply very much po.tenu_al
guidance — one is exposed to new vocabulary as the function of the settings in
which one encounters and uses the target language (Krashen 1981). The
difference is simply that the learner has to decide himself \ffhizah aspect of the
lexical system has to be learned, and how they should be assimilated. However,
the central problem in formal and informal settings i m:nctly‘ the same k=t how
one copes with the enormous scale of vocabulary learning, especially at
intermediate to advanced levels, and how one uses one's abilities to accomplish
this. Tt would seem that for the informal situation, as well as the formal, the
possession of a good memory and effective strategios of memory use are of
fundamental importance (Naiman et al. 1978). Those who ean absorb vncnhq-
lury at a faster rate are going to be at an advantage to thuse_ who cannot. l_t is
even more possible that this ability may be important in the informal situation
(Skehan 1986), and the learner is therefore more dependent on his own
strengths without the compensating guidance of the ll:acl:lﬂ. In e:ilhclr casc, it
seems very likely that individual differences in memory will be very significant
in foreign language learning, ;

To recapitulate, then, we can see that each of the components of furmg:n.
language aptitude is relevant to language ]tarningt With a language anul?ln:
ability we may be dealing with a fundamental capacity for language processing;
with auditory ability we may have a capacity 1o maximise intake; Iﬂf{“‘ﬂh
memory we have the ability to assimilate the unavoidably large quantities of
material that are integral to learning and using a target language.

Those various studies surveyed above have been very important in terms
of individual differences that may account for variation in second and foreign
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language achievement, [t seems thut the improvement in the efficicncy if
prognostications can be achieved through a greater specificity of the criteria
against which prognosis could be judged, a greater range of factors to be
incorporated in the test and an overall improvement in the accuracy of
measurement,
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LECH ZABOR, JACEK SEUPSKI

SETTING UP AN ENTRANCE TEST:
SOME REMARKS ON TEST VALIDITY

In educational setting language tests provide information for making
a wide variety of decisions. One way of looking at language tests is according
to the type of decision to be made. Thus we can distinguish:

(1) selection entrance tests — with regard to admission decisions,

(2) placement and diagnostic tests — with regard to identifying the
appropriate instructional level or specific areas in which instruction 1§ needed,

(3) progress or achievement tests — with respect to decisions about how
individuals should proceed through the programme, or how well they arc
attaining the programme’s objectives.

(Bachman 1990)

In an ideal situation a particular test is developed for each type of
decision, e.g. admitting candidates to the programme. However, an efficient
language test can be developed for more than one specific aim, provided the
validity of each separate, potential use is adequately demonstrated.

The first decision that is usually made about students is whether or not
they should enter the programme. In many programmes enirance is nearly
automatic with age, as in primary schools, or for all cligible candidates who
wish to enrol, as in some technical universitics in Poland. Other programmes,
however, require a selection or entrance test. If the purpose of the test s to
determine whether or not students are ready for instruction it may be referred
to as a readiness test. In many countries nationwide university entrance
examinations are used for deciding which students to accepl into academic
programmes, e.g. the Test of English as a Foreign Language (TOEFL). In
Poland, also some secondary comprehensive schools are beginning lo use
language entrance tests in deciding which students to admit 1o special intensive
foreign language classes,

The problem of entrance test development is worth examining for two
reasons. In Poland there is no standardised system of entrance testing
at secondary schools, colleges or universitics, All admission tests are
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leacher-made. designed al the local level With the growing autonomy of
eduu?a!:[onal cslablishments the issue of designing cllicient selection pmccdufa:; i5
receving move and more attention from language wachers, educationists em{t1
DT.]’]E[’ people professionally involved In test writing and ad]ninistrming‘ Ad-
ditionally, entrance testing is unique in that it creates the one andlon]v
opportunity to make a decision that will affect an individuals future learning
Language testers’ responsibility is much greater in this case as opposed 1:::;
regular z_mhievement lesling at the end of the course since the candidate applying
for afjmjssioa to the programme has no immediate possibility of re-taking the
test, The following figure illustrates the educational context of languape m;ting.

yas
TOO LOW?
na
%J NSTRUCTION
¥
Yoo

Figure 1. Adapted from Upshur (1973)
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In desizning an entrance test, the test developer may choose to base the
content either on a theory of language proficiency or on the learning objectives
of the syllabus 1o be taken (Bachman 1990). In a situation where students enter
the programme from a wide variety of language backgrounds and prior
language cxperience, and in which the syllabus contains the full range of skills
of language proficicncy, it may be quite difficult to specily a set of objectives
clearly enough to provide a basis for test development. In this case, the test
developer may choose (o design a test based on a theory of language
proficiency and determine selection according to a norming procedure. If, on
the other hand. the aims of the programme are clearly specified and sequenced,
the test developer is more likely to develop a multi-level test based on the
content objectives of the programme. In this case, criteria for mastery can be
set for each level of test content, thus making it possible to admit students into
the level according to the extent to which they have already acquired the skills
taught at this level of the programme.

A language test must be based on a clear definition of language abilities
gither from a general theory of language ability (i.e. what does it mean to know
a language?) or a language teaching syllabus (i.e. what should the students
know before, duting, or at the end of a language programme?). Tt turns out that
designing an entrance test, and for that matter, any language test, is a rather
complex undertaking in which we often attempt Lo measure abilities that are
not precisely defined. We shall look at some aspects of setting up an entrance
test in terms of one of its fundamental qualities, that is test validity.

The concept of test validity is not new in psychological and language
testing. A valid test is usually described as one measuring what it is supposed o
measure and nothing clse (cf Davis 1968, Allen and Davies 1977). Usually five
types of validity are distinguished: contenl, construct, predictive, concurrent
and face, In this article we shall concentrate upon the first three aspects of test
validily, as they directly refer to seleetion procedures. In other words, we shall
attempt to consider the following questions {cf Cronbach 1961):

(1) Does the test give a fair measure of performance on some important
set of tasks? — content validity.

(2) Do test scores permit an estimate of a certain present performance? —
construct validity.

(3) Do test scores predict a certain important future performance? —
predictive validity,

Content validity. Tn developing a test we usually begin by setting exacl
standards for each particular situation. What standards, for example, should be
demanded of foreign language learners after a few years of language instruc-
tion? Should we expect secondary school graduates who wanl 1o study
a foreign language at the university level to communicate with the same ease
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and fluency as native speakers? Should primary school graduates who wish 1o
continue language learning attain the intermediate or advanced level of
proficiency in the foreign language?

It seems that such expectations arc most unrealistic taking into account
a general shortage of foreign language teachers in Poland and the overall poor
levgl of instruction. In view of these facts, we may think that entrance tests
designed at the local level tend to set artificial standards, which results in poor
content validity. Having analvsed several selection tests administered in
Wroclaw secondary schools we have noticed that language tests used for the
purpose of selecting candidates display such a varicty of approaches and
concepts of testing that onc might think that have been designed for cnlirely
different groups of testees, ranging from elementary to advanced learners. Let
us now consider some authentic examples of translation items from various
tests (we have preserved the original spelling and punctuation).

. Transglate into English.
. Pozwdl mi wythumaczyé co ty musisz zrobic

2. To jest historia o chlopeu, kiory zaprayjainia si¢ z motylem, ktdrego znalast w ogradzig,

4. Te dzieci nigdy nic plicza one zawsee 3mieja

sip seeacsliwie.

iL. Utulpelm'j podam:_nimj tlumacsenia na i angiclski. Nic wolne zmieniné nicrezo we fragmentach
zdan podanych juz w . angiclskim. Usupelnien wolne dokonywné tylke w migjscach
wykropkowanycl. .

1. To co lubig najbardsie to jausda samochodem,

3. Coy rozmawialed jui z nim?
Hava .- ..

¥ SRS M e d U e mmma S g A || 11| e

4. Wi do Tryziera i ostreyd sig. ™ . Masz 20 dlugle whosy.”
-|plI-||-lld----|..-|.|.|..-...||||||||.--|||...--.-.-.-.|||||||| N e N N PR R il

i gﬂt Jui preeczytase ¢ ksinike, czv posyezysz mi ja? (R g 71
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&, Faden 7 politykdw ktdrzy brali udzial w dyskusi nie przckonat mnie (convipee)
I e e e i S i L e o 8 R B T R
7, Choialbym wicdzied dlaczege smuszono (make) go do napisania lakiego okropncgo listu
I'd like to know ... A N L o T S S e T

Surprisingly enough the two translation tasks are not taken from the
game test. Im fact, the frst one comes from the school entrance test
administered in one of Wroctaw secondary schools for 15-year-old primary
school graduates and the other is just a random selection of test items from the
entrance examinalion to the English Department at £6dz University. If we
consider standards required of prospective university students of English, it is
probably justified to demand from them some rudimentary translation skills.
On the other hand, it is questionable whether the standards were properly set
in the case of the secondary school test. It is irrational to expect from
elementary or pre-intermediate learners of English the ability to produce in
translation such complex sentences as What they fight about/for{over nobody
seems to understand. Such test items would probably be valid in the final
‘maturity’ examination rather than in the entrance test. After all, if we demand
the testees to know so much before the beginning of the course as they
probably should know after the course, then what is the purpose of teaching
the language? Language testing is not like a free-market economy and
language testers should not act according to supply-demand principle: the
more candidates, the more difficult the test. Regardless of what the immediate
purpose of our testing is: norm-referenced (comparing the behaviour of an
individual with the behaviours of others) or criterion-referenced (describing the
behaviour of an individual with reference to externally specified objectives), the
primary concern should always be validity — the proper standard (for the
discussion on norm-referenced versus criterion-referenced testing see, eg.
Pilliner 1973).

The next step in designing a test is defining its content, or ability domain,
or at least a list of content areas from which we design test tasks (content
coverage). From the prospective of the test developer the usual procedure to
follow in designing a test is random sampling. The primary concern here is the
extent to which the lasks and testing items required in the test adequately
represent the domain in question and how random the sampling procedure is.
No matter which base we choose for developing the test — either a general
theory of learning proficiency or the particular objectives of the syllabus to be
taken — we should not forget the fundamental aspect of language validity: Do
we test what we want to test? The problem with random sampling is usually
twofold: (1) the test fails to cover some relevant items that should be included,
(2) the test comprises some items irrelevant to the purpose of testing. Let us
consider a task from the already quoted entrance test to one of the secondary
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schools in Wroclaw (other examples presented in this article have also been
taken from the above test).

L Put the verbs in brackets inio the correct form.

L. Yesterday while | (swim) someone (steal) my clothes.

2 What you generally (do) for living"

i1 (novsee) him sinee he (stop) working for our company.

4. While T (doj my best to solve that problem Jan (discuss) some unimporant matiers.

As we can sec this subtest altempts to measure the usage of the four
English tenses: the Present Simple Tense (What do you do?), the Present
Perfect Tense (I haven't seen him since...), the Past Continuous Tense (.., while
I was swimming. ..}, and the Past Simple Tense (... someone stole my clothes.).
The question thal one might ask here is: Why does the teacher want to test the
usage of those four tenses and not, for example, the Present Continuous and
the Future Simple Tenses which usually take a lot of time in the teaching
programme in primary schools? Here are some more examples.

IV, Put in the correet preposition.

I. Please fill ... this form.

2, Cheers! Let's deink ... ¥out success.

3. 1 must suy | do not like to have o dute with you becuuse you never come ... lime.

Again, the question that arises here is: Why does the subtest examine
expressions like fill infupfout a form or drink to sh's success? Is the choice based
on the frequency of occurrence or the primary school teaching programme?
The next example leads to another question about content validity, Is spelling
the essential ability that we want to measure in the admission examination?
Y. Which is wrong”?

{a) thirteen

(b} fifty-five

() twenty-six

{d) zeven thousand
fe) fourty.

The conclusion may be that although test item sampling is usually random
it should not be too random, disregarding the basic principles of test
construction.

Another aspect of language testing which is potentially a source of trouble
for test developers and which often affects internal test validity is the choice of
elicitation procedures. The most common testing techniques used by teachers
are transformation items (e.g. rephrasing), completion items (filling blanks,
finishing sentences), translation items and open-cnded questions. Fven such
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relatively easy lesting items as multiple choice tasks muay be a source of
confusion for the testees, Here is another test item,

V1. Which word i dilferent. Choose the worl
i1, sight-secing  watching  looking ot wandering

Probably the tester’s attention was focused on wandering as it is different
from the ather words in the sense that they have the common meaning ‘use the
sight’. However, the instruction does not specily in what way one of these
words is different so our first tentative choice was looking at as it is followed by
a preposition while the other words are not. Our second choice was sight-seeing
because of the spelling. We were tempted to think that way because the other
itemn in this subtest explicitly examines the form of the words and not the
content {at least we think sol):

2. nurse  huogry  angry  carchul

Giving unclear instructions and more than one correct answer are quite
common testers’ sins committed also by native speakers, Usually the best and
almost universal solution is pre-testing.

Similarly, even such a well-gstablished communicative technique of testing
oral performance as role-play may occasionally be applied inadequately il it is
used, for example, in testing writing instead of speaking. In such a form all its
authenticity and efficiency are lost. In this case, asking students to write a letter
or a note would be a preferred solution.

VI, You arc a teacher. When you walk into the classtoom you see that onc student is erying at
his desk. You ask him why he is 50 wpsel

You sit down on a chair. Suddenly you realize that you are silting on your friend's hat. The
hat is ruined and you apologize to your friend offering to buy him a new hat,

Construct and predietive validity, Another aspect of test validity we have 1o
take into account when designing a test is construct validity. It concerns the
extent to which performance in tests is consistent which predictions that we
make on the basis of a theory of abilities, or constructs (Bachman 1990). If we
assume that a test estimates how much of something an individual possesses or
displays, the basic question of construct validation is about the nature of that
something (cf Messick 1975). In language testing the abilities that we wantsto
measure are usually not directly noticeable, but must be inferred on the basis of
observable performance. We can only hypothesize that those abilities allect
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the language use and performance in language tests. Thus, the primary
question is about the extent to which we can make inferences about
hypothesised abilities on the basis of test performance, Obviously, the first step
towards accomplishing this is (o identify and define the set of abilities that we
want to measure in a given test, in other words to define a construet, IT we want
to know how good a person is at translating texts or senlences from his or her
own language into a foreign language we sct up 4 task in which he or she Just
does thal — we give them a text o translate. Furthermore, if translation is what
the teaching process 1s designed to produce, it is obviously a valid language
task. But it may be that translation is simply a convenient technique of testing
e.g. grammar and not an underlining ability in the authentic language use.
The primary use of information obtained from an entrance test results lies
in determining how well the scores predict some future behaviour. In order 1o
examine the predictive validity of test scores in such cases, we would need to
define the relationship between the entrance exam and course performance, e.g.
by calculating the correlation coefficient between the selection test results and
the proficiency test results administered after the first year of language study,
The view that language ability as being able to do something is linked to
prediction, is naturally some sort of simplification. According to Upshur
A test seore (task value) is o numerical representation of o usidimensional ability (langiage
proficiency) which is a mapping of a single psychological state Hanguage knowledge?), and
this ability (proficiency) is applicable to uny situation; in the use that some siluations requing
maore of It than others, one simply acceprs differentinl validity coefficients.

(Upshur 1979 #5)
~One of the reasons for that simplification is perhaps test designers’
inability to identify and mecasure all the abilitics that are relevant to the
criterion. For example, are the current levels of ability, motivation and aptitude
all equally related to future achievement? Are they related 1o cuch other? What
about some other dimensions in these relationships such as the test method or
the context of the predicted behaviour? All this leads to the ultimate
indeterminacy of the relationship between predictions and the behaviour to be
predicted. This is a difficult problem for prediction in general, and in prediction
of language achievement on the basis of languapge ability in particular,
Cattell describes this problem as follows:

-+« the correlution of & test now with a eriterion next year bas a host of determinants aAmong
which the properties of the 1est may well be insignificant ... Future prediction, e wl,
Tequires kl_'mwlq_xfuu of the natural history of the teail, the laws of psychology and (ot leagt!)
the changing life situations. .

(Cattell 1964; 10)

; However, in situations like the entrance examinations where the primary
interest 15 m predictive utility rather than in any theoretical considerations
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we would rather view test scores (language proficiency) as a pragmatic
ascription (‘someone is proficient’) than a theoretical construct representing
human capacity (someone has proficiency’). This distinction, introduced by
Upshur (1979) is also reflected in the way we may use test scores. If we view
language ability as 2 prapmatic ascription then test scores atre seen as an
indication that a student ‘s able to do X' in lhe language, and the test is
a pragmatic prediction device rather than an indicator of polential ability,

COceasionally test designers try to ‘improve’ predictive validity of the test
by incorporating subtests or questionnaires that do not measure language
proficiency but such factors as grade point average or motivation (see e.p.
Pimsleur's Language Aptitude Battery — LAB). Our feeling is that such forms
of ehiciting students’ motivalion or interests are often unreliable. Students
invariably seem to display extraordinarily high motivation and decp interests
in the language, or at least pretend to do so. Besides, if we ask them to answer
questions in the foreign language they may feel really puzzled; what is it that is
being tested — motivation, the language or a specific knowledge? Here is an
example.

K. Answer the questions in the whele sentences.
1. What do you flind most diflficult when learning English?

4, What makes you study English?
5. Do you think older students find it more difficult to learn a foreign language than children,
Explain,

Conclusions, The immediate conclusion is that writing an entrance test is
not an easy task, Having been actively involved in designing and administering
various types of language tests for many years, we have been at the same time
exposed o criticism and realization of our mistakes, ‘The purpose of this article
is 110t to criticize but rather to discuss and make some suggestions about better
test development, In our opinion the following guidelines may be hepful in test
design:

(1) base the content of your test either on an external theory of language
proficiency or on the learning objectives of the syllabus to be taken,

(2) set exact standards for your test,

(3) define language abilities you want to test,

(4) specify the content/sampling procedure,

(5) specify the elicitation procedures,
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Once we have analysed the initial phases of test development we can start
designing specific test items, And although writing a good test 1s an enormous
task which requires knowledge. experience and intuition, being conscious of gl
the traps and difficultics awaiting a test developer is the first step towards
overcoming them.
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F. L. Bachman: Fundamental Considerations in Language Testing.
Oxford University Press, London 1930, XI4408 pp.

The book consists of eight parts: 1, Introduction, 2. Measurement, 3. Uses
of Language Tests, 4. Communicative Language Ability, 5. Test Methods, 6.
Reliability, &. Validation, 8, Some Persistent Problems and Future Directions,
In the first chapter Bachman considers a general context for the discussion of
language testing. She draws on recent research in language acquisition and
language teaching emphasising the importance of reciprocal relationship
between research in language acquisition developments in language leaching
on the one hand., and language testing on the other. Language tests are
frequently used as criterion measures of language abilities in SLA research.
They can also be valuable sources of information about the effectiveness of
learning and teaching, Similarly, language acquisition research and language
teaching practice can provide valuable information for designing more useful
tests (e.g. the effects of cognitive and personal characteristics on performance
on various types of language tests (Hansen and Stansfield 1981). The advances
in language testing, it is argued, do not take place in a vacuum, but they are
stimulated by advances in our understanding of the process of language
acquisition and language teaching, In the intreduction the author also gives an
overview of the book, addressing some problems discussed in the following
chapters such as: defining language abilities, characterising Lest authenticity,
applications of mcasurement theory to language testing.

In chapter 2 and 3 Bachman discusses a number of fundamental
measurement terms and concepts necessary for quantification of observations
and the purposes for which language tests are intended. She points out the
essential difference between measurements or tests and evaluation, Language
Lests are designed to elicit a specific example of hehaviour and are by definition
quantitative, Evaluation involves decision making and is by nature qualitative,
The two essential qualities of measurement are validity and reliability. The first
one is a quality of test interpretations and vse and views test results in terms of
how meaningful and useful they are for a particular purpose. Reliabilily is
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a quality of test scores and concerns the extent Lo which they are [ree fr
MEASUrement ercor. Both of these qualities are relative in a .*;m:;'f: !hslt the ]t:”-n:l
t%mt is acceptable for each depends on factors in the specilic language mﬂ_‘mi
sttuation, such as the lype of decision to be made. or inlurpr{:tnath?n of ;ﬂ:ﬁ_
scores. To facilitate both measurement and evaluation the author dese "tfft
four types of seales: nominal, ordinal, interval and ratio which are based .u::finﬂLS
following properties of measuremenl — distinctiveness ordering, e .ual .
vals and an absolute zero point. 1 G
. In the final Part of chapler 2, Bachman, unlike many other author
focuses her altention on the fundamental issue in all types of measuremer 1?:
the fact Fhaltm both the design of tests and the interpretation of Lusi scm'asl b
pcccssar_f[}r_ simplify the observations we make. Our interpretation of test se o
Is also IIIﬂ’ili{}d because vur observations of performance are often incom F;tes
imprecise alndlsubjective. In order to minimize the effects of these 11111italziun¢}
and to maximize the validity and reliability of language tests she claims that wS:
shou;};l} take i_nIto E;.CCOUI].E the following principles in the development of lest:
provide clear at ambi i theoreti itions liies
i (LR 1 unambiguous theoretical definitions of the abilities
: IFZ] specily precisely the conditions, or operations that will follow i
eliciling and observing performance, and "
s {S}Iql}mntif}r observations so as to assure that measurements provide the
p;?:;r;ram r;::dga between the abilitics we want to measure and observations of
Th‘IS can guaxl'anlue 4 greater assurance we must have that our tlest scores
are valid and reliable, since the decisions we make will affect people and
programmes. In educational programmes we are generally concerned v.[rith 11:‘-\"0
lypes L']f'(f{:l:'[!'fjot'l. Decisions about individuals include decisions about entrance
placement, diagnosis, progress, and grading. Decisions aboul Programimes an;
cnnt.ltcrned with such characteristics as the appropriateness, cffectivenes
clliciency of the programme. N e
.Thc I’mz_ﬂ part of chapter 3 is a clear account of different types of language
izs:;einl:ci?rg::tg ht}j‘Jsulch features as: (1) use {e.g. placement, progress), (2) the
e ri.;; j:-sr I{;T:tl ley arc I::as\e_d (e.g, achievement, Eruﬁciunr:}r}. (3} the frame
e Icrpre?mgl tesl results {nu.1_'m~ criterion), (4) the scoring
!1 u.[[jph_chtjt ;ju::"nez objective), and (5) specific testing method (e.g cloze,
i L ru"d.am:‘_;ijin illli{;h{qﬂcrs 2 and 3 provide a maost authoritative
i L 0 " Y i @ s by | 1
LYGii sttt 5 In measurements and decision making in
bmkfl_.ljlialit;: Ei:::d i:;: chrhiq;:s .thﬂ most intm‘csiing and original parts of the
B gl '1‘1]5 . 1. a theory L:Frfetuto}"s that influence performance on
sts, proper understanding of these factors and how they affect
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tesl scores is essential to the developmenl and use of language tests. Bachman
aesumes after Widdowson (1983) and Candlin (1986) thal communicative
language ability involves both knowledge of the language (competence) and the
capacily for implementing (using} this competence. However, she attempts to
extend the previous models by characterising the processes by which the
various components interact with each other and with the context in which
Janguage use oceurs. That framework provides a means for characterising the
constructs that constitute the content of language lesting. In brief, com-
municative language ability consists of language competence, strategic com-
petence, and psychophysiological mechanisms. Language competence includes
organizational compelence, which consists of grammatical and textual com-
petence, and pragmatic competence, which consists of illocutionary and
sociolinguistic competence, Strategic competence is seen as the capacity that
relates language competence, or knowledge of language, to the language user's
knowledge structures and the features of the context in which communication
takes place. Strategic competence performs assessment, planning, and execu-
tion functions in determining the most effective means of achieving a com-
municative goal. Psychophysiological mechanisms involved in language usc
characterise the channel (auditory, visual) and mode (receptive, productive) in
which competence is implemented.

In addition to the abilities we want to measure, it iz evident that test
performance is also affected by the characteristics of the methods used to elicit
specific language behaviours, If we consider the variety of testing techniques
that are used nowadays and the differences among those technigques, it is
obvious that test methods vary in many respects. Some test takers find
a particular technique extremely difficult or intimidating, while at the same
time performing well on other tests hased on different techniques. Bachman
states that if we are to understand the ways in which test methods influence test
performance, it is necessary to examine the various dimensions, or facets, of test
methods. Chapter 5 concerns a description of a framework for characterising
the facets of test method, They can be divided into four groups: (1) the testing
environment — the extent to which the test taker is familiar with the place, the
equipment used for testing and conditions of the test administration, (2) the test
rubric — the test organization, time allocation and instructions, (3) input — the
nature of the language employed, the degree of speededness, (4) expected
response — channel, type and form of response.

The next two chapters, 6 and 7, explore the two basic concepts of language
testing: reliability and validity, Bachman takes a rather different perspective on
these two concepts. Instead of considering them as two entirely distinet
qualities, she recognizes them as complementary aspects of a common coneern
in measurement — identifying, estimating, and controlling the effects of actors
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that in!hfunuc test seores. The investigation of reliability is viewed here from the
perspective of the effects of measurement error on an jlr‘If]i"r'HFHﬂl"l I i
performance, whereas validity, on the other hand, is examined in terms h:J‘mhM
uﬂ"u-::ts:' ul'lllhe individual’s language abilities on his performance. These cﬁnt- r ¢
of reliability and validity lead to two complementary nhiuuli;wﬂ; iﬁ lesi s
and developing tests: I ‘ PR
(1) to minilmilzu the effects of measurement error, and
(2) ‘o maximize the effects of the language abilities we want 1o measure
It is evident that we must take into account errors of n1c’1$ur'ur;1 -TT
because we know that test performance is affected by a variet ‘nr | '“"11
unsystematic and unpredictable factors such as lack of motivation li;a:m ' IaJ E]LI::Ir
or fatigue. The less these factors affect 1esl scores, the greater the rri] '1til~.' "W'EJE]'1L I ;
;1; f.hc language abilitics we want lo measure, Le. the reliability of Eust :cj::ri:l
Iw:::.'ill.;:-]m::‘:l]::r 1.5:;11;,};} m:nwdiu:lf fevﬁriil madels that specily the ruluiiunshiﬁ;
s |~. res flI]I( tlLl:ﬂI.'H that affect these scores, Bachman relates
ok cls to Igencml perspectives on the nature of reliability, discussing in
ﬁl'l‘.“] the limitations of the classical models and the attempt to nﬁuruc:m;‘. I:I'iwu
j:::::u:::-m in s;ulr:h. more recent models as the generalizability theory and the
esponse theory. Chapter 7 sets out to analyse the process of validati
Iiml;hman emphasises the continuous aspect of this process whiclh involves l::m:il
gﬂc;:jcsnﬂglya:; &111dl_¢:i|]1]3jriuul investigation and different ways of get?lrwr(iyl:g
de r the validity of test interpretations: content, validity, criteri
validity, construet validity, In conclusion, she state il s i
oceurs in_un gchl:r.'etliunal and social ﬁulling,'tt?mif?;-tt:ja !r}::t{:d ]l‘:\;‘i:]r?ff l::: H::-qug
mﬂ:ﬁ:d rhrigw.mt:- and ]:s:.rch‘almutric Ehluurius and consider language ms.-::rs in
i the social and political functions, the practical usefulness and th
consequences of testing. N :
iu 1;1;:;1;&];?1 tiz::]]:t::; : dt::fmcd ullmc}ﬁ!. (.‘!Ill]ll'ﬂll:v' to _thc most persistent problems
requiag iﬁskqbun t[irutcd:vn‘h the J“.‘!JE’![IUI'IHEHF‘I between the language use
o u;l s ngﬂmﬂ:yt 1ests smdl that which is part of our everyday
S aut|1{:rdi‘f}t:lf{:i:]fi[[hur:':‘}m 1;0 such}relutimmhip language tests
: 84 Tl says, stertle procedores’ that tell us almost pothing
:::::;:-g;;:c:t;ﬂlr“;f; :.:;;c: ttnj},r Lo measure, Language (esters usually follow the lwti:
ity 111;; v Iif“:‘ ]'lip t:lg I{f dgsc:'lhﬂ test "authenticity’, In one approach we
o s cl'l'h:'i :mguuf.y. use that we expect will be required of testees, and
iy S H; th auf.n] 11*1 to design Imulumgc tasks that reflect this, The
S, e r.mrrw r:m,‘i e extent to which lalnguﬂgu test seores predict
kot o et “mniu,t: 1u11d the :Iugfcu t{? uwhu:h language tasks operate
0o s Rdiill’?“b- tiu-.}-:s we have identified as criteria. This approach,
PO i }yl ; IIILU'I'. Ly 1m;:l¢munl because of the complexities of ‘real
guage use which is hard to define and largely unpredictable, especially
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i situations in which test takers' language needs are diverse. For this reason,
tests developed through this approach cannot be used to make inferences
about levels of language ability. [n the other approach to examine the essential
features of communicative language use we attempt to identify the two sets of
features: the abilities required for successiul communicative language use and
the characteristics of the situation that determines the nature of the interaction
between the language user, the context, and the discourse. These features
become the basis for a framework of communicative language abilities and
development of language test tasks. The primary concerns here are with
designing language tasks that engage the testees in communicative language
use und with the construct validity of test scores. This approach is more
demanding, in that it requires a theoretical framework and a programme of
construct validation, yet it can provide empirical evidence for interpreting test
scores as indicators of language abilities.

Although these two approaches are different in terms ol test development
and test scores interpretation they may lead to the same types of language lest.
An integration of the two approaches is possible if we start developing a test
through the ‘real life’ approach, using u framework of specified language
abilities and test methods, followed by a programme of construct validation
research. To satisly the growing demand for suitable language tests for making
decisions about foreign language learners and teaching methods, the author
proposes the development of a set of ‘common metric’ tests that would yield
scores independent of the objectives of specific language courses and com-
parable across a wide range of languages and language use contexts. Such tests,
gshe maintains, would need to be based on criterion-referenced scales of
language abilities, which would also involve a programme of empirical research
to determine the number of intermedialc levels on cach scale and the
applicability of such scales across different groups of language learners.

Fundamental Considerations in Lunguage Testing is not another practical
book on how to write a language test. Such publications have been available
for many years, ¢z Oller (1979), Cohen (1980), Heaton (1988), to mention just
a few, Instead it provides a thorough and authoritative analysis of the basic
issucs which underline the development and use of lunguage tests as well as
a clear overview of an up-to-date research on testing. The author, first of all,
attempls to answer questions regarding the development and use of language tests
by providing a conceptual basis for test design in terms of three broad areas:

(1) the context that determines the use of language tests,

(2) the nature of the language abilities we want to measure, and

(3) the nature of measurement.

The other objective Bachman is trying to explore is the unique characteris-
tic of language tests and a source of difficulties for language testers — thal
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language is 2 Instr
. ;c; ge is both the instrument and the object of measurement. Therefy
i ; I : i 3 r,e " E] ]
bogth ﬂ, w]e need to d{a?g]op i framework for describing the char L
1e language abilities we want (o measure
measure these

i acteristics of
A and of the methods
abilities. Thi ] i ods we use t
Bt e tt,- :u:a. FI?]‘.!]SI volume 15 invaluable for students on ap 3]]'.3
s ;'n:ac.f da,c@c wer Frajlmng courses, teachers and educationists rl |‘L
¥ ved in designing and administering foreign ]ﬂﬂguag;m]:iﬂes'
15,

Reviewed by Lech Zabor
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J. Soars, L. Soars: Headway Upper Intermediate.
Oxford University Press, London 1987, 136 pp.

|, REASONS FOR SKILL INTEGRATION

Headway — one of the bestsellers of the teaching materials’ market, hitting
the top of the ranking lists all across Europe. The guestion arises whether it
really is such an ideal coursebook, the one we have all been waiting for since
the onset of the “communicative revolution in language teaching™ Some
teachers ireat it as a new Bible, a source book giving ready answers and
remedies to all the problems nagging them in their teaching carcers. Others
complain that it is “too good to be true”, “a collection of someone's favourite
lessons”, The remaining minority dare to be more critical and notice some
weak points of that seemingly ideal book. This is why the whole thing is
certainly worth having a closer look at, especially in the context of its
usefulness at the university level (as it has been introduced as the basis for
teaching the four integrated skills of speaking, reading, listening and writing in
some Universities and Teacher Trainer Colleges in our country).

Successful skills integration has become one ol the most important aspects
of the idea of communicative language teaching, being perceived as a break-
away from the “traditional classroom” approach where the teacher relied
entirely on a neatly prepared and laid out text which formed the basis for
further grammatical analysis and gave ready examples of structures to be
practised later on, The communicative approach, in turn, has lured with
a vision of the integrated development of all four major language skills —
listening, reading, speaking and writing — thus abandoning the idea of
teaching them for their own sake but rather constantly combining and
integrating them in use; such an approach has been meant to result not in
developing four separate skills but their combination involving sometimes two,
sometimes three or more of the conventional skills. This, in turn, reflects the
fact that rarely if ever do we use four language skills separately; we do not talk
to somebody just for the sake of speaking. Oral interaction involves, among
other things, active participation of at least one speaker and one listener, which
means that you do not recite a monologue to an unattentive listener but in fact
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you have to perform both roles in turns: being an affective listener VoL gan
abtain certain information from your interlocutor, even if hedshe may not be
clear about it, through the use of zood listening techniques je.g asking for
clarification}. Moreover, you may become a beller speaker by being attentive
to both lingual and paralingual behaviour of the listener {e.g. fucial expressions
and gestures) which tells you what vour interlocutor understands or does not
understand in your ullerance, Consequently, vou have to be able 1o perform at
least two language skills in an integrated way listening may be followed by
speaking or writing (e.g. taking notes while histening to the radio), reading may
be followed by speaking and so on. Thus it is undoubtedly vital 10 teach the
language learncrs fiow to integrate the four language skills to be able 1o
communicate effectively.

On the other hand, special attention must be paid to differentiating
between various kinds of skills (subskills). We cannot confine ourselves to one
subskill only {e.g. intensive reading) hoping that the rest will take care of itself
For example, totally different techniques are used to read a newspaper at
breakfast and to read a novel for pleasure. You may spend a few moments
browsing through many books in a bookshop or a library and then devote 1wo
weeks to reading just one of them. Being « good reader involves, in fact, not
Just one reading skill but consists of several different reading subskills which
you choose according to your particular needs al 4 given moment, This leads
o a conclusion that language learners must be faught all those varieties of
reading (and listening, speaking and writing as well) to become fluent in
a forcign language. This may be achicved in the context of skill integration,
which provides plenty of opportunity for introducing various subskills and
making the students aware of the differences between therm.

To meet these needs, John and Liz Soars wrote the Headwiy coursebook
which won the first prize in the English Language Competition under the
auspices of the Duke of Edinburgh in 1988, The series staried off with Headway
Intermediate and Upper Intermediate, and once they had achieved commercial
success in the market, they were followed by Headway Advanced and
Pre-Intermediate and Elementary.

The Headway course abandons the idea of u “story-line” with its usually
flat and not authentic character of Mr Smith designed to represent the average
Inhabitant of either the British Isles or the United States of America and, in
most cases, utterly failing in doing so. Instead, a number of current issues have
been introduced and dealt with in a very inleresting way (e.¢. global warming,
holistic medicine etc.) which will probably be more interesting to young
learners, especially at the University level,

Let us analyse the way in which Headway Upper Intermediate takes
advantage of the skill integration approach and have a cloger look at how the
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four language skills are knit together in this courseboak. After the skills of
: 3 : : 15 B T L,

speaking, histening, reading and writing have been discussed, a model. of

: . ; s .

successful skill integration will be presented and analysed in a more detailed

Wiy,
A gEILL PRESENTATION IN AEADWAY UPPER INTERMEDIATE

LE HPEAKTNG

Free speaking activities are usually i:_1tugrated with Rez}cling and ]_.?tcnlr;i
sections. They provide the students wnlh the opportunity (o pr:fclis:e,]imd
grammar structures introduced or rwisedl in Lh(f unit in a htlghllj.f cn{;ﬁux(;:za t.]m
enviranment, as well as continue the main topic of the um‘L }nlfi} uce {I;:mm
Speaking Point and the Reading section. They also SErVe 3 ‘:L}.rj;hllll.iiﬁailt
communicative function, and as such they may be co_mbmj:d ujnt ¢ i
chapters of Functions of English (Jones, _ISPIH?} _whn:h zi:m it ;xg;:iam ;,tions
upper-intermediate students (i.e. first-year University studa,n;s} 0—'1,13*[10;13 o
stimulating their use of appropriate language 1n evcrlyr lay s 1_1’“% s
making them sensitive (o major aspects of m'lel commumcduunl I;'lkle{c; - : o
speaking activities involve r301¢—51e$yu;b;} Ezfﬂf,nd Lig;u}:;ig?lz:.oa“d St
i ing activities in Units 3 and 9 of Headway — A & ,
:E;ii?::!ﬂgftﬁ::i':h are both used in managrsrim‘ training trr tiis't ‘[ﬁzﬂz:
abilities to work in a team and select “the leaders from trilnf Ilt{.a ]]e i:;; Drwr:
surveys, lecturettes (excellent I’re:f speaking actwn,:ucs, v. ich a
followed by discussions), simulations and other games,

2.2, LISTEWIMG

T icws, di: , TEC : ¢ profes-
A vatiety of sources {authentic interviews, dialogues rcln,ordui hg,rs p;hiuh
Z . r H 1 r 5 # i) S k
sional actors cte.) and topics make listening a highly stimulating L'::;fﬂ;]a% o
i ] i it in either a discussion or a Wrltte :

motivates students to conlinue It in Ciier oL 0L A M b
the malerials are preceded by a pre-listening task wlhu,h prov 1dc§ ﬂl; ali.cl o
with the most important vocabulary items and mLmduc:l.s_t a,]_ pi e
reducing the unavoidable element of stress con nects:‘il t;mllrn :.*;1:&31&I ngliml

isteni iviti rehens

ituati il activities are followed by comp

a classroom situation. All listening : : e
i ' i and detailed understanding, an _
uestions checking both the general an el . e -

{3}011 think?” questions arising from the problems or situations brushed on

the activity.
Rk k. iz that all of them are

g ) that all o €

o other parts of the book, 1s them ar Uch: Hieisan
:m'crlvc tllic same kind of procedure (which is, in most cases, listening for

one major drawback of all those activities, which refers as well
very much the same and
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information activity consisting in answering the questions or filling in 4 chart},
Intensive listening is touched on in only one unit (Unit 9) und comes as u shock
to the students not expecting this sort of activity; they are not prepared 1o take
this sort of risk having been conditioned to different type of listening before.
Repetitiveness does, of course, have some advantages (e.g. students’ ha bits) bul
even the most interesting kind of activity becomes boring il overused.
Consequently, the teacher faces the choice of either horing his/her students to
death or coming up with some more interesting ideas to explore the listening
materials provided by the authors. Tt must be emphasised, however, thal the
value of the listening material of Headway is, in general, exceplional and may
as well be preserved. Nevertheless, a little bit of variety in lechniques is
necessary,

Another clear advantage of the listening materials of Headwa v is the fact
that they present different dialects and varicties of En glish, which is of great
help in making the students aware of the differences between them, In this way
they start to realize that it is not enough to be able to produce perfect RP
sounds bul the general knowledge of the existence of other varicties of English
is essential il one wants o use English as a means of international com-
munication. Being exposed to other “non-standard” varieties of English
certainly helps the students understand the complexity of the nature of the
“English speaking world out there”, Consequently, hefshe will probably (and
hopefully) not panic on his/her first encounter with the “real world”, Having
listened to various accents and dialects of English the student will not assume
that either:

(a) there is something wrang with the way hefshe speaks which makes it
impossible for him/her to figure out what (hat native speaker of English
{whether Irish or Australian) is saying or

{b) perhaps the language hefshe has been taught s not “real”, which
probably is not true but just reflects the fact that exch speaker of English may
use a different variety of English and the only way of coping with this problem
is to make an effort to understand it.

This can be achieved by systematic exposure to English accents and
dialects, which is one of the reasons why they are introduced in Headway in
the very first unit; the students arc asked to listen to six short monologues by
native speakers of British, American, Australian, Scottish, Welsh and Irish
English talking about their capital citics (the content of their speeches being of
some help in establishing where they come from; students at this level are
most probably not abkle to distinguish hetween particular accents, maybe
except for British and American English). Tn another unit (Unit 9) the

interview with an Indian woman is presented; yet another challen ge for the
students!

i c
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23 REATIIMNG

It has been given special attention i:‘f the Headway series, li-Im;lh unit
contains at least one reading activity which is usually preceded by pru-wajmg
tasks involving mostly prediction of the ‘uummu F:f the text 1;‘» he rea [::r
vocabulary presentation. This makes reading meaningful smcfi re zztu.; EE}? 33(:
students’ own experience thus reflecting the schema L]](!:ﬁl‘}’ [N.I.,Irl'i:ll_‘L 1 . -I| : 13
that reading is the interactive process _bciwmn a'eadm'?: uu:wtefumja w ;‘m'
involve the general knowledge of the subject and the texi 1155-.:]!'.. The pﬂ..~]rca{ ing
task is usually combined with the Dis::ussmrlu Point 'n.-l-'hsch inti m.cilucles the t{:?puf
and “warms up” the students thus preserving the idea of skil sd{ntagr:l: ur:r-nl.~
Speaking — Reading — Speaking, as it is usually followed by the discussion o
the tlx:.,'rida variety of sources is presented, including both u_]as;qic.al an:u;ll mndf:ra'i
literature (Shakespeare, Somerset Maugham or Jack !-!lgglm.';.}l. dmlyc:{::;i
papers, encyclopaedias, quizzes, pf.fpular and prnl‘es.s.mna rnarugarmlnt -nsiw;
Moreover, various reading skills arc amrr_vduc»:d: sklzmmmg: sca:-.;rizn;?. in : i
reading, reading for information, inferring and literary apprf,{.tmtrn:tni,n e
(contrary to Headway's listening offer) makes reading ?m in f:;se : f:thai
sometimes challenging process. In this way 111::I sludunlrs are made En} a s
there is not just one general “reading nki_ll“ but in fact dlffercntlrtypf:s 0 rcaﬁ ,;ﬁ‘
skills are required in everyday life, which cnrrcﬁpn}ui to various P;T;fdlingr
reading, Reading a newspaper docs rmtlalwny_s lmrolw:‘inwpm;‘rm_mmmr;
a typical reader usvally starts with scanning quicklyllfor certain
and only then reads slowly for detailed comprehension.

24, WHITENG
Writing is undoubtedly the most “untcachable” vrt‘r}c lala,«:zuaga S:;:j;i ].;11;;];
this is probably the reason wlh;.f it tends to bu] ::f:zf{jf 21; ;;1;;; ;ﬂ;l s
available courschooks. Firstly, it 15 not as 1 speakin
Et:;?r:lj::ltvt?: [::E:r':illd, except those with physiological disabilities, is ahig é:.:j?z:
to undersiand and speak its native language; h-::uwc_‘.rer. there are som s
who never learn to write [Juently [Nunan 152?9{]1 367), Sccnndlly. it 1s Vf:l.]:'l e
for the teacher to justify the need and necessity 10 spend the u-n,]? n:n “;;I::EE iﬁng
the classroom, especially in the cmuix; ml;1 lhcl {;n;g'?;é:?zf:’ ;ﬁl:l‘:ltc :; ; 3,.3 TR
-onsequently, listeming, Tt is much harder : : :
i:gr: L::::;::z dov.::fn, Furﬂ'igermun:, good wrilir?gl is nol just the ir?ﬂcjﬂ.f;?in(;f
spoken language but is governed by very rigid rules concerning sp
i ] ete. ;
PUﬂCgl::E:lér,bzfl; possible to justily the need fﬂ?r Universllly sludcr;ts l? lfs:::
to write well. After all, they will be asked to write theses in a coup r: 1'1:_ f t'hat
time! Unfortunately, the writing syllabus of Headway does not cater fo
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need. Being scparated from the skills’ syllabus, it Tails to fulfill the criterion of
skill integration. Morcover, the writing activities {exeept [or a few, such as letter
wriling, writing an appraisal of the book or an essay — although it may be
argued that the last of those elements is not so impeortant for a first year
student) are not suitable for the academic type of writing and do not prepare
the students for what will be required of them in the future.

Consequently, it is entirely up to the teacher either to ignore the writing
syllabus of Headway, or to design his/her own syllabus or — which seems to be
the ideal solution in the context of the skills integration task — 1o make an
effort and come up with some ideas which would include writing in the skills
syllabus, However, the Headway courscbook has failed to do it

5 BKILL INTEGRATION IN HEADWAY UPPER INTERMEDIATE

Let us have a closer look at one of the units of Headway from the skills
integration point of view. Unit One, being the introductory unit to the
coursebook, scems to be the best choice, As all other units, it is devoted to one
topic which is then exploited in the particular sub-sections, In this case learning
foreign languages has been chosen to serve this purpose. Apart from being
quite universal and familiar to all learners at this level, the topic sensitizes the
students to the importance of good habits in language learning and exposes
them to the existence of different varieties of English, thus motivating them to
improve their performance. The topic is introduced in the Discussion Point
(Speaking); first the students answer general questions concerning languages of
the world (e.g. “Which language in the world is spoken by most peaple ™) and
then are encouraged to discuss their answers and present their reasoning, This
usually leads to a very vivid discussion, since the topic is certainly attractive to
every language learner. In a multi-lingual ¢lass the teacher may ask the
Stl{dﬂnts to compare their languages in the view of the criteria supgested in the
quiz (e.g. Polish might be considered a relatively difficult language 1o learn by
some speakers). This quite naturally leads to the reading section (Reading),
which is preceded by the pre-reading task consisting in guessing (on the hasis of
students’” knowledge and the knowledge of the world) whether the given
statements are true or not (e.z. “One person out of seven in the world speaks
perfect English”). When the students have finished the task, they may be asked
Fo compare their answers (Speaking), and then proceed to the Reading section
iself, which is an encyclopaedic text on “English as a world language”. First
the students are asked to skim-read it to get the answers to the questions from
1I1:; pre-reading task (this may be set as a competition, which will make
sk fm—raad{ng more natural to the students who are probably unfamiliar with
this sort of reading in the classroom), Then the students are asked to read the
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text more carefully, and answer the Comprehension Text guestions, or rather
form the questions to the answers given on the text, thus checking the general
understanding of the text (the grammar parl of the unit is brushed on in this
way), It is worth pointing out at this stage that two types of reading have been
practised in the reading section: skim-reading and reading slowly for detailed
comprehension.

The reading section is followed by “What do you think?” part (Speaking),
in which the students are encouraged to express their views on the topic
introduced in the text (e.g “Which of the three groups of English speakers [i.e,
native speakers, bi-lingual speakers or those who are forced to use the language
for practical purposes] do you belong to? What is your reason for learning?”).

This general introduction may be rounded off (possibly after a short
break) by a Listening activity, in which the students are asked to recognize
different accents of six speakers of English (see: 2.2. Listening). As this may
prove quite difficult at this level, they may rely on the clues provided about the
capital cities of each speaker, This activity may, of course, lead to another
discussion (Speaking) on the varieties of English and possible difficulties arising
from this fact for a learner of English,

Unit One offers one more Listening activity on languages, which is
preceded by a Speaking section being the introduction to the Listening part.
Using the so-called “pyramid discussion technique” the students are en-
couraged to work out what is most important in their learning process (the
element of personalization; it is much easier for the learners to draw
conclusions from the data which are familiar to them), e.g. learning grammar,
pronunciation, language skills ete. This is followed by a pre-listening task on
what they know and what they would like to learn about Esperanto (Speaking
and Writing). In this way the students not only revise what they know about
Professor Zamenhofs artificial language but also form their own questions
thus making the Listening more meaningful (listening for specific information).
After an introductory part to the radio program {an interview with a Scottish
Professor; please notice the element of exposure to other varieties of English),
in which they probably find most answers to their questions, the students are
asked to concentrale on the advantages of Esperanto as a world language and
the disadvantages of English as a world language (the apparent contradiction
to the idea introduced in the reading text probably aims at stimulating the
students to form their own conclusions on the topic). The session is again
rounded off by the discussion on learning foreign languages. From the skill
integration point of view it may be followed by a Wriring activity (the ideas
discussed so far have probably created some confusion and stimulated the
students to give some thought to their views on language learning); e.g. the

teacher may ask the students to summarize the comparison of English and
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Esperanto (if hejshe wishes to take advantage of the input of the Listening
section) or on their learning habits {free writing may seem a bit hazardous at
this stage, yet the risk may be worth tuking, especially if the teacher wants to
lamiliarize with his/her students at the beginning of the academic year). Please
bear in mind, however, that the writing part is not suggested by the authors of
Headway in this form (skill integration approach) bul constitutes the separate
part of the Unit and is devoted 1o proof-reading (which, of course, may be
useful at the beginning of the course),

The examples presented above prove that Headwa y does, generally, take
advantage of the skill integration approach, The skills are practised in the
particular stages in a fully integrated way through the sequence Speaking
Skim-Reading — Speaking — Reading for Detailed Comprehension — Speaking —
Listening — Speaking (the first example) and Speaking — Listening — Speak-
ing — Writing (optional) as the seccond exam ple. The apparent dominance of
speaking is obviously hard to conceal but this scems unavoidable at the upper
intermediate level and reflects the expectation of the learners trying to break
through the difficult “intermediate platean” (Soars 1991) and firmly believing
that this may be achicved through intensive conversation practice. The skill
integration approach does undou btedly offer much more: not only intensive
conversation but also steady development of other language skills, which are
usually underestimated by young learners.

However, one serious drawback of the sample lesson presented above
must be pointed out at this stage. Some students may find the never-ending
discussion on one topic quite boring, which may of course be true. Yet you
must remember that the skill-integration syllabus of Headway constitutes only
a part of the coursebook; it is aided by the vocabulary syllabus and the
grammatical syllabus (which are worth discussing in another article) and thus
the prevailing topic of the unit may be as well interwoven with those sections to
avoid repetitiveness and boredom

There are, of course, some other ways of exploiting the material presented
above and no attempt is being made here to deny that. All teachers working
with the Headway coursebook at the university level are heartily encouraged to
devise their own materials on skill integration, or may take advantage of the
model discussed in the previous sections, The model is not & very difficult one,
and may us well be adopted to any other coursehook, What is important here,
however, is the peneral principle underlying the whole concept of suceessful
skill integration: in the context of communicative approach the learners should
be encouraged to integrate the four la nguage skills in a meaningful way, so that
their learning process is complete and successful, Teachers, on the other e,
should do their best to provide their learners with suituble contexts stimulating
fruitful skill integration,

Reviewed by Andrzej Krupowicz
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