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FOREWORD

For the third issue of the Journal of Linguistic Studies we are pleased to present
seven articles belonging to the field of applied linguistics.

The first four papers by Mustapha Nazary MONTAZER (Iran), Roumyana
PETROVA (Bulgaria), Natalia PUSHINA (Russia) and Yulia TERESHINA (Russia)
work within the framework of the opposition L1 vs L2.  They explore the role of Farsi as
mother tongue in the acquisition of English as a second language, the concept of
Englishness, the interference between Russian and the second language (English), and the
teaching of English causative constructions to native speakers of Russian.

The following paper comes from Rosnah MUSTAFA and Siti Norfishah Hj. Mohd
ZAIN (Malaysia), and works within the framework of EFL:  the  paper  focuses  on
language anxiety in a remedial English course in Malaysia, suggesting what teachers
should know if they want to succeed.

The two final papers are written by Pulak BHATTACHARYYA (India) and by
Liliana NOVIKOVA and Victoria BOKOVA (Ukraine), and work within the framework
of Language Teaching and Assessing Methods. They investigate the challenges and
opportunities in the use of modern technology in the ESL classroom in Indian schools and
the teaching of English intonation to Ukrainian EFL learners.

We would like to thank all authors and reviewers for their valuable contributions.

Georgeta Raţă, PhD
Editor
Journal of Linguistic Studies
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THE PRACTICAL USE OF L1 IN L2 ACQUISITION:
A TENDENCY TOWARD CHANGING

THE IRANIAN UNIVERSITY STUDENTS’ ATTITUDES

MUSTAFA NAZARY MONTAZER
English Language Center, Department of Foreign Languages,

University of Tehran, Iran
mustapha.nazary@gmail.com

ABSTRACT

When referring to the current theories of second language acquisition and
reviewing the recent literature, there is growing evidence that the first language of
learners (L1) has an important and facilitating role in all aspects of language
instruction. This in fact contradicts with a long-standing interest in avoiding the use
of L1 in L2 classroom. Meanwhile “Bilingual approach” is gaining more support by
incorporating learners’ L1 as a learning tool and also as a facilitator for an efficient
communication among language learners. On the other hand, the advocacy for an
English-only policy has been declining. Inspired by these views, and by considering
the recent empirical researches this paper aims to provide a practical framework for
the deliberate use of L1 in L2 classroom. To this end, 85 students were asked to take
part in the study. A well-known survey – Prodromou (2002) was employed and,
surprisingly, the results were contradictory to all previous similar studies. Iranian
university students reported reluctance toward using their L1. Finally, by introducing
a so-called “Practical Framework” an attempt has been made to change the
tendency of students toward the L1 use. Furthermore, some pedagogical suggestions,
such as the use of seven-step flash card writing for vocabulary learning, and an
innovative model (Ice-berg model) for a judicious use of L1 at conscious and
subconscious level  in  L2 acquisition will be presented.

Keywords: First language (L1); Second language (L2); Bilingual; Monolingual

1. INTRODUCTION

Nowadays it is common for EFL teachers to use the students’ mother tongue as a tool
for conveying meaning and as a means of interaction both in English language institutes
and in the classroom. Research shows that complete deletion of L1 in L2 situation is not
appropriate (Schweers 1999; Larsen-Freeman 2000; Nation 2003; Butzkamm 2003).
Brown (2000:  68)  claims that  “first  language can be a  facilitating factor  and not  just  an
interfering factor”, and Schweers (1999: 7) encourages teachers to incorporate the native
language into lessons to influence the classroom dynamic, and suggests that “starting with
the L1 provides a sense of security and validates the learners’ lived experiences, allowing
them to express themselves”.

In Iran, most EFL teachers insist on running their classes on the bases of a
‘monolingual approach’ where only L2 is used within the framework of their classrooms.
One main problem is the idea that exposure to language leads to learning. Excluding the
students’ L1 for the sake of maximizing students’ exposure to the L2 is not necessarily
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productive (Dujmovic 2007). Connick-Hirtz (2001) proposes some factors that teachers
need to consider when they decide to use L1 for L2 instruction:

- What is the learner’s first language?
- What is the learner’s age?
- Are we teaching beginners or advanced levels?
- What is the ratio of students/teaching time per one class?
- How long is the learner going to study the second language?
- What are his/her learning purposes?
- Is it a one nationality or mixed nationality group?
Mattioli (2004: 21) believes that “most teachers tend to have opinions about native

language use, depending largely on the way in which they have been trained and, in some
cases, on their own language education”.

A number of previous studies have considered the attitudes and perceptions toward
the L1 use in the classroom. In the first study, Prodromou (2002) divided the number of
his 300 Greek participants into three groups: Elementary, Intermediate, and finally
Advanced level students. The findings showed that students at higher levels of study have
a negative attitude toward the use of L1 in their classroom. But lower students showed
more tendencies to accept the use of their mother tongue. Another recent Croatian study,
Duimovic (2007) examined the attitudes of his 100 EFL students. He concludes that his
students responded positively to the use of L1 in L2 context and showed their interests as
well. Another similar research conducted by Tang (2002) in a Chinese context with 100
students and 20 teachers depicts similar results. In addition, to all the previous studies that
were conducted in EFL context, a large scale study by Levine (2003: 356) in an ESL
context revealed the same result. Levine concludes that “despite the prevailing
‘monolingual principle’ in U.S FL classes, both the target language and the L1 appear to
serve important functions”.

By looking back to the discussion of L1 use, two concepts such as: approaches to the
use of L1 and L1 in teaching methodology will be defined briefly, and later the “practical
framework” will be presented while discussing the L1 use in language skills and sub-
skills.

2. APPROACHES TO THE USE OF L1 IN L2 CONTEXT

Anecdotal evidence suggests that some EFL teachers strongly believe that they should
never use even a single word from the mother tongue in the classroom. These teachers are
followers of the so-called ‘Monolingual Approach’, and others who are somehow
skeptical about the use of L1 or  use  it  wisely  in  their  classes  are  the  proponents  of
‘Bilingual approach’. In addition to these two approaches, Nation (2003) introduces
another approach called a ‘Balanced Approach’. He believes teachers need to show
respect for learners’ L1 and need to avoid doing things that make the L1 seem inferior to
English. Support for the Monolingual approach to teaching can be summarized as
follows:

- The learning of an L2 should model the learning of an L1 (through maximizing
the exposure to the L2).

- Successful learning involves the separation and distinction of L1 and L2.
- Students should be shown the importance of the L2 through its continual use.
However, the monolingual approach is not without its criticisms. One of them is that

exposure to language leads to learning excluding the students’ L1 for the sake of
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maximizing students’ exposure to the L2 is not necessarily productive Dujmovic (2007:
93). In addition, Auerbach (1993: 16) criticizes these tough exposures to the target
language by calling them “all-or-nothing views” and adds “acquiring a second language
is to some extend contingent on the societally determined value attributed to the L1,
which can be either reinforced or challenged inside the classroom”.

During its history, bilingual approach gained support and validation form many
scholars and research findings. Auerbach (1993: 18) believes that “when the native
language is used, practitioners, researchers, and learners consistently report positive
results”. In fact there has been a gradual move over the years away from the “English
only” dogma that has long been a part of the British and American ELT movement Baker
(2003). Miles (2004: 21) advocates the use of Bilingual approach and discredits the
monolingual approach in three ways: 1: it is impractical, 2: native teachers are not
necessarily the best teachers and 3: exposure alone is not sufficient for learning. In
support of the bilingual approach Atkinson proposes his theory called “Judicious use
theory”, in which he espouses that L1 works as a vital source and also a communicative
tool both for students and teachers (as cited in Mattioli 2004).

Considering the L1 use, we can refer to its existence whether overtly or covertly. This
concept  that  is  illustrated  by  the  author  in  figure  1  tries  to  show  the  conscious  use  (in
classroom) and subconscious use (in learners’ mind) of L1. The so called “Ice-berg
model” clarifies the existence of L1 and the related issues happening at the both levels of
use (Overt vs.  Covert).  This  figure shows that  the mixture of  systematic  L2 maximizing
approach and judicious use of L1 leads to efficient procedure of language instruction.
Therefore teachers are not expected to ignore the existence of mother tongue in
classroom, in other words although some teachers cancel the overt uses, they cannot
neglect the covert phases.

[Controllable aspects]

Information gap

Comprehension check

Giving instruction

Peer helping

Grammar understanding

[Uncontrollable aspect]
Cognitive processing

Affective aspects
L2 acquisition

Figure 1. An ice-berg model for the over vs. covert use of L1
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3. ROLE OF L1 IN TEACHING METHODOLOGY

By exploring the role of students’ L1 in English language classrooms, one of the
fundamental principles is the method by which EFL teachers manage the process of
language instruction in their classrooms. Here, the aim is to first categorize different
language teaching methods and then discuss the role and use of L1 in each of them
briefly. A common classification of methods is: Traditional, Alternatives and Current
Communicative Methods.

In the field of English language teaching (ELT) traditional methods of teaching a
language are as: Grammar Translation Method, Direct Method, and Audiolingual method.
Examples for alternative methods are Silent Way, Suggestopedia, Total Physical
Response, and Community Language Learning. Furthermore, communicative approaches
are Communicative Language Teaching, and Natural Approach. Grammar translation
method known as “GTM” is the method in which nearly all phases of the lesson employ
the use of students’ L1 and translation techniques. As Celce-Murcia (1991: 6) believes, in
GTM there is little use of the target language and instruction is given in the native
language of the students. A sudden removal of L1 from the classroom happened at the
time of ‘Reform Movement’, when reformers believed that translation should be avoided,
although the native language could be used in order to explain new words or to check
comprehension (Richards & Rodgers 2001). Later Weschler (1997) proposed a modified
version of GTM called ‘Functional-Translation’ method. He believes it is a functional
method, because the emphasis is first on helping the students to understand and convey
the meaning of ideas most useful to them and it is translation method because it makes
unashamed use of student’s first language in accomplishing that goal.

The emphasis while using L1 is a systematic, selective and judicious use. A haphazard
use of the mother tongue may be an unwanted side-effect of monolingualism, often
employed today by disaffected teachers (Butzcamm 2003).

Despite the theoretical absence of L1 in Communicative approaches, currently more
attention both from the side of teachers and students being given to L1 use and its stand in
CLT. For instance, the “Headway” series (Soars & Soars 1996) utilizes translations of
sentence structures to contrast the grammar of L1 and  L2.  Another  EFL  material  that  is
specially designed for improving the vocabulary scope of students favors from the L1 use.
“English Vocabulary Organizer” (Gough 2001) invites students to translate the colored
important words of many sentences into their mother tongue. A sample is given here:
(Unit 23, Feeling ill, p.52)

Translate the words in color into your language:

I’ve got a cold. ………………
My neck aches. ………………
I think I’ve got flu. ………………
I’ve got a pain in my knee. ………………

In this exercise translation is considered as a tool for a better comprehension and
clarity. As Carless (2008: 335) believes “ obviously the way the teacher presents material,
structures learning experience and the kind of activities carried out in class impact on the
extend to which students are likely to use the TL or MT”.

As exemplified, the students’ native language has had a variety of functions nearly in
all teaching methods except in Direct Method and Audiolingualism. Those methods had
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their theoretical underpinnings in ‘structuralism’ and assumed language learning to be a
process of habit formation, without considering the students’ affect, background
knowledge and their linguistic abilities in their L1. In addition, no attention was given to
humanistic views of teaching.

4. THE “PRACTICAL FRAMEWORK” OF L1 USE

The so called “practical framework” appears in the following areas of language:
Language main four skills (reading, listening, writing and speaking), language sub-skills
(vocabulary, grammar, pronunciation and culture) and classroom activities.

4.1. L1 APPLICATION IN LANGUAGE SKILLS AND SUB-SKILLS

Students’ native language plays an important role in teaching language skills and sub-
skills  and  in  classroom  activities  as  well.  In  fact,  L1 has  a  wide  range  of  deliberate
functions. Butzcamm (2003: 31) believes “successful learners capitalize on the vast
amount of linguistic skills and world knowledge they have accumulated via the mother
tongue”. Mattioli (2004) refers to five functions of L1 in  an  EFL classroom.  They  are:
explaining vocabulary, giving instructions, explaining language rules, reprimanding
students, and talking to individual students. Here, the importance of L1 for instructing
language skills, sub-skills will be highlighted.

In a language learning situation, a competent learner is assumed to be the one who is
proficient in all four language skills and also sub-skills. Nuttall (1996), by addressing the
reading skill, appreciates the importance of L1 in training reading-based library skills, for
the discussion of students’ worksheets and in reading summary test. Jiminez 1997 (as
cited in Carrell 1998) in a Spanish context encourages his students to use their bilingual
abilities such as searching for cognate vocabulary, translating, and reflecting on the text
in  either  their  L2 or  their  L1. The results showed that the students demonstrated positive
shifts in their attitudes toward their L2 literacy and their  ability  to  succeed in L2 reading,
as well as greater effective use of the strategies, and effective use of their L1 abilities. In a
recent practical study Lin (2007) proposed this question: “will it make a difference if
reading comprehension questions are set in learners’ L1 instead of English (L2)?” The
results indicate that when teachers set questions in learners’ L1 or  L2 there  is  no
significant difference in learners’ reading comprehension. In conclusion this study has
shown that, when the learners, especially EFL beginners, shared the same L1 and are of
similar proficiency in L1, it would be pedagogically better to set the reading
comprehension questions in L1 than  in  L2 as it would be more authentic in matching
learners’ reading strategies and it might elicit more truthful and better responses (Lin
2007).

Koren (1997) observed students listening to lectures in a foreign language while
taking notes in L1. She concludes that the use of translation while taking notes is not a
bad strategy if the aim is to understand and keep the material for future reading before a
test.

Hamin and Majid (2006), in an experimental research, investigated the effectiveness
of  the  use  of  L1 to generate ideas for second language writing. They found a remarkable
improvement in the writing performance of students who used their first language to
generate ideas, for it could trigger their background knowledge. Wang and Wen (2002) in
a study showed that L2 writers were most likely to rely on L1 when they were controlling
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their writing processes, generating and organizing ideas, but more likely to rely on L2
when undertaking task-examining and text-generating activities. Lameta-Tufuga 1994
(as cited in Nation 2003) in a research study asked students to discuss a task in their L1
before  writing  about  the  same  issue  in  L2. In this way they had the opportunity to fully
understand the content of the task through the medium of their first language, before they
performed the written task in English. This type of discussion in the pre-writing step had
some advantages such as Firstly; the learners were all very actively involved in coming to
grips with the ideas. Secondly, the first language discussion included quite a lot of the
second language vocabulary which would be used in the later task. Thus the discussion
not only helped learners to get on top of the content, but it also helped them gain control
of relevant L2 vocabulary in a very supportive L1 context (Nation 2003).

Elementary learners, who are not proficient enough to express themselves in L2,  must
constantly think before they speak and this inner speech happens in L1 (Auerbach 1993).
Piasecka 1986 (as cited in Auerbach 1993: 20) believes at the initial stages of learning a
new language, the students’ repertoire is limited to those few utterances already learnt
and they must constantly think before speaking. When having a conversation, we often
become fully aware of what we actually mean only after speaking. We need to speak in
order to sort out our ideas, and when learning a new language this is often best done
through the mother tongue.

In discussing English language sub-skills, vocabulary, grammar, pronunciation and
culture are always emphasized. For example, in learning new vocabulary, making word
cards with the definition of L1 is effective, because this strategy will speed up their
vocabulary progress. A model of vocabulary cards is designed by the author  (Table 1).

Table 1. Seven-step vocabulary cards: 1: Word entity, 2: Word pronunciation,
3: Different parts of speech, 4: Synonyms & Antonyms, 5: dictionary example (Oxford

Dictionary), 6: Learner’s example, 7: L1 definition

Front-page Back-page

In this sample 7 steps need to be developed in both sides (back/front page). The
arrangement of the steps is plausible especially for the sake of reviewing. At the first
glance it may seem time consuming, but my students consistently believe that the learnt
words and their functions will last for a long time. This strategy is very practical for those
who prepare themselves for international exams such as TOEFL and GRE.  Nation (2003)
emphasizes and encourages the use of bilingual cards, L1-L2 word pairs and L1 translation
as the best ways for increasing vocabulary size. He contends “forget all the criticism you
have heard about rote learning and translation; research has repeatedly shown that such
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learning is very effective” (Laufer, Meara & Nation 2005: 6). Laufer & Meara and Nation
(2005)  in a practical paper, each explained ten best ideas for teaching vocabularies. Five
ideas out of thirty emphasized the L1 use in vocabulary learning.

- Pay attention to interlingual semantic differences: Both to observe several
alternatives of L1 word in English and unrelated translations of English word in
the L1.

- Do not ban the L1 translation of words: the use of judicious translation of words
that have an exact or close equivalent. Also looking up new words in bilingual
dictionaries helps the learners to comprehend the new word.

- Practice the use of collocations that differ from the learners’ L1: The lack of
practice cause learners to make mistakes in the use of collocations that differ
from their L1.

- Watch videos with subtitles: subtitled videos are fun and after watching  them for
several times our learners can know the dialogue by heart.

-  Train students to use word cards: Word cards are mall cards with the foreign
(English) word or phrase on one side and the L1 (Farsi) translation on the other.

Among scholars who advocate the use of L1 for  grammar  teaching,  we  can  refer  to
Macaro (2001) and Warford (2007). Mother tongue might bring several uses to the
classroom setting. For instance, Miles (2004) refers to the task of grammar teaching as a
complex activity and states without the use of L1,  there  would  be  little  or  no
comprehension on the students’ part, especially in lower levels. A good example for the
use  of  L1 for grammar lessons is at the time of tenses. As we evidences show nearly all
the students have problems with present perfect, present perfect continues and etc. As a
solution, teachers can present the tense in a sentence and compare it with the similar form
be asking the learners to give a quick translation into the mother tongue. For example,
(my sister has gone to Italy) vs. (my sister went to Italy).

In relation to the role of L1 in pronunciation, Celce-Murcia (1991: 137) calls the
learner’s native language as one of the six variables for the acquisition of L2
pronunciation. In her idea mother-tongue transfer is really widespread in the area of
pronunciation than in grammar and lexicon. She believes “this makes it important for
teachers to know something about the sound system of the language(s) that their learners
speak in order to anticipate problems and understand the source of errors”.

Finally, as it is believed the bilingual/bicultural teachers are in a position to enrich the
process of learning by using the mother tongue as a resource, and then, by using the L1
culture, they can facilitate the progress of their students toward the mother tongue, the
other culture Dujmovic (2007). Gill (2005) mentions the role of mother tongue for
discussing the cross-cultural issues. He believes it can be possible through comparison
and contrast and judicious use of the L1 (e.g. connotation, collocation, idiomatic usages,
culture-specific lexis, politeness formulae, sociocultural norms, the use of intonation,
gestures etc.)

4.2 L1 APPLICATION IN CLASSROOM ACTIVITIES

After considering the effect of L1 in classroom language skills and sub-skills, now we
refer to classroom activities which favor from the use of L1. The role of L1 in group work
in EFL situations is highlighted by Brown (2001: 180), as he confirms that “this is when
students feel that the task is too hard, or that the directions are not clear, or that the task is
not interesting, or that they are not sure of the purpose of the task, then teachers may
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invite students to take shortcuts via their native language”. When running classes with
beginning groups for approaching vocabulary, Hitotuzi (2006: 169) believes “one can use
props such as flashcards, cutout figures and realia for words representing concrete items;
as for the representation of abstract items, drawing on L1 equivalents might solve the
problem whenever contextualization, mimicry, and other techniques fail to gloss them
convincingly”. In addition, Cook (2001: 418) argued that the L1 may serve a useful
purpose in FL teaching, particularly in task-based learning approaches: “Through the L1,
they [students] may explain the task to each other, negotiate roles they are going to take,
or check their understanding or production of language against their peers”.

Two activities are selected from bilingual activities by Weschler (1997) in Japanese
context. In “Bilingual Dialogues”, students are paired. Student A receives an English
dialogue while student B receives the Japanese equivalent. Each is given about five
minutes to translate the dialogue, line by line, back into the other language. On
completion, they compare their translations with the originals of each language, circling
in pen any discrepancies and writing the original above their own translation. Then and
only then, they act out the dialogue. Among the revealing morals of this exercise: there
are many ways to say the same thing. In “The Dumb Interpreter”, four students are seated
facing each other in a square. Student A receives the Japanese half of a dialogue, Student
B the English half, Student C (“The Dumb Interpreter”) nothing at all, and Student D
(“The Know-it-all Computer”) receives both halves. Re-enacting the real life situation
wherein  a  Japanese  has  to  try  to  interact  as  best  he  can  with  a  native  English  speaker,
Student A (the Japanese) tries to express his lines in English, Student C tries to correct
him, Student D gives the definitive correction to all, and on and on. Time-consuming,
perhaps. Challenging and educational, definitely.

Furthermore, according to the term ‘L1 problem clinic’ proposed by Atkinson (as
cited in Mattioli 2004: 24) that is a weekly or monthly meeting set up to discuss a
classroom  problem  as  a  group  in  L1, the author proposes another solution for the
deliberate use of L1 which is assigning a ‘5-mitute-break’ per session (preferably) in
which our students are permitted to ask their questions and share their ideas in L1.

5. AIMS AND RATIONALE

This study was designed in order to gather Iranian tertiary students’ views on the use
of L1. It also tries to examine the relationship between the learners’ language proficiency
level and their attitudes and degree of awareness of the benefits of L1 use. Since there has
been little research so far in this area, the primary goal of this study is to find evidence to
support the theory that L1 can facilitate L2 acquisition and to reject the existing notion that
L1 acts as a hindrance. This study assumes that L2 use in the classroom should be
maximized, however, there should also be a place for judicious use of L1. The importance
of  the  role  of  L1 in the classroom seems worthy of consideration, as, to date, very few
studies in Iran have been conducted to address the topic. Therefore the hope is that the
elicited findings and the offered guidelines will shed more light on the importance of L1
in L2 acquisition particularly in Iranian EFL context.

For the purposes of this study, the following research questions were identified:
- Do Iranian EFL university students have a positive or negative attitude toward

the L1 use in their classroom?
- Do students with different levels of proficiency have different views and attitudes

toward the importance of L1?
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6. METHODOLOGY

Participants. The total number of EFL students both males and females who
participated in this study was eighty-five (85). The L1 of these students is Farsi and they
are studying English at Tehran University, extra curriculum programs to enhance their
General English (GE courses), thus English is not their field of study at the university.
The participants are from different fields of study and this variety of majors provides a
more comprehensive perspective of their attitudes. They were selected according to their
English proficiency level as Elementary, Intermediate and Advanced. The variety of
proficiency levels also will helps to examine the relationship between students’
proficiency levels and their attitudes toward the use of L1.

Instrument. A questionnaire taken from a related previous study (Prodromou 2002)
was used for the exploration of the Iranian university students’ attitudes. This
questionnaire has two parts. Part I includes demographic information such as name,
family name, age and proficiency levels of students. Part II includes 16 items on a Likert
scale to define student’s attitudes. Items included in this 16-item questionnaire underline
the main points discussed in previous sections, the concepts such as the role of L1 in
language learning skills and sub-skills, L1 in classroom activities among others.

Procedure. This16-item-questionnaire administered to university students from
different levels of English language proficiency studying at Tehran University. All
participants from various levels of language (elementary, intermediate and advanced)
were selected randomly from classes. After giving a short introduction to the project and
identifying its advantages both for classroom teachers and students, students were asked
to read the items and then decide to state whether they agree or disagree with the
mentioned statements. In addition, students were encouraged to add any comments and
share their suggestions.

7. DATA ANALYSIS

After the process of data collection, the obtained data were transcribed into the above
table. The process of the data collection followed these steps: All participants’
questionnaires were divided into three parts, according to their levels of language
proficiency (Elementary, Intermediate, and Advanced). Each group’s data were analyzed
and the frequencies of agreement and disagreement marks were calculated. Later,
obtained frequencies of all items were converted to percentages to determine which group
of students agreed and disagreed on the use of their first language in their L2 classes.
Finally the obtained frequencies and percentages were put into tables for better depiction
and further analytic decisions.

8. RESULTS AND DISCUSSION

The overall findings show that Iranian university students are reluctant to use their
mother tongue in English language situations and reject it strongly for the sake of better
exposure to L2. The transcribed data in this research show that, overall, the majority of
students from all the three proficiency levels do not believe on the effectiveness and
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importance of L1 use. Surprisingly, the intermediate students in comparison with
elementary and advance students showed fewer tendencies to use their L1 in their
classroom activities and did not expect their teachers to use L1 as well. The results can be
discussed in several ways by considering the main points of this study.

According to the figures, 81% of students at advanced level and about 68% of
students at elementary and intermediate level believe that the teacher should know the
students’ mother tongue (Item 1). The main question in the questionnaire (Item 2) asked
“Should the teacher use the mother tongue in class?” The percentage numerals of
agreements in all three groups are nearly the same (Elementary 22%, Intermediate 16%,
and Advanced 21%) which indicates that the function of L1 is  really  neglected  by  the
learners. In item 3 (Should the students use their mother-tongue?) students reported their
agreements as 31%, 23%, and 18% respectively.

Among the next four items which addressed the use of L1 for explanations (item 4, 5,
6 and 7, see Appendix 1), items 6 and 7 received more support from the students (item 6:
explaining differences between L1 and  L2 grammar [72%, 43% and 60% respectively],
and item 7: explaining differences in the use of L1 and  L2 rules [59%, 36% and 60%
respectively]). Responses to items 4 and 5 regarding the use of L1 in explaining new
words and grammatical rules, contrast with what Nation (2003) and Auerbach (1993)
suggest.

 In items 8 and 9 (giving instructions and talking in pairs and groups) only few
students perceived the learners’ mother tongue as useful. Item 10 aims to check the
students’ preference for checking comprehension. As the results show, advanced and
intermediate students (84%, 76% respectively), more than elementary students (27%),
endorsed the use of L1 when asking for an English-equivalent of word.

Items 11-13 address the issue of translation as a useful classroom activity, including
its incorporation in tests. Duff (1989) expounds on the merits of translation as a language
learning activity. He describes how translation can help develop three characteristics
essential for language learning: flexibility, accuracy, and clarity. He states: “translation
trains the learner to search (flexibility) for the most appropriate words what is meant
(clarity) (Duff 1989: 7). For more principle uses of translation refer to Gabrielatos (1998:
24). According to the results (items 11 and 12) students revealed a greater preference for
the  use  of  translation  of  L2 words (68%, 53%, and 42% respectively) and texts (54%,
36%, and 30% respectively) into L1, whereas they were divided on its use of translation
as a test.

Items 14 and 15 tried to elicit the students’ attitudes toward the use of L1 in checking
listening and reading comprehension. Here, most elementary students responded
positively to items 14 (45%), and 15 (36%). Finally, the last item (item 16) highlights the
importance of mother tongue for discussing the methods used in classroom. Warford
(2007) believes the L1 function for explaining classroom procedures and teaching
methods however, the students’ responses show a neutral attitude (54%, 33%, and 48%
respectively).

Among the questionnaire items, item1 (see Appendix1) obtained the highest  average
percentage of 72% and this shows that most of the students prefer a bilingual teacher.
Choong (2006) points out that bilingual teachers are more sensitive to the language
problems of their students and would be able to share their own experience of learning a
foreign language. Item 9, with the average percentage of 13%, indicates that students
rarely use their L1 while talking in pairs or groups. (For more detailed information refer to
Table 2.)
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Table 2. Questionnaire items

Key: N= 85; f = frequency; p = percentage

Finally the findings of this study surprisingly showed quite opposite results to all
previously conducted studies As mentioned earlier, studies such as Schweers (1999),
Burden (2001), Tang (2002), and Dujmovic (2007) highlight the importance of the L1 use
in four different EFL contexts, except that of Prodromou (2002). One of the limitations of
this study was considering only the attitudes of language learners, while the attitudes and
perception of language teachers is of paramount importance. Therefore there is a need for
more research that takes into account teachers’ perspectives about the use of L1 in their L2
classroom in order to identify the congruence between students’ and teachers views.

9. CONCLUSION

This study aimed to explore the Iranian students’ attitudes and degree of awareness
toward  the  use  of  their  mother  tongue  (Farsi)  in  their  English  classrooms.  As  it  was
hypothesized, most students reported a negative view and rejected L1 use. However, the
results showed that students with different levels of language proficiency reported
different attitudes toward the L1 function in this EFL context. Undoubtedly, constructive
role of L1 in designing a classroom syllabus, English language teaching methods,
classroom management, instructing language learning skills and sub-skills, performing all
types of activities and language assessment of students is repeatedly emphasized. We
should finally free ourselves of the old misconceptions and try to praise the existed
alliance between the mother tongue and foreign languages. Our final goal should be to
have students who are proficient L2 users rather than deficient native speakers.
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Appendix 1

The Questionnaire sample
University of Tehran

(Center of cultural affairs and open education)

Part I                              Personal Information
· Name & Family Name:       ---------------------------------
· Age : ------
· Sex : Male  [ ]      Female  [ ]
· Field/University of study      --------------------------------
· English class level:  Low Intermediate   IN 1 [ ]          IN 2  [ ]       IN 3 [ ]
                                         Intermediate           EL 1 [ ]          EL 2 [ ]       EL 3 [ ]
                                        Advanced                IM 1 [ ]          IM 2 [ ]       IM 3 [ ]

Part II                                Mark: Agree (A) / Disagree (D)

  1: Should the teacher know the students’ mother-tongue?   ----
  2: Should the teacher use the students’ mother-tongue?   ----
  3: Should the students use their mother-tongue?   ----
- It is useful if the teacher uses L1 when:

4: explaining new words   ----
  5: explaining grammar   ----
  6: explaining differences between L1 and L2 grammar   ----
  7: explaining differences in the use of L1 and L2 rules   ----
  8: giving instructions   ----
-Students should be allowed to use L1 when:
  9: talking in pairs and groups   ----
  10: asking how do we say ‘...’ in English?   ----
  11: translating an L2 word into L1 to show they understand it   ----
  12: translating a text from L2 to L1 to show they understand it   ----
  13: translating as a test   ----
 - The teacher and students can use L1 to:
  14: check listening comprehension   ----
  15: check reading comprehension   ----
  16: discuss the methods used in class   ----
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TEACHING ENGLISH THROUGH ENGLISHNESS
OR ENGLISHNESS IN ENGLISH
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ABSTRACT

 The paper presents the author’s experience in teaching the course in Anglophone
Area Studies as part of the Bachelor’s degree programmes in European Studies and
International Economic Relations at the University of Rousse, Bulgaria. The
objectives of the course, the means to achieve them, and the students’ share in the
subject content of the course are discussed in relation to one another. The paper
focuses on the culturematic approach to teaching English.

Keywords: Englishness; Cultureme; Linguistic Culturology; Area Studies

1. INTRODUCTION

It is a broadly acknowledged fact that the English language today has become the
lingua franca of our modern world. We can daily witness how an ever increasing number
of people in Europe and beyond are using it for many different purposes and in various
spheres of life – in business and commerce, in academic and professional
communication, in travel and tourism, in politics and  international relations, and –
recently – on the Internet. Indeed, its role as a major means of intercultural
communication is now being taken for granted.

At the same time, EFL teachers are well aware of the fact that any foreign language
teaching, especially in its intermediate and advanced stages, inevitably involves teaching
a specific cultural competence.  As a natural side effect of language teaching, this either
just “happens” in a fairly unintended way, or can be consciously aimed at. The forms
cultural competence takes can most easily be seen in the subject content of the textbooks,
especially in those authored by native speakers. They generally involve people, places,
facts, situations and behaviours that are authentic, or typical, of the culture they portray,
i.e. they – quite naturally – match the way of life shared by their authors. This cultural
aspect is also visible in the denotational meanings of the words and phrases that make up
the texts included in the course books, but also – although more covertly – in some
specific grammatical structures, and even in the methods of teaching. We only need to
recall Sapir – Worf’s hypothesis of language relativity (Worf 1941), or the writings of
any of the exponents of the contemporary school of Linguistic Culturology (Petrova
2006: 5-22; 35-45; 57-66) to find overwhelming evidence of the enormous impact any
one language has upon the way the people who speak it see and label the world and think
about  it.   The  reverse  can  of  course  also  be  true,  –  that  the  textbooks  written  by  non-
native speakers are at best a compromise between the author’s own culture and his or her
own personal representation of the foreign language culture,  to the extent to which it has
been acquired.

Seen from this perspective then, the issue course writers and course leaders face when
they are about to design their ESL course involves the fulfilment of at least four main
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tasks. The first is the choice of the specific variety of English they will be teaching:
British English, American English, Australian English, etc., together with the culture
(way of life) this variety of the English language embodies.  The second is the level, or
degree, of competence that is intended: elementary, intermediate, advanced, proficiency,
etc., the third may be the choice, or the exclusion, of English for Specific Purposes that
might be needed to match the specific academic, professional or other demands of the
learner;, the fourth is the building of a conscious awareness of the interference of the
learners’ own native language and culture, together with the tools that are needed for
overcoming their interlanguage (Ellis 1995: 710) and interculture.

The two-semester course in Anglophone Area Studies that is being taught to the
students of the University of Rousse (Bulgaria) taking their bachelor’s degrees in
European Studies and International Economic Relations provides some practical
solutions to the tasks just outlined. In the pages below I will discuss how this is done with
our Bulgarian learners of English.

2. THE OBJECTIVES OF THE ANGLOPHONE AREA STUDIES COURSE

In his Introduction to The Way We Live Now (1995), the English literary critic and co-
founder of the school of British Cultural Studies, Richard Hoggart, outlines broadly the
objectives of his book: to present his readers with an exposition of what he sees as
“Englishness” (Hoggarth 1995: xi), a term which the title of the book aptly paraphrases.
The term ‘Englishness’, explains the author, sounds more authentic than ‘Britishness’: “Is
it  certain  that  there  is  such  a  thing  as  ‘British’  culture?  There  is  an  administrative  and
political unity which has lasted over centuries and so shares much history and responses
to it. But when Eliot, Orwell and Lawrence talk about the culture of the biggest part of
these islands, they say ‘English’ and seem to believe they are pointing to a network of
attitudes which they find central to the English, not all of which they would wish to father
on the Scots or Welsh or Northern Irish. I share that view.” (ibid., xii).

While reading this passage, one is inclined to immediately accept the legitimacy of
the  view it expounds, especially as it comes from an ‘insider’, and from such a well-
known  literary figure at that.

However there are other, different views, which, conversely, defend the legitimacy of
the terms “British” or “Britishness.”  In his study The British Isles: a History of Four
Nations, a 1995 reprint of a book that came out in 1989, at about the same time as The
Way We Live Now, the historian Hugh Kearney writes in an equally convincing  way that
the British Isles are host to a bundle of nations each with its own distinctive culture, in
much the same way as the peoples inhabiting the Iberian peninsula, or the ones living
along  the  value  of  the  River  Danube;  that  the  British  Isles  have  been  an  arena  where
several Germanic and several Celtic cultures competed with each other to form the
“Britannic melting pot,” and that speaking of a mainstream English culture and several
other, “peripheral” cultures is clearly going against the grain (Kearny 1995: 4-6; 286).
Similarly, John Oakland’s book British Civilization: An Introduction (Oakland 1995)
conveys with its very title how widely accepted the concept of Britishness was in the
early 1990s.

As can be seen from these examples, both of the terms have their more or less distinct
denotations that have for fairly long secured their positions in scholarly writing. Their
specific connotations, some of which may be politically loaded,  probably arise from the
ways they are interpreted and understood and from the attitudes they convey to readers of
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various backgrounds.  Once these attitudes are revealed, articulated  and explained, some
degree of clarity can be achieved.

When designing the Anglophone Area Studies course some fifteen years ago the
original idea that was to materialize itself in it was from the very beginning precisely this
– to achieve this  much desired clarity,  or,  in  other  words,  to help learners get a clear,
objective,  balanced  and  realistic  idea  of   Englishness  and  how  it  relates  to
Britishness and to do this by presenting the many aspects of these two phenomena
in a structured and coherent way. Following this main objective, the subject content of
this course was organized in a way that  was expected to give learners the entire “map” of
Englishness and its distribution through time and space. Englishness is viewed as a set
of specific culturemes (Petrova 2006: 38 -39) – verbalized entities with axiological
(positive or negative) characteristics, such as “nobility”, “home”, “privacy”,
“countryside”, “loyalty” – on the positive side, and “bad manners”, “laziness”,
“familiarity”, or “being common” – on the negative side.   All culturemes are explained
in relation to the contexts in which they occur, throughout two consecutive semesters  of
thirty weeks in all.

Still another equally important objective of the Anglophone Area Studies Course is to
give learners the opportunity to actively use their own English, and, what is most
important – in precisely the cultural context where the language originated and where it is
being used. While doing this, along with the acquisition of a more systematic knowledge
of the culture they study, the students practice their communicative skills and
significantly enlarge their vocabulary along specific thematic lines.

One more objective of this course is to lay the foundations of the skills in scholarly
writing in English. For this, I must thank the wonderful people who organized my
teaching contract at the North Georgia College and State University (U.S.A.) in 2000 –
2001. My experience in an authentic environment provided me with the invaluable
opportunity to teach English Composition to native and international speakers of English
and to use the university’s rich library resources on academic writing and rhetoric. This
undoubtedly had some positive impact on my teaching, from which I believe my
Bulgarian students also benefit.

3. THE SUBJECT CONTENT

In the Anglophone Area Studies Course, an attempt is made for all the major areas of
knowledge of the  English  culture  as  a  specific  set  of  values  and  way  of  life to  be
introduced and discussed. The topics broadly include the relation between language and
culture  according to the contemporary scholarly field of Linguistic Culturology, the
English language and how it came to be what it is today, its major varieties and the kind
of culture(s) it stores, embodies and transmits across generations , the people who speak
it today as a first, official, or foreign language both in the English-speaking countries and
in other places on the globe, England and the British Isles as the cradle of Englishness
and Britishness, the geography of the British Isles, Britain’s ancient, medieval and
modern cultural history, its folklore, customs and traditions, its present-day institutions –
government and law, social structure, education, religion, literature, science, art, the
media, and the role of Britain in world politics, economy and culture today.

This rather daunting range of topics was determined by the perceived needs of the
learners to acquire a general and introductory, but fairly well defined idea of the kind of
people the English are, of what is meant by “Britain” and “British”, of the kind of natural
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environment in which the English culture and the British civilization have emerged and
evolved, their development from the beginnings until today, and the stereotypical,
quintessential English and British person seen through the eyes of himself and the others.

The sequencing of the thematic content is organized in a way to show as clearly as
possible how certain events can become the cause for others. A phrase students would
often hear in relation to this aspect of the process of cultural continuity is that “nothing
ever happens overnight.” On other occasions, students would be repeatedly reminded that
the wide range of thematic fields covered inevitably means that at this early stage they
can’t be discussed in depth, that there is much more to explore and that they are now
“merely scratching on the surface of things,” but also that this consciously intended
encyclopaedic approach will allow them to follow more clearly the processes of growth
as such. While doing this, learners are encouraged to pay special attention to the key role
of impetus, to the significance of the “critical mass” factor, to the crucial importance of
public opinion in the good or bad destiny of innovations, and to the great value of
individual talent and personal drive coupled up with the receptivity and support on the
part  of  society at  large.   Examples may vary from the tracing of  the long history of  the
parliamentary form of government to the development of the social security system (the
Welfare State) to the history of the abolition of slavery to the scientific method and its
outcome, the  Industrial Revolution.

What must be stressed in relation to the character and range of topics involved is that
they are meant to give as complete a representation as possible of the natural
environment of the English language. Many English words, especially political or
administrative terms like “county”, “poll tax”, “circuit judges”, “common law”, “high
church”, “establishment” or “first-past-the-post system” do not have equivalents in
Bulgarian. In order to explain such words, the lecturer has to outline the whole system to
which they belong, or in other words, a whole segment of the English culture. Thus,
while going deeper into the context of  the English language, the learners become more
and more aware of the specifics of the English way of life and how it came to be what it
is today, but also of the great cultural divide  between Britain and Bulgaria. This in turn
helps them not only to dispel some myths they may have previously had concerning the
English and British way of life, but to also to start inquiring more deeply into their own,
deeply ingrained Bulgarian culture traits.

The basic argument of Linguistic Culturology, a modern branch of Linguistics that
can be traced back to Wilhelm von Humboldt, later to continue with the  20th century
American anthropologists and recently to establish itself as a legitimate scholarly field
with a well developed methodology in the works of the contemporary Russian linguists
of the schools of Axiological Linguistics and Linguistic Conceptology  is that human
beings not only view the world in highly specific ways determined by their specific
languages, but also that they  have no choice in that; that they can only see and think
about the world through the “glasses” of their own language and culture. In other words,
any given language, through its sounds, vocabulary, morphology, syntax, phraseology,
paremiology, precedent names, precedent texts, folklore, and literature stores and
transmits the entirety of its people’s specific culture, their whole worldview and way of
life. In order to understand this culture then, one needs to study the language from a
cultural perspective. Our experience has shown that one of the most efficient ways
to  achieve  this  is  through  teaching  Anglophone  Area  Studies,  precisely  because   it
arranges and discusses the material from the viewpoint of  the set of culturemes that
construct the complex cultural concepts of Englishness and Britishness.
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4. THE ACADEMIC WRITING COMPONENT

The Academic Writing Component of the Anglophone Area Studies Course aims to
develop the learners’ skills in scholarly writing. I have found that the most difficult part
when teaching this component has been to make our students see the difference between
writing their own paper and copying from a source without acknowledging its author.
This might be due to their own native culture in which the ideas of individual
responsibility and of authorship and are perhaps not yet fully developed. Some of the
students  (or  sometimes  their  parents  or  other  ‘patrons’  or  ‘sponsors’)  are  sincerely
surprised and even shocked at finding out how a neatly printed and richly illustrated
paper does not earn any points at all only because it is not authored by the student whose
name  is  printed  at  the  top.  For  many  the  idea  that  cheating  is  bad  is  difficult  to  grasp,
probably because the practice of cheating is so common. Students tend to believe that
because cheating is such a widely-practised strategy, it ought to be tolerated. One is
tempted to admit that the positive cultureme “honesty” does not rank very high in
present-day Bulgarian culture (although according to our research (Petrova 2006) the
Bulgarian proverbs prove exactly the opposite!)

But there is also the honest and hard-working student, who prefers to follow
instructions closely and composes his or her own paper himself. He or she soon realizes –
much to his surprise – that honest work is this time rewarded.  Perhaps for the first time
in his life, this humble student finds himself to be a winner. On seeing this new turn of
events, some of the cheating students decide to “move with the times” and write their
next paper themselves. The academic writing process thus turns into a hands-on social
experiment which proves that most of our young people can very easily adapt themselves
to better standards and become receptive to ideas of justice and personal responsibility,
provided there exists a functioning system of rewarding the good students and not
rewarding the lazy ones.

The academic writing component of the course is aimed to develop the first three
primary skills – quoting, paraphrasing and summarizing. It is practiced from the very first
day of the course. At the end of the course, each student has to submit a summary of an
authentic  article  on  a  topic  that  is  related  to  the  thematic  content  of  the  course.  Each
semester, during the last two weeks, the students make oral presentations of their papers.
They are specifically asked to start preparing well in advance for their presentations, as
they will be expected to speak and not to read. The choice and range of the topics is
practically unlimited. Each student is encouraged to find something that is interesting and
exciting to him or her. This emotional approach has very positive results as the students
feel very proud when they are told they are co-authors of the Anglophone Area Studies
course and that the knowledge they share with their classmates adds significantly to the
subject content covered, especially to its variety.

Below will be listed some summary topics that have been selected by our students
over the last five years to show how  this variety is achieved:

The Commonwealth of Nations
Prince Charles
London
The English Countryside
Stonehenge
The Mediaeval Castle
The Arthurian Legend
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Anglo-Saxon Kings
King Alfred the Great
The American revolutionary War
Women and American Society
The Death Penalty: Pro and Contra
The Aboriginal People in Australia
Dublin
The Wars of the Roses
Elizabeth I
Oliver Cromwell
English Romanticism
William Wordsworth as a Romantic Poet
William Shakespeare
English Literature in a Nutshell
The Anglosphere
Mary, Queen of Scots
The English language over the Globe
Vancouver
Australian English
Fish ‘n Chips
The English Pub
The Bermuda Triangle
Rolls Royce
The Henley Royal Regatta
The University of Oxford
An Overview of English Customs and Traditions
The House of Commons
Persuasion by Jane Austin: the Plot

      Christopher Columbus
The Early Middle Ages in England
Anne Boleyn
Queen Victoria
Winston Churchill
Big Ben
The Industrial Revolution
Britain’s Achievements in Science and Technology
Famous British Inventors
The Genre of Fantasy
A Welsh Fairy Tale
The list can certainly be continued, but the above examples are sufficient to show the

almost unlimited range of topics in which the students have been taking an active interest.
It  should be noted that  in  assessing the papers,  a  practice common to some English

and American universities was recently introduced, according to which together with
their summaries the students are also asked to submit copies of the original texts they
have summarized for the lecturer to read and compare.

As can be seen, the range of the themes covered in the course can thus become really
challenging for both the students and their course leader.  However, all seem to find this
aspect of their work  particularly exciting and rewarding.
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5. MONITORING THE LEARNING PROCESS

The extent to which the course is fulfilling its objectives presupposes a process of
constant monitoring throughout the two semesters. During the first semester of the course
the students experience some initial difficulties in adapting themselves to what seems to
be  a  new  way  of  teaching  and  assessing  their  progress.  In  the  beginning,   most  of  the
information is delivered in the form of lectures  in which every key word and expression
is explained and sometimes translated. Short tests with multiple choice questions, or
questions to the lecture content that require specific answers are given each weak to get
the students involved in the learning process and to provide feedback. Students are also
asked to make short presentations on parts of specially created or original texts for class
or home reading with the same purpose in mind: to get them engaged and motivate them
to learn more. While doing this, they gain more confidence in themselves and overcome
their “stage fright” completely.    Finally, at the end of the second semester, the students
are asked to submit their own evaluations of the course in the form of an essay.  Their
answers without any exception sound positive or, quite often, enthusiastic. Many of the
essays would begin with, “In the beginning I was not quite sure what this course would
offer.” and end with “ It was very interesting and exciting.” Most of the answers would
contain sentences like, “I greatly broadened my horizons and  while doing that
tremendously improved my English.”

If  I  had  to  summarize  how our  students  feel  about  this  course,  I  will  start  with  the
language aspect: they feel that learning the English language in its own context is the best
way to study it. Then comes the broadening of their intellectual horizons and general
knowledge of Britain, the English-speaking world and the world at large. Next are the
acquisition of the skills in scholarly writing and the adventurous aspect: the course is
viewed as an exciting adventure through time and space. One more benefit of the course
is that it instils in the students a sense of personal responsibility as well as an appreciation
of the fair and objective assessment. The students take a great pride in organizing their
own time and information resources efficiently while preparing their individual course
work. This makes them more mature, more self confident and also more capable of
appreciating the achievements and success of others.  They feel that this course makes
them better human beings.

6. CONCLUSIONS

In this paper, I outlined the objectives of the Anglophone Area Studies course as an
introductory discipline together with the means to achieve them and argued that teaching
English through Englishness or Englishness in English is “killing two birds with one
stone”, since this involves teaching simultaneously the set of culturemes that make up the
English specific culture and doing it in its own verbal medium of communication.

Teaching English through Englishness is a lifetime job because in essence it means
not only learning the English language itself, but also learning its complex, rich context  -
two equally daunting and truly time-consuming tasks.

However, there is also the second, special role of the English language today, which
should also be taken into account – its destiny as one of the languages of international
communication;  we remember that a similar role was performed for example by Latin
and Greek during the days of Rome, the Roman Republic and Empire and its extension,
the Eastern (Byzantine) Roman Empire.
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Teaching  English  as  a lingua franca may perhaps not completely overlap with
teaching it as the language of the English culture. Experience has shown that creating
texts in English that represent for instance Bulgarian realities, especially realities
concerned with Bulgaria’s recent  past, leads to insurmountable difficulties, most of
which arise from the particular, “untranslatable”, cultural aspect of the vocabulary. .

We can be sure that further contrastive investigations of these two distinct uses of
English will help scholars and teachers alike find out if and where a line between them is
to be drawn and will thus open new, exciting vistas on the exploration of human
communication across cultures.
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                                                        ABSTRACT

Interference – the interaction of language systems under the circumstances of
bilingualism or multilingualism – is a well known phenomenon practically to all those
people who have at least any experience in learning English (or any other foreign
language). It is a foreign accent in the speech of a person possessing two or more
languages – bilingual/multilingual. Interference can be permanent or temporal and
embraces all levels of the language system – phonetic, morphemic, lexical and
syntactical. The reason and the source of interference are the differences in the
systems of the languages. Interference creates some difficulties in learning and
teaching English, that’s why it should not be neglected both by learners and teachers.
In a multilingual  community and region like  Udmurtia (the Udmurt Republic),
where there are three ethnic branches – Slavonic, Turkic and Finno-Ugric and about
100 nationalities, interference has some specific features of its manifestation and
penetration into a foreign language which need to be classified, described and
explained to be effectively prevented in learning and teaching.

Keywords: Interference; Mistake; Multilingual; Bilingual

1. INTRODUCTION

The main  objective of this report is to view the problem of mother tongue
interference in learning and teaching English (or in principle any language) especially in a
multilingual community, the problem which is well known to those who teach and those
who learn the languages and which creates barriers and difficulties for both sides. Our
intention is to analyze the reasons of the interference as it is and specify its manifestations
in a multilingual community. The report classifies, describes and explains specific
features of interference and gives recommendations on how to prevent it in learning and
teaching.

Interference (from Latin inter ‘between one another’ and ferio ‘to touch, to strike’,
the term “interference” in all probability was borrowed from physics, where it means the
interaction of waves spreading from different sources) – is understood as the interaction
of language systems in the conditions of bilingualism which in its turn is the result of
language contacts or of individual learning of a foreign language. It is manifested in
norms and systems of the second language deviations under the influence of a mother
tongue. It is practically impossible to escape interference because of the native language
system pressure, individual psycholinguistic and psychological aspects of bilingualism
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and polylingualism and misbalance of a language situation. The latter is explained by the
fact that there is no full symmetry in socio-ethnic conditions of the two languages
existence in the society. But a well-balanced bilingual situation could be imagined only
when the majority of the members in society had a perfect command of both languages,
used them in any speech situations and easily switched from one language to another and
did not confuse the systems of different languages. But it is considered that autonomous,
full use of the languages exceeds psychic abilities of an ordinary person. In his/her
language thinking separate features of a foreign language by mistake assimilate with
features of the native (or the main) language. Interference of language systems in the
mind  and  speech  of  a  bilingual  is  a  psycholinguistic  analogue  to  the  process  of  the
confusion of the languages.

Interference shows itself as a foreign accent in the speech of a person who possesses
two languages.  It  can be permanent  (stable)  (when it  is  a  speech characterization of  the
whole collective) and temporal (as a peculiarity of an idiolect). Interference is able to
embrace all levels of the language but especially it is felt and seen in phonetics (accent –
In the narrow meaning of the word). The main source of interference is the difference in
the systems of interacting languages: different composition of phonemes, different rules
of phonemes positional realization, their combination, different intonation, different
combination of differential and integrative features, different grammar categories and
different means of their realization. Interference of two language systems and their
confusion results in speech mistakes (sometimes in one language, sometimes in both).
Interference appears in those cases when a person who speaks two languages always
uses, to this or that extent, his native language speech habits, for example, to differentiate
voiced and voiceless consonants or the habit to use nouns in the function of a predicate,
or even semantic and phonetic similarity – the Russian  word ‘театр’ and English
‘theatre’. In some cases the native language helps to speak a foreign language, but in
other cases it results in mistakes. Say, in spite of the similarity between Russian sounds
[т], [д] and English [t], [d] there are peculiarities of their pronunciation and if one does
not acquire them, there’ll be an accent in the pronunciation.

In word stock there are words which look similar but differ in meaning. They are
called ‘translator’s false friends’ or inter-language homonyms: English ‘genial’ means –
having a pleasant or friendly disposition or manner; Russian ‘гениальный’   means –
exceptionally gifted;  English  ‘decade’ – a period of ten years, Russian ‘декада’  – 10
days.

The direction of interference can be different. Very often interference is directed from
the native language into the second, but if the second language becomes the main, then it
also can influence the native one. It is easily felt in the speech of emigrants from Russia,
who have lived abroad for several years.

The more the languages differ from each other the more possibilities for interference
there are, but in cognate languages the speaker doesn’t practically notice interference.
That’s why for bilinguals who actively use cognate languages and know them perfectly
well interference becomes inevitable.

Interference is a phenomenon which is typical of an individual but with mass
bilingualism interference processes characterizes the speech of a lot people and begins to
influence language competence of monolinguals and it leads to the changes in the
languages. As soon as interference is recognized in the language (becomes part of a
definite standard language code), it is no longer felt in this code as something alien for
all, but linguists.
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2. MATERIALS AND METHODS

We analyze that type of interference which results in mistakes in the speech of a
bilingual or polylingual. As it has been mentioned earlier interference can be traced on all
levels of the language (main and intermediate) – phonetic, morphological, lexical,
grammatical. All materials got from our experience in teaching English, our research in
the field, are classified according to the types of mistakes in consideration of age,
abilities, ethnic features of the learners of English, the type of the languages. We also
consulted Practical English Usage by M. Swan, A University Grammar of English by R.
Quirk, S. Greenbaum, G. Leech, J. Svartvick,  A Communicative Grammar of English by
G. Leech, J. Svartvick, The Modern Russian Dictionary for English Speakers, American
Heritage Dictionary, The Oxford Miniguide to English Usage, Longman Dictionary of
Common Errors and others.

The methods used are the following – classification method, the method of
observation, the  method of comparison which helped to point out the phenomena of
interference, to compare them typologically and classify, to work out useful
recommendations on how to prevent interference.

3. RESULTS

Speech incorrectness can be treated from different view points: from linguistic, socio-
linguistic, psycholinguistic, methodical, theory of culture and theory of communication.
Some  researchers,  consider,  that  in  teaching  practice  correctness  of  speech  should  be
assessed first of all by the form, that is according to the correspondence of the language
system on all levels. Communicative approach to the process of teaching suggests
teaching adequate communication in a foreign language, considering all its levels. In that
respect it seems possible to point out four levels of incorrect speech: distortions in the
system of the language, distortions in the norm of the language, in usage, that is in
connection of the speech form with the situation, incorrectness of the speech content.

So in connection with the aspects of the language it is possible to point out the
following types of mistakes: phonetic and phonological, prosodical, intonational, lexical,
grammatical, evident and latent, semantically incorrect, socio-cultural, strong, weak
mistakes, inter-language, inner-language mistakes, mistakes caused by teaching, mistakes
on the level of speech behaviour, etc.

Phonetic mistakes:
- Incorrect articulation of the sound: long – short (ship – sheep, this –these);
- Voiceless consonants instead of voiced ones – at the end of the word (pens, dog,

dig, bed);
- The absence of a nasal sound (long, strong) or its  substitution by “k”;
- The absence of proper intonation (in complex sentences, especially in question

type sentences) or its distortion;
- Misstress (fantasy, college, colleague, present);
- Metathesis (when – then, what – that);
- The absence of rhythm, the absence of speech fluency.
Lexical mistakes are the mistakes which are caused by inner-language interference:
- Mistakes caused by the differences in the shades of meaning of the synonyms and

their use (high – tall);
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- Mistakes caused by the differences in the use of the transitive and intransitive
verbs (raise – rise);

- Mistakes in the use of the words similar in their pronunciation (there – their, this
– these).

- Another group of lexical mistakes is caused by inter-language interference:
- Incorrect use of “the translator’s false friends” (complexion).
- Group of mistakes connected with the differences in grammar models in the

Russian and English languages (the use of an adverb instead of an adjective – It
was quite unexpectedly  instead of It  was quite unexpected);

- Mistakes in the use of the prepositions, caused by analogy with the  Russian
language (on Sunday, to ask somebody  for advice, to wait for somebody);

- Mistakes  caused  by  the  differences  in  semantics  and   combination  of  some
Russian and English words (to visit – to attend, to say – to tell);

- Incorrect use of pronouns (her – his, his – him, she – he).
Grammar mistakes include:
- The use of auxiliary verbs in disjunctive questions (Do sit down, don’t you?)
- Destruction of the structure of indirect questions and the absence of the sequence

of tenses (He asked where is he going?);
- Modal verbs and their equivalents (He has to go there, hasn’t he?);
- Complex object, complex subject (He made me to go with them);
- Forms of the irregular verbs (fall, feel, fell, rise, raise, lay, lie  –  to  tell  a  lie  –
лгать, lie – to be or place oneself at rest in a flat, horizontal position –
лежать);

- Mistakes in the use of trichotomy of the letter ‘S’: the plural of the nouns,
possessive case, the form of the Present Indefinite Tense, the 3rd person singular
(it’s, its);

- The use of yes?, so? instead of  the tag of the disjunctive question : It is cold
today, yes? instead of It is cold  today, isn’t it?;

- The use of the subject – pronoun, which duplicates substantive subject: Jack
London he is a famous writer.

Research of the interference in a polylingual community – in Udmurtia – in the region
where there live three ethnic branches – Slavonic, Finno-Ugric, Turkic and the language
situation which is presented by bilingualism – Russian-Udmurt, Russian-Tatar and
polylingualism – Russian-Udmurt-Tatar (though very seldom), allows to point out its
specific features determined by the native (Udmurt, Tatar) languages and which are
connected with the peculiarities of intonation, dominating intonation pattern  of the
English language, interchanges of the personal pronouns of the third person singular
(male,  female)  – she, he, and mistakes connected with the interference of the Russian
language.

4. DISCUSSION

Foreign language speech activity has its specific features which show  themselves in a
limited  number  of   problems,  in  slow  tempo  and  rhythm,  careful  conclusions  and
considerations. To acquire a foreign speech  it is necessary to have knowledge and habits
of the language, which have been acquired earlier, to be able to structure information
pointing out the most important thought, putting accents while speaking. A student should
possess a certain level of socio-cultural competence. What is more, to realize
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communicative function the utterance must be full, expanded to its possible maximum,
logical, emotional, figurative, and generalizing.

Naturally, the way of formulating a thought in any foreign language is an individual
process which is accompanied by a natural  break of speech mechanism – mistakes in the
speech of students. This process is difficult to cope with because it is caused by specific
features of the subject itself – a foreign language, which is being acquired on the basis of
the native language speech habits.

Mistakes characterize the way the student passes in the processes of learning a foreign
language; mistakes point to individual peculiarities of acquiring the language, show
individual activity in the process of forming and correcting hypothesis on the rules of the
language being learnt.

When mistakes are repeated teachers should react accordingly and use those methods
which help to correct  and get rid of mistakes.

Prophylaxis of phonetic mistakes should be used within a  special corrective phonetic
course which helps to learn the rules of articulation, intonation patterns, rhythm, and
fluency and finally to get phonetic habits. This course should be taught by an expert in
phonetics. And later it is necessary to master phonetics both from the side of a teacher
and a student. But unfortunately these recommendations are seldom followed because
teachers and students are concentrated on other aspects of teaching and learning a foreign
language.

To overcome the  problem it is necessary to use  a special system of training. Students
should work independently, listening to audio and video texts of different genre (poetic
texts, plays, political speeches), reproducing and dramatizing  them.

Students are advised to pay special attention to the pronunciation of new vocabulary
units, to phonetic stylistic means (alliteration) and a rhythmical text-pattern; to pay
attention to the dynamics of the supersegment prosodical units (stress, intonation pattern
of a certain semantic sentence type), pointing out compound words, paying attention to
the peculiarities of the stress (double, strong, weak). A positive effect can be reached with
the participation in theatrical festivals. One of the criteria in this case is phonetic
criterion. In general there are 3 main reasons of incorrect perception, understanding and
learning of a foreign language which lead to mistakes. On the other hand, perception,
understanding, and learning  of the language depend on the competence and personal
features of a student, his abilities to learn a foreign language, his psychological readiness
to learn and master a foreign language independently, techniques and methods used in the
process of teaching a foreign language.

5. CONCLUSIONS

Mistakes as a natural complex phenomenon demand constant attention and
knowledge of the material learnt and taking into consideration way of thinking and
speech in the native and foreign languages. Analysis of mistakes and purposeful activity
of students on preventing and correcting mistakes allow mastering the culture of their oral
speech.
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ABSTRACT

The article deals with the problems of teaching the English causative make-
constructions to senior Russian pupils. The main source of the problems is the
absence of the direct correspondence between the English causative make-
constructions and the Russian causative construction with the verb “заставлять”,
which the former ones are often associated with. The article is focused on the
differences between these constructions and the other possible ways of interpreting
the English causative make-constructions.

Keywords: Causativity; Causative constructions; Causative verbs “to make”
and ”заставлять”

1. INTRODUCTION

The necessity to research the problems of the interaction of categorial meanings is
realized by linguists of different movements as, according to Bondarko (1996: 3), there
are no pure grammatical meanings free from intercategorial interaction. One of the
possible  forms  of  such  kind  of  research  is  when  for  the  main  object  of  the  analysis  a
particular type of utterances is chosen and the categories related to it and characterizing it
are studied. The object of study in this article is causative constructions with the verb “to
make”, which were elucidated in the works of Russian and foreign linguists (Silnitskiy,
Boldyrev, Velivchenko, Gzhanyants, Tikotskaya, Baron, Salo, Stefanowitsch, Terasawa
and others) but have not yet drawn enough attention in the aspect of the intercategorial
relations realized by them. The study of intercategorial relations helps to acquire a more
profound understanding of the semantics of the analyzed constructions, to differentiate
them and build their typology.

Causative make-constructions prove to be especially interesting in this aspect since
they are not only quite wide-spread (34.3% of all causative constructions are make-
constructions according to Silnitskiy (1974: 17); they are very functional as well and able
to express all kinds of causation – causation of action, state, existence / non-existence.
However, these highly frequent and functional constructions are not paid enough
attention to in education.

At schools the only type of make-constructions is studied – that is make-constructions
with the infinitive, and the emphasis is put not on the semantics but on the form – the fact
that this type of construction is used with the bare infinitive. Is this superficial
acquaintance with causative make-constructions enough for the students to comprehend
them? The aim of the article is to find it out.
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The article accomplishes several objectives: to analyze the meaning of causative
make-constructions and the features which distinguish them from the other synonymous
English causative constructions formed by the verbs “to get” and “to have”; to
differentiate the types of the constructions in question; to study the intercategorial
relations realized within the types; to conduct research among  Russian pupils of senior
forms  to  reveal  their  ability  to  comprehend  and  interpret  the  intercategorial  relations  in
causative make-constructions.

2. THE MEANING AND CHARACTERISTIC FEATURES
OF THE ENGLISH CAUSATIVE MAKE-CONSTRUCTIONS

Traditionally  causativity  is  understood  as  the  inducement  of  a  person  /  object  to
perform an action or change its state. The causative event is viewed as a hyper event,
structured by two events representing the cause and effect, the antecedent or the causer
and the consequent or the causee (Nedyalkov 1969: 5; Panasenko 2001: 117). The
category of causativity in English is expressed through analytical constructions with the
verbs to  make,  to  get,  to  have,  to  let and constructions formed by causative verbs. The
verb “to make” is regarded as a grammatical causative and characterized by a great
abstraction degree of the meaning, it realizes due to the accentuation and metaphorization
of the component of the lexical meaning “the change of state of the object” and its
desemantization (Boldyrev 1995: 91). The verb “to make” in comparison with “to get”
and “to have” is an inherently actional verb, expressing the meaning of the concrete
influence on an object, whereas, “to get” and “to have” are inherently non-actional and
reflect only particular relations between objects. According to Boldyrev (1995: 93), the
inherently actional character of the verb “to make” makes possible the passivization of
these constructions in contrast to get- and have-constructions which require the sentential
object:

Quickly I was made to realize that there was no point whatever in covering myself.
(Silverberg)
Baron explains the possibility of the passivization of make-constructions by the

characteristic of controllability they realize: the causative subject of “to make” has more
control over the changes than the subjects of “to have” and “to get” (Baron 1974: 321),
which is however doubtful as different types of make-constructions realize this
characteristic in different degrees.

Boldyrev (1995: 93) considers “to make” to be less subject to grammatization, as it is
reinterpreted within the same category of actional verbs. This particular feature of
causative make-constructions (Kurbanazarov 1990: 117) might have meant when he
called these constructions “semi-abstracted” in contrast to “abstracted” constructions with
“to get” and “to have”. In comparison with have-constructions the causative meaning of
make-constructions is more stable and remains when the verb is used in non-finite forms:

They stood with the cigarette smoke curling around their noses and into their eves
without making them blink or squint. (Bradbury).
At any rate, the result is that scientists tend to make their work look as mathematical
as possible. (Graham).
As a rule, in similar constructions with the verb “to have” in non-finite forms not the

causative but existential meaning is realized:
Actually, what irked him was the mirrored lenses; it was unpleasant having Perry’s
eyes hidden behind the privacy of those tinted, reflecting surfaces. (Capote)
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3. THE TYPOLOGY OF THE ENGLISH CAUSATIVE
MAKE-CONSTRUCTIONS AND THE INTERCATEGORIAL RELATIONS

REALIZED WITHIN THE TYPES

3.1. THE STRUCTURE AND TYPES OF THE ENGLISH CAUSATIVE MAKE-
CONSTRUCTIONS

The structure of the English causative make-constructions can be represented by the
following model: X  –  Vcaus  –  Y  –  Z,  where  X  is  the  causer,  Vcaus  is  the  operator  of
causation, i.e. the causative verb “to make”, Y is the causee, and Z is the structurally
varied component expressing the terminal state or the consequent.

The paradigm of the analyzed constructions is formed on the basis of the structural
and semantic features of the components. The paradigm formed by Vcaus is represented
by different finite and non-finite tense and aspect forms. The causer and the causee can be
animate or inanimate subjects/objects expressed by common and proper nouns, personal,
demonstrative, indefinite, negative, interrogative pronouns, numerals.

The component Z is widely varied and most important as it conveys the result of
causation. It lets us differentiate the following types of causative make-constructions:

- constructions with non-finites:
· constructions with infinitives: She made us come right in, and sign our

names. (Christie)
· constructions with Participles I: The wages and profits of those making the

glutted classes of goods being reduced or wholly stopped, their purchasing
power as consumers of other classes  of goods,  of which there was no
natural glut, was taken away... (Bellamy)

· constructions with  Participles II: Rita has ways of making her resentments
felt. (Atwood)

- constructions with adjectives:
Civil liberties make countries rich. (Graham)

- constructions with nouns:
He would speak friendly words – come nearer yet – yet nearer – so near that they
could touch him with their hands and stretch them out to make him a captive.
(Conrad)

- constructions with prepositional nouns:
Later he marries his secretary, who guards him and makes him into a figure.
(Maugham)

- constructions with adverbials:
A mother is still the only one who can kiss a boo-boo and make it all well –
explain that scientifically. (Capote)

3.2. MAKE-CONSTRUCTIONS WITH ADJECTIVES

Causative make-constructions have been used since the ME period. At that time
constructions with adjectives conveying the conversion of the object of causation into a
new state were particularly wide-spread.

According to Ikegami and Terasawa the type of causative make-constructions with
adjectives is one of the earliest and together with the variants of these constructions with
nouns dates back to about 1000 A.D. (Terasawa 1985: 136). By the end of the ME period
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this construction was fully established in the language which is confirmed by the high
frequency of its occurrence. According to Terasawa’s estimates, the type of make-
constructions with adjectives in ME is dominant in comparison with other variants of this
construction and in different translations of the Bible its part varies from 52.4% to 67.6%
(Idem: 137). In Gzhanyants’ opinion, the wide spread of this type of constructions was
conditioned by the fact that they expressed situations earlier conveyed with the help of
the causative verbs of row II, which had already vanished in that period (Gzhanyants
1958: 11).

In modern English the type of make-constructions with adjectives has lost its
prevalent position: these constructions make up about 38-39% (Silnitskiy 1974: 18) and
aacording to our own data, of all cases of the usage of causative make-constructions.

In constructions with the predicate of the consequent expressed by adjectives, the
conceptualization of the event as a causative one is carried out due to the additional
activization of the qualitative subframe “the caused event”, i.e. in this type of
constructions there is a syncretic realization of the categorial meanings of causativity and
state. The latter displays the following semantic types:

- the internal physical state: I did not faint, but the effort to realize my position
made me very giddy. (Bellamy)

- the internal psychic state: He suddenly couldn’t remember if he had known this or
not, and it made him quite irritable. (Bradbury)

- the external benefactive / possessive state: He had married this woman,
conquered her, made her his own. (Galsworthy)

- the external social state: And I’ll do my best. Though I doubt that I’ll make me too
popular around here. (Capote)

- the external situational state: I want to make all things ready for a long journey.
(Conrad).

The terminal qualitative characteristics of the object of causation are estimated by the
observer as entirely new, different from the antecedent state of the object, which is
accentuated in the sentence with the help of the degrees of comparison, the usage of
antonyms, particles and adverbs intensifying the state (a lot, very, so, still, much, even,
enough, too, really, quite, perfectly, utterly etc.), adverbs conveying the perception of a
new state by the observer, adjectives with negative affixes expressing the contrast
between the antecedent and consequent states, adjectives with the lexical meaning
“different, other”, the constructions “as… as…”, “like…”:

As it can’t possibly make me larger, it must make me smaller, I suppose. (Carroll)
My dear, don’t tell me it’s made him – really ill? (Cain)
Desire had a way of making a person oddly courageous. (Hoffman).
A new state is attributed to an inactive being:
- an animate being – a person or animal:

Troubles with his mother made him afraid of marriage somewhat. (Capote)
A person bearing a new state may coincide with the subject-causer on the denotative

level. In this case the object of causation is expressed by a reflexive pronoun and there is
a syncretic realization of causative and reflexive meanings. The object of causation at
that, according to Dolinina (1982: 30), is perceived as detached from the subject:

Why don’t smart kids make themselves popular? (Graham)
- an inanimate object:

.....the rainy season with its thunderstorms and great floods making the river
almost impossible of ascent for native canoes. (Conrad)
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- phenomena and processes perceived as object-like and expressed by abstract
and material nouns, nouns of broad lexical meaning and pronouns:
What made oil paint so exciting, when it first became popular in the fifteenth
century, was that you could make the finished work from the prototype. (Graham)
There was no Dutch resident on the river, which would make things easier, no
doubt. (Conrad)

The following phenomena can also be conveyed with the help of sentential
nominations including complex objects with the formal it:

I remember very vividly when in 1985 improved technology made it possible for me to
buy a computer of my own. (Graham)
Nouns expressing the bearer of a new state can be modified by clauses and attributive

word-combinations. In this case, as a rule, the syntactic positions of the adjective and
noun may be exchanged:

‘My clients were simply making available an offer that they believed would add value
to their customers’ portfolios,’ says Luke, giving me a tight smile. (Kinsella)
The  role  of  a  causer  of  a  new state  is  played  by  a  Source,  expressed  by  inanimate

concrete or abstract nouns, pronouns and sentential nominations, or an Agent, expressed
by animate nouns and pronouns:

...It was the only practicable way under a system which made the interests of every
individual antagonistic to those of every other. (Bellamy)
They pouted and made Sally’s life miserable, until she gave in. (Hoffman)
Ontologically the terminal state is the consequence of the causer’s influence and it

realizes the characteristic of resultance. The static and durative character inherently
typical of the predicates of state conditions the actualization of these aspectual meanings
in causative make-constructions with adjectives as well. A new state establishes a taxis
relation of consequence with the action of the verb “to make”. In general, the construction
is localized in the spheres of the past, present and future.

In constructions with the secondary predicate of the consequent expressed by
adjectives a passive meaning may be realized. It occurs due to the usage of:

- adjectives with suffixes -able/ -ible, -ant/-ent:
Do you know who I should make the cheque payable to? (Kinsella)
It was well enough as a corrective in the days of hired advocates, and a bench
sometimes venal, and often with a tenure that made it dependent, but is needless
now. (Bellamy)

- the construction worth doing something:
...A certain amount of susceptibility to educational influences is required to make
a mind worth cultivating. (Bellamy)

- the adjectives easy / hard with infinitives:
Mistakes are natural. Instead of treating them as disasters, make them easy to
acknowledge and easy to fix. (Graham)

- a number of adjectives implicitly conveying passivity:
A monastery has rules, and by coming here we’ve made ourselves subject to those
rules. (Silverberg)

In the Russian language similar types of intercategorial relations are conveyed mostly
by lexical causatives containing in their semantic structure the component expressing the
terminal state of the object of causation:

Звезды там ясны и так близки, что Владычица могла бы украсить ими свою
корону. (Власова)
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Such causative verbs are usually derivatives from the corresponding adjectives:
безобразить ← безобразный, белить ← белый, ослабить ← слабый. However, it may
not always be so: лечить кого-либо → делать кого-либо здоровым, мыть что-либо →
делать что-либо чистым. Apart from lexical causatives, such intercategorial relations
can be conveyed with the help of causative constructions with the verb “делать”, which are
mostly used when there is no suitable lexical causative:

Они всеми силами старались выжить докучную жилицу со своей территории,
делая ее существование все более невыносимым. (Акунин)
Thus, causative make-constructions with adjectives may realize a wide variety of

categorial meanings: state, temporality, aspectuality, passivity, possessiveness, and
modality.

3.3.  MAKE-CONSTRUCTIONS WITH NOUNS

The type of causative make-constructions with nouns is also one of the most early
formed. The examples of the usage of this construction in a causative meaning are
recorded in the 11th century. During the ME period it was quite wide-spread: the
frequency of this variant of make-constructions in ME in the translations of the Bible
ranged from 16.7% to 26.7% (Terasawa 1985: 137). However, in the NE period the
productivity of this model as a means of conveying a causative meaning dropped to 6%
(according to Silnitskiy 1974: 18) – 8.5% (according to our estimates).

Traditionally only the constructions formed according to the model make  +  NP1 +
NP2, where NP1 and NP2 represent correspondingly the antecedent and the consequent of
the causative hyperevent are treated as causative:

Being smart doesn’t make you an outcast in elementary school. (Graham)
Depending on NP1 two subtypes of this construction can be distinguished.
If the object of the construction is a Patient, expressed by an animate noun or a

pronoun, then this construction conveys as a rule the transition of the Patient into a new
social state:

“You know I made her an orphan,” he often concluded solemnly. (Conrad)
There are also cases when not the status of the causee but its qualitative

characteristics changes:
But that disobedience is a by-product of the qualities that make them good
programmers. (Graham)
Then in the focus of the utterance there is not a noun, but its attribute.
The Patient of this construction can also be expressed by a reflexive pronoun:
He must make himself a public figure. (Maugham)
In such cases there occurs the reflexivization of the meaning and the causer performs

some actions on himself as a detached object, which leads to a result expressed by NP2.
If the object of causation is an Object and is expressed by an inanimate noun or a

pronoun, then the construction generally conveys the transition of the object into a new
situational state which actually represents the change of the role of this object in the eyes
of the observer:

The subconscious offensiveness of their attitude has constituted old Jolyon’s ‘home’
the psychological moment of the family history, made it the prelude of their drama.
(Galsworthy)
There can be established possessive relations between the causer and the object of

causation, when the latter enters the sphere of interests of the former:
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He had heard, of course – in fact, he had made it his business to find out – that Jo
lived in St. John’s Wood. (Galsworthy)
A number of constructions with the verb “to make” and nouns are not usually

regarded as causative. So, the sentence:
I’m saying that he’ll make you a tractor to replace your horse. (Graham)

is formed according to the model make  + NP1 + NP2, however in this case there is no
transition NP1 >  NP2. As a result of the Agent’s actions the person expressed by NP1,
comes into the possession of the object denoted by NP2. Moreover, the verb “to make”
retains its lexical meaning of “creation”; therefore this case can hardly be regarded as an
analytical causative. Nevertheless, these constructions can be classified as causative,
meaning mainly the causation of possession and existence.

Kovalskaya ranks among causative the constructions built according to the model
make + NP, speaking in this case about the causation of existence:

I’m going to make a cake for Sam’s birthday. (Longman Dictionary)
At that the author points out that the causation of existence is not identical with the

causation of creation and it is a broader notion, since the subject of the predicates
conveying the causation of existence can also be an inanimate causer, incapable of
performing intentional actions, and the causative relations are established by the subject
of perception:

The rain had made a great inland sea of the place where Mumae’s house stood.
(Pritchard) (Kovalskaya 1985: 7-8)
Moreover,  it  can’t  be overlooked that  the act  of  causation can result  not  only in the

creation of concrete, object-like beings, but of non-material phenomena as well:
He lets the book fall closed; it makes an exhausted sound. (Atwood)
The causer as in most make-constructions is an Agent expressed by animate nouns or

personal pronouns or a Source, denoted by sentential nominations, inanimate concrete
and abstract nouns and pronouns:

All right, George made me a junior executive. (Cain)
These findings make Britain the country with the worst record on pollution.
(Longman Dictionary)
This type of make-constructions is not limited in respect of its temporal localization.

The antecedent and consequent states, expressed by nouns, are connected by taxis
relations of consequence which is conditioned by the nature of causal relations.

The construction is registered in the interrogative form and it acquires the meaning of
a request or an order, especially in the combination with modal verbs can, shall, may:

Shall I make you a cup of coffee? (Longman Dictionary)
When the construction is used in the imperative mood the meanings of a request,

wish are realized:
Make your life a tribute to the loved one. (Atwood)
The causative meaning is mostly coupled with the modal meanings of the verb “can”

(possibility, improbability, and permission):
You could make this a realty nice room if you got a new carpet. (Longman
Dictionary)
Modal meanings can also be conveyed with the help of lexis:
This Mr. Ingtethorp, I should say, is somewhat of a scoundrel— but that does not of
necessity make him a murderer. (Christie)
She knew so much that she made the killing of Dain an impossibility. (Conrad)
The usage of this construction in the conjunctive mood is not recorded.
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Such type of causation is expressed in Russian with the help of causative
constructions with the verb “делать”:

Безуспешно служил в шести разных местах, куда попадал по протекции дяди,
всё пытавшегося сделать из шалопая положительного члена общества.
(Акунин)
Another means is lexical causatives:
Он назначил его своим заместителем.
So, the conceptualization of an event as causation in make-constructions with nouns

is  carried out  due to the activization of  the frame “the  caused  event” and its  subframe
“qualitative characteristics”, i.e. in this type of constructions the relations of the
categories of causativity and state (social, possessive, situational) and existentiality are
mainly realized. Moreover, there occurs a concomitant realization of temporal, taxis and
modal meanings of (im)possibility, permission, obligation, request etc.

3.4.  MAKE-CONSTRUCTIONS WITH INFINITIVES

Make-constructions with the secondary predicate of the consequent expressed by
infinitives were actively developing during the Middle English (ME) period. According
to Terasawa, the earliest examples of the causative usage of this construction were
recorded only at the end of the 12th century (Terasawa 1985: 135), however, by the end of
the ME period this  construction had reached such a  degree of  generalization that  it  was
used with most different verbs – transitive, intransitive, of concrete and abstract meaning.

In the early New English (NE) period, according to Gzhanyants (1958: 12), this type
of make-constructions became a universal means of expressing causativity. The
frequency of constructions with infinitives has increased: in ME this type of make-
constructions constituted about 11.1-18.9% (Terasawa 1985: 137), in NE the frequency of
these constructions varies from 50.0% to 53.5% (according to our and Silnitskiy’s (1974:
18) estimates correspondingly). Thus, constructions with infinitives displace
constructions with nouns and adjectives wide-spread in ME and become dominant.

The dominant character of this variant of make-constructions is conditioned by its
universality and a great variety of the ontologo-semantic types of causative meanings it
expresses: the causation of action, state, existence / non-existence.

When the causation of action is conveyed, the object of causation is a person or
animal,  capable  of  playing  the  role  of  a  performer  of  action,  or  inanimate  beings
interpreted as Agents of the caused action:

The comment, the reluctance with which it was pronounced, made Dick ask, “Or did
you? Kill him like you said?” (Capote)
To programmers, “hacker” connotes mastery in the most literal sense: someone who
can make a computer do what he wants whether the computer wants to or not.
(Graham)
The role of a causer in this case is played by the Agent expressed by an animate noun

or a pronoun or, less frequently, the Source, represented by an inanimate noun or a
sentential nomination:

I’m laughing. She always made me laugh. (At wood)
...An impulse made him turn `and go hack to her drawing room. (Fowles)
It should be remarked that there occurs an additional realization of the modal

meaning of coercion in the sentences with the Agent causer:
…Then he throws a towel at me and makes me mop up the floor. (Proulx)
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Such type of causation assumed the name of force-causation in foreign linguistic
literature. In Terasawa’s opinion (1985: 133), in the focus of this type of constructions
there is a causative action and the result of causation, i.e. such constructions express a
direct, coercive causation and imply the achievement of the result, which is proved by the
impossibility of such sentences:

*...Then he throws a towel at me and makes me mop up the floor, but I don’t do it.
*...Then he throws a towel at me and accidentally makes me mop up the floor.
Terasawa states that the coercive meaning of make-constructions with infinitives

developed only at the end of the 16th century and concludes that the historical
development of these causative constructions is on the way of the intensification of the
agentive character of the causer and the object of causation and the increase in the role of
force-causation (Terasawa 1985: 135-137).

In rare cases there is a reflexivization of the construction, which also leads to the
realization of the meaning of force:

Aiming at timelessness is a way to make yourself find the best answer: if you can
imagine someone surpassing you, you should do it yourself. (Graham)
The construction is recorded in all tense forms; the action expressed by the infinitive

establishes taxis relations of consequence with the action of the causative verb. However,
the relations of simultaneity are also possible:

They’re bigger than they were yesterday. He’s making them grow. (Hoffman)
In this case, simultaneity is realized due to the usage of Continuous and the verb of

the “existential” group. The consequent, as a rule, is expressed by the actional, limiting
infinitive and it realizes the characteristic of resultance. The construction in question does
not allow the usage of passive infinitives, the object of causation always has an agentive
character:

*John made Ann (he) examined by the committee.
Such restriction, in Boldyrev’s opinion, is explained by the fact that the verb “to

make” expresses causation directed not at the caused event, but at its source (Boldyrev
1995: 93). Nevertheless, statal verbs can be used in this construction, but the object of
causation in this case is perceived as the Agent of the caused event:

As I explain in Chapter 12, by using Lisp, which many people still consider a
research language, we could make the Viaweb editor behave more like desktop
software. (Graham)
The action expressed by infinitives is, as a rule, of a singular character:
Then he made me come and hold it... (Cain)
The  action  can  be  durative  when  the  verbs  of  the  “existential”  group  are  used  as

infinitives. The durative character of the action may be accentuated by the usage of time
adverbials:

The Radley place was inhabited by an unknown entity the mere description of whom
was enough to make us behave for days on end... (Lee)
The quantativity of the action is conveyed grammatically (through the tense and

aspect form of the finite verb):
You never wished your grandmother would drop dead because she made you put on a
clean suit? (Silverberg)

or lexically, for example, with the help of adverbs of frequency:
I’m laughing. She a/ways made me laugh. (Atwood)

or the usage of the noun “times”:
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If you have to do this much work to make the machine beep 10 times, imagine the
labour of writing something, like a word processor or a spreadsheet. (Graham)
In the Russian language the intercategorial relations conveyed by coercive make-

constructions with infinitives are usually expressed with the help of similar four-
component constructions with the verbs “заставлять, принуждать, вынуждать”:

Он заставил Казика выпить горячей воды. (Булычев)
Зачем же вы принуждаете меня говорить?. (Словарь синонимов русского
языка)
In such cases when the causer is the Source, the verb “побуждать” is often used:
Встреча с Колей побудила князя сопровождать генерала и к Марфе Борисовне.
(Достоевский)
In general, the caused action, or the consequent, can he expressed by the infinitives

with the meaning of: existence: to be, to behave, to stay, to grow, to last etc.; movement:
to go, to come, to run, to move, etc.; action, including: speech: to talk, to say, to tell, to
argue, to ask, to promise etc.; mental action: to memorize, to consider, to forget, to teach
etc.; action, conditioned by physiology: to look, to watch, to eat, to cry, to stare etc.;
action, involving the application of some effort (labour activities in particular): to work, to
write, to do, to pay etc.

In a number of make-constructions the infinitive actually conveys not the caused
action, but the transition of the object of causation into a new state:

Just the suggestion makes her feel skittish and upsets her in a way pregnancies and
cults simply can’t. (Hoffman)
It must be emphasized that one can’t clearly demarcate the situations of the causation

of action and state, as some verbs may express the action caused by a new state of the
causee:

Each man the image of every other; then all are happy, for there are no mountains to
make them cower, to judge themselves against. (R. D. Bradbury)
In general, however, one can distinguish a number of semantic types of state,

conveyed by this construction:
- the internal physical state:

He went on, staggering on his way, urged by the nervous restlessness that made
him feel tired yet caused him to loathe the very idea of immobility and repose.
(Conrad)
His legs trembled; the pain in his knees made him perspire. (Capote)

Such type of state is mostly conveyed by the combination of the verb “to feel” and
adjectives.

- the internal psychic state:
Something which makes me doubt if what you say can he true. (Christie)
The very thought makes me panic. (Kinsella)
In cases when the object of causation is a part of body, the change of the physical and

psychic state can also be conveyed:
My arms must be very weak or something, because holding ‘The Times’ makes them
ache after a while. (Kinsella)
Even though the temperature is still climbing, the wind is giving her the shivers; it’s
making goose bumps rise along her skin. (Hoffman)
- the  external situational state:

Shall I tell you what made Monsieur Lawrence turn so pale when he first entered
his mother’s room on the fatal night? (Christie)
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In  a  number  of  cases  there  is  a  change  not  of  the  actual  state  of  the  object  of
causation, but of its perception by the observer:

These days Antonia wears only black, which makes her red hair seem even more
brilliant. (Hoffman)
The reflexivization of the construction is also possible:
She had made herself look so beautiful and fresh for him. (Lawrence)
The object of causation in such constructions is an Experiencer or an Object. It

cannot be of agentive character. The role of a causer is played, as a rule, by a Source,
more rarely by an Agent:

His kisses made her feel things she didn’t want to feel, at least not yet. (Hoffman)
You make me feel very old and very much like a father. (Bradbury)
The state has a resultant character and establishes the taxis relations of consequence

with the action of the finite verb.
In  Russian  such  intercategorial  relations  are  expressed,  as  a  rule,  in  causal

constructions of different kinds (e.g. with causal prepositions and causal conjunctions):
Момус же спрыгнул с постели на пол, попал на что-то шершавое, холодное и
заорал от ужаса. (Акунин)
The causation of state can also be conveyed in Russian by a whole range of

descriptive verbal-substantive causative constructions with the verbs “вызывать,
наводить, причинять, ввергать (в), повергать (в), приводить (в)”: вызывать
восхищение; наводить тоску; причинять боль; ввергать в отчаяние; повергать в
уныние; приводить в ужас.  In  some  cases,  when  the  causer  is  an  Agent  the  usage  of
causative constructions with the verb “заставлять” is also possible:

Я заставил его на время забыть страх. (Семенова)
Make-constructions with infinitives can also convey the causation of existence / non-

existence:
And the one of the pigeons, trained to peck a button that made a grain of corn
appear. (Atwood)
The slightest error will make the whole thing collapse. (Graham)
The object of causation is expressed by an inanimate noun (concrete or of broad

lexical meaning). The causer can be an Agent or a Source.
The causation of existence / non-existence in Russian can be expressed by lexical

causatives or causative constructions with the verb “вызывать”:
Хорошо известно, что джинны в свободном состоянии способны только либо
разрушать города, либо строить дворцы. (Стругацкий)
Такой рост  может  идти  при энергичном подпитывании со стороны мага,
вызвавшего инферно... (Лукьяненко)
The factitive meaning of make-constructions with infinitives can be coupled with:
- the permissive meaning, expressed by the verb “to let”:

But don’t let that make you think we are not sharp. (Capote)
- the meanings of volitional verbs:

I didn’t want to do it all at once, I wanted to make it last. (Atwood)
- the meanings of possibility, improbability, probability, uncertainty, obligation,

recommendation, realized by the modal verbs can, may, must and their
equivalents to manage to, to succeed in, to be able to, modal adverbs and
adjectives, like maybe, sure, impossible etc.:
He could never have been made to submit to the full course of the Trial.
(Silverberg)
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Remember you must not let old friends make you quite forget new ones.
(Bellamy)
This is partly because in order to have macros you probably have to make your
language look as strange as Lisp. (Graham)

- the meanings of the conjunctive mood:
“The idea of charity on such a scale,” I answered, “would have made our most
enthusiastic philanthropists gasp”. (Bellamy)

- the meanings of the interrogative form:
What made you give yourself up to that savage? (Conrad)

- the meaning of the imperative mood:
Don’t open your door to a stranger, even if he says he is the police. Make him
slide his ID under the door. (Atwood)

It should be pointed out that in all above mentioned types of make-constructions the
object of causation may establish the relations of possessiveness with the causer. These
relations can be classified into (the terms belong to Dolinina):

- “detached / alienable possession”, for example:
· “the man and his things”: They reached the settlement and made fast their

little craft to the jetty of Lingard and Co. (Conrad)
· “the man and his relatives”: I interrupted to make Uncle Jack let me know

when he would pull it out... (Lee)
- “inalienable possession”, e.g.:

· “the man and his parts of body”: His half dead hope made his ears
preternaturally acute to any sound on the river. (Conrad)

· “the man and his mental activity, its products”: And he thought he had I made
his views obvious to Dick. (Capote)
I will make my story short. (Fowles)

· “man and his qualities, feelings, emotions”: He did not mean to make his
voice pathetic. (Galsworthy)

3.5.  THE MINOR TYPES OF CAUSATIVE MAKE-CONSTRUCTIONS

The type of make-constructions with Participles II has developed only in the NE
period and is not so wide-spread: it makes up 2% (Silnitskiy 1974: 18) and less than 1%
(according to our estimates).

These constructions describe situations, in which the causer brings the object into a
new state expressed by Participle II. The peculiarity of this type of constructions is the
fact that Participle II is formed, as a rule, from the verbs of perception, and the causer and
causee are the same on the denotative level:

I had to shout to make myself heard above the music. (Longman Dictionary)
The role of the object of causation can be played, apart from the causer itself, by the

object, establishing the relations of “inalienated possession” with the causer:
Rita has ways of making her resentments felt. (Atwood)
The causer is represented by an Agent – an animate noun or a pronoun; in cases when

it is a Source the construction is not interpreted as a causative one:
With the second glass of champagne, a kind of hum makes itself heard. (Galsworthy)
Participle II conveys the passive and resultant meanings. The terminal state

establishes the taixis relations of consequence with the action of the causative verb.In
Russian this type of relations is expressed in complex sentences with subordinate clauses
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of purpose: Он сделал так, чтобы его услышали; Он добился того, чтобы его
услышали. The type of make-constructions with the secondary predicate of the
consequent expressed by Participle I is not recorded in the works on causatives. N. S.
Baron states that such model is impossible:

*The actress made her director eating out of her hand. (Baron 1974: 308)
However, we have come across a variant of this construction with the passive form of

Participle I:
The wages and profits of those making the glutted classes of goods being reduced or
wholly stopped, their purchasing power as  consumers of other classes of goods, of
which there was no natural glut, was taken away... (Bellamy)

`The low frequency of make-constructions with Participle I might be accounted for by the
prevalence of analytical causative constructions with “to set” and Participle I:

It set me thinking about social customs in a way I never did before... (Cain)
Constructions with adverbials are also quite rare: Silnitskiy has found only about

0.5% of such constructions from 9700 examples of causative make-constructions
(Silnitskiy 1974: 18). Baron does not distinguish make-constructions with adverbials at
all. These constructions convey the situations of the transition of the object of causation
(as a rule, it is expressed by the pronoun “it” or a noun with broad lexical meaning) into a
new state due to the actions of the causer:

A mother is still the only one who can kiss a boo-boo and make it all well. (Capote)
Make-constructions with prepositional nouns are not registered by the researchers.

Baron, comparing causative constructions with “to make”, “to get” and “to have”, records
get- and have-constructions with prepositional nouns with the locative meaning, but
points out the non-grammatical character of similar make-constructions:

The provost got the students out of his office
The provost had the students out of his office in ten minutes
*The provost made the students out of his office. (Baron 1974: 308)
We have come across the variant of this construction with the preposition “into”,

which expresses the meaning of:
- the causation of existence (with inanimate objects):
But whenever she would bring things back from the cleaner’s, her good blouses,
winter coats, she’d saw up the safety pins and make them into a chain. (Atwood)
- the causation of state (with animate objects of causation):
You’d never have believed a pretty young lady like that could have made herself into
such a ruffian. (Christie)
The last example also demonstrates a syncretic realization of causative, reflexive and

modal meanings of improbability and unreality.
Thus, as it clearly follows from the carried out analysis of the whole range of the

models of causative make-constructions, the subject-oriented meanings of causativity,
volition, temporality they realise are coupled with the object-oriented meanings of the
category of state (situational, possessive, social, physical, psychic), the category of
existentiality, the taxis meanings of consequence / simultaneity, the aspectual
characteristics of resistance, singularity / plurality / duration of the action of infinitives,
the passive meaning of Participle II.

Within these constructions, there find their realization the relations of possessiveness
between the causer and causee, and a wide variety of modal meanings: volition,
desirability, possibility, probability, coercion, necessity, recommendation, unreality,
obligation etc.
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4. THE INTERPRETATION OF THE CAUSATIVE
MAKE-CONSTRUCTIONS BY SENIOR RUSSIAN PUPILS

Research was conducted in senior forms of one of Russian schools to reveal the types
of causative make-constructions which might cause problems of interpretation. 48
students were given the following randomly-sequenced set of sentences representing
different types of English causative make-constructions:

a) The decision made her very unpopular with the colleagues.
b) Beautiful beaches made this a highly popular area with tourists.
c) I like him because he makes me laugh.
d) He couldn’t make his voice heard.
e) The use of computers has made it possible for more people to work from home.
f) They’ll make you some tea.
g) That tune makes me want to dance.
h) Snape made them all nervous.
i) This movie made him a star.
j) My parents always make me do my homework.
k) You must make yourself respected.
l) You’ve made your shoes muddy.
m) Something in Ron’s voice made Harry ask: “Do you believe me?”
n) Don’t make yourself ill.
o) You can make this a really nice room if you get a new carpet.
The constructions vary not only in the fourth element, but also in the nature of the

causer and causee. The task was to give their Russian translation.
As expected the coercive sentence with the infinitive (k) caused the least difficulties

and was correctly interpreted by all the students as “Мои родители всегда заставляют
меня делать мое домашнее задание”.  The other sentences with infinitives, however,
appeared to be problematic for some students. So, the sentence (g) with the causer-Source
and the infinitive expressing the internal psychic state was translated by 15 students
according to model of “force-causation” with the same verb “заставлять”: Эта мелодия
заставляет меня (хотеть) танцевать. The right variants would be to translate it using
causal constructions or lexical causatives: Под эту мелодию хочется танцевать;
Услышав эту мелодию, мне захотелось танцевать; Эта мелодия пробуждает во
мне желание танцевать. 11 students applied the same model of force-causation to the
construction (c) with the Agent-causer and the stative infinitive expressing the psychic
state: Мне он нравится, потому что он заставляет меня смеяться. 4 students didn’t
interpret this construction as a causative one at all: Я люблю его за то, что у него есть
чувство юмора; Я люблю его за то, что он улыбается мне. The best variant is
obviously to use the lexical causative: Мне он нравится потому, что он меня смешит
(может меня рассмешить).

The construction (m) with the causer-Source and the infinitive of the verb of speech
proved to be the most difficult one. 30 students translated it using the verb “заставлять”:
Что-то в голосе Рона заставило Гарри спросить: “Ты веришь мне?” Another 14
students ignored the causative nature of the construction: Что-то в голосе Рона
спросило Гарри (задало Гарри вопрос): “Ты веришь мне?” Only 4 students used in
this case the verb “побуждать”: Что-то в голосе Рона побудило Гарри спросить у
него: “Ты веришь мне?”
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Among the make-constructions with adjectives the constructions (a), (h), (l) appeared
to  be  less  difficult.  The  first  one  was  correctly  interpreted  by  41  students  by  a  similar
Russian construction with the verb “делать”: Это решение сделало ее непопулярной
среди коллег. Another 4 students used lexical causatives: Это решение не принесло ей
популярности среди коллег. Only 3 students did not interpret this construction as a
causative one: Решение, составленное (сделанное) ею, очень непопулярно среди
коллег.  The construction with the agentive causer was correctly translated by 40 students
who used either the constructions with the verb “заставлять” or lexical causatives: Снейп
заставил их всех понервничать; Снейп действовал им на нервы (нервировал,
раздражал). 6 students applied to this sentence the model with the verb “делать” which
sounds odd in this case perhaps due to the existence of the lexical causative: Снейп
сделал их всех нервными. 2  students  did  not  recognize  the  causative  character  of  the
construction: Снейп делает все нервно (нервничает). The sentence (l) with the causee-
Object was translated correctly by 38 students who used lexical causatives: Ты испачкал
(замарал) свои ботинки (туфли). 1 student incorrectly derived the lexical causative
from the adjective “грязный”: Ты загрязнил свои туфли. 7 pupils again used the model
with the verb “делать”: Ты сделал свою обувь грязной. 2 students did not regard the
construction (l) as causative: Твоя обувь грязная.

The construction (e) with the formal “it” as an object and the syncretic realization of
causative and modal meanings of possibility caused a number of difficulties. The best
variants of translation would be to use the permissive Russian constructions with the verb
“позволять” or the expression “давать возможность” which were used by 21 students.
Another 21 students again resorted to the construction with the verb “делать” which can
hardly be used in this situation: Использование компьютеров сделало возможным
работу на дому для многих людей. 2 students chose the ungrammatical construction
“делать возможность”. The rest 4 students being unable to think of the suitable
equivalent decided to translate this sentence as a causal one: С появлением
компьютеров у многих людей появилась работа на дому.

The construction (n) representing a complex of causative, imperative and reflexive
meanings seemed rather daunting for the students. 28 of the pupils interpreted it as the
wish for the interlocutor to be healthy: Не болей; Будь здоров! Thus, the causative
character of the construction was not conveyed. 9 students tried to express this complex
of intercategorial relations with the help of the verbs “заставлять” and “делать” which
resulted in such ungrammatical constructions as “Не заставляй себя болеть” and “Не
делай себя больным”. Another 5 pupils did not comprehend the reflexive nature of the
construction: Не делай его больным. 4 students must have misunderstood the sentence
having interpreted it as the someone’s pretence of being ill: Не притворяйся больным;
Не старайся заболеть. Only 2 students managed to think of grammatical variants
conveying all these relations: Не запускай свое здоровье; Не дай себе заболеть.
However, the variant suggested in A.S.Hornby’s book was not given by anyone: Не
доводи себя до болезни (Hornby 1992: 48-49).

The causative make-construction with the consequent-noun (i) did not pose any
special  difficulties  for  the  students.  The  sentence  (i)  was  correctly  translated  by  all  the
students either through the construction with the verb “делать” and a noun or a
synonymous adjective: Этот фильм сделал его звездой / популярным / знаменитым.
While translating the construction (f) the majority of the students (34) decided to apply
the same construction with the verb “делать”: Они сделают вам чай. However, it
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sounds a bit odd as there are suitable lexical causatives collocating with the noun “чай”:
Они приготовят (заварят) вам чай, which were suggested by the rest of the students.

In the constructions (b) and (o) with the causer-Source and causer-Agent
correspondingly the complement of the causative verb is expressed by the pronoun “this”
which is the formal causee. The actual causee is, however, the noun which is transferred
into a new state in the act of causation. The sentence (b) was correctly interpreted by 34
students: Прекрасные пляжи сделали эту местность очень популярной среди
туристов. 10 pupils tried to convey these relations through similar Russian causative
constructions with nouns, which turned out to be ungrammatical: Красивые пляжи
повысили популярность (увеличили популярность) этого места среди туристов. 4
students decided to use causal constructions: Туристы облюбовали это место потому,
что здесь хорошие пляжи; Это место прославилось среди туристов своими
красивыми пляжами. Fewer students (29) managed to choose the adequate variant of
the translation of the construction (o): Вы можете сделать эту комнату
действительно (по-настоящему) красивой (уютной), если купите новый ковер.
Eleven pupils did not resort to any Russian causative construction having translated the
sentence just as a conditional one: Твоя комната будет очень красивой, если ты
приобретешь новый ковер. The usage of the Russian construction with the verb
“делать” and the noun chosen by 7 pupils is incorrect as this construction conveys the
causation of existence, not of state: Ты можешь сделать по-настоящему уютную
комнату, если купишь новый ковер. Only one student used the lexical causative: Ты
можешь украсить эту комнату, если постелишь новый ковер.

The constructions (d) and (k) with the consequent expressed by Participle II turned
out  to  be  rather  hard  to  interpret.  In  the  construction  (d)  there  takes  place  a  syncretic
realization of causative, modal, passive and possessive meanings. Only 7 students
succeeded in conveying all of them having used the construction with the verb “делать”:
Он не мог сделать так, чтобы его голос услышали. The better variant with the lexical
causative “добиваться” was not suggested by anyone: Он не мог добиться того,
чтобы его голос услышали.  10 pupils had difficulty expressing the passive meaning of
Participle II: Он не мог сделать свой голос слышным (слышимым, услышанным).
Three students tried to apply the constructions with the verb “заставлять”: Он не мог
заставить слушать его голос. Thirteen students did not convey the causative or
passive meanings having interpreted the sense of the sentence as the inability of the
subject to speak louder or to speak sincerely: Он не мог говорить громче; Он не мог
повысить голос; Он не мог говорить от сердца. Eleven pupils did not perceive the
possessive relations between the causer and the causee either: Он не мог услышать его
(голос). 4 students also faced difficulties interpreting the modal meanings: Он не
захотел, чтобы его услышали; Он не нуждается в том, чтобы его голос услышали.

The causative, passive, reflexive and modal meanings of the construction (k) were
correctly interpreted by 10 students either with the help of the verb “делать” or
“добиваться”: Ты должен сделать так, чтобы тебя уважали; Ты должен добиться
уважения к себе. 14 students used the construction with the verb “заставлять”, less
successful but also possible: Ты должен заставить себя уважать. Another  14
students did not convey the causative relations: Вы должны уважать себя; Начни
уважать себя.  8 pupils had difficulty expressing the passive meanings: Ты должен
быть (стать) уважаемым; Ты должен сделать себя уважаемым. Two pupils did
not manage to interpret the reflexive meaning: Ты должен повысить мою самооценку.
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To sum up, the research did not only help to reveal the types of causative make-
constructions which cause problems for Russian students of senior forms (constructions
with Participle II, constructions with  infinitives expressing state, constructions with the
causee expressed by reflexive pronouns and “formal” causees), it also allows us to point
out a number of typical mistakes: 1) the interpretation of a causative construction as non-
causative or causal; 2) the application of dominant causative models with the verbs
“заставлять”  and  “делать”  to  the  cases  where  there  is  a  suitable  Russian  lexical
causative; 3) difficulties connected with selecting the proper lexical causative; 4)
mistakes caused by the problems of interpreting other kinds of intercategorial relations
conveyed in causative make-constructions.

The research can be continued by further differentiating the types of the make-
constructions suggested for interpretation and collecting more statistics. Similar research
should be conducted with causative have-constructions representing a complex
interrelation of causative, existential, possessive and other categorial meanings.
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ABSTRACT

Learning another language in a formal situation can be a daunting experience. It
could create    tremendous emotional stress especially to learners who have limited
proficiency in the target language. The main aim of the present study was to examine
the language anxiety of learners with limited English language proficiency in a
Malaysian tertiary institution. Specific aspects studied were the type of language
anxiety experienced by the learners and the level of language anxiety experienced. In
addition to that the study also compared the differences in language anxiety
experienced by male and female learners. The respondents were 61 students taking a
compulsory remedial English language subject. To find out the type and level of
language anxiety, the Foreign Classroom Language Anxiety Scale (FCLAS)
questionnaire from Horwitz et al. (1986) was used. In addition, 20 of the respondents
were interviewed to obtain their perspectives on the language anxiety they experience
in the language classroom and what the learners did to try to overcome these and
how successful they were. The results of the study showed that most respondents
experienced Communication Apprehension Anxiety (with a mean score of 74.20) then
Test Anxiety (with a mean score of 69.31) and this is followed closely by the Negative
Evaluation Anxiety (with a mean score of 66.96). The female learners reported a
higher level of anxiety compared to their male counterparts. The paper concludes
with a discussion of why these learners have a high level of anxiety in the English
classroom with reference to Krashen’s (1985) Affective Filter Hypothesis and what
teachers can do to help lower students’ level of anxiety to facilitate their language
learning.

Keywords: Language learning; Communication apprehension anxiety; Test anxiety;
Negative evaluation anxiety

6. INTRODUCTION

6.1. ANXIETY AND LEARNING

The construct of anxiety plays an important affective role in second language
acquisition and learning.  According to Brown (1987) this construct, although mainly
from studies in the psychological domain, can be related to second language learning as
second language learning is “no exception to a long list of complex tasks that are
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susceptible to our human anxieties” (p. 106).  Studies about language anxiety have ranged
from investigations of how factors such as students’ preconceptions affect learning to
examinations of how language anxiety is related to and different from other types of
anxiety. However, despite substantial advances in teaching methods and techniques,
apprehension continues to exist in the language classrooms (Horwitz & Young 1991).

According to Alpert & Harber (as cited in Scovel 1978) there are two types of
anxiety: facilitating anxiety and debilitating anxiety. Facilitating anxiety motivates
learners to make effort to conquer the feeling of fear. In contrast debilitating anxiety is
performance anxiety, which is common among introverted students participating in oral
reports, skits, roles plays and other types of interactive activities. Frustrating classroom
experiences also create a debilitating anxiety of the learning experiences which in turn are
frequently incomprehensible or negative in nature. Traditional, teacher-centred,
authoritarian classroom environments where learners are continuously made aware of
their own ignorance; where they are expected to react to immediate stimuli without
opportunities to process their learning; where every discrete detail of oral or written
expression is analysed; where learning activities are irrelevant or annoying, rather than
relevant and helpful all create an environment of debilitating anxiety. Young (1998, cited
in Carter  & Nunan 2001:  168) stressed that  in  some cases “anxiety can sorely sabotage
the language learning process”. However, whether it is facilitating or debilitating anxiety
that is experienced by the learners, such feeling is determined by both the beliefs in ones
own competence and intensity of the anxiety in the situation. Williams (1991) stressed
that “the distinction between these two types of anxiety corresponds to the intensity of the
anxiety, with a low-anxiety state having a facilitating function and a high anxiety state a
debilitating effect (cited in Ellis 1994: 482-483).

In a second or foreign language classrooms where learners are removed from the
comfort zone of their native language and must learn an entirely new way to
communicate, debilitating anxiety can be a catalyst  to total rejection of the language,
especially to those who are ‘not proficient’ in the language. Brown (1993) listed a number
of feelings associated to the sense of fear in second and foreign language learning
exhibited by students, and they are feelings of uneasiness, frustration, self-doubt,
apprehension, worry or scientifically termed as foreign language anxiety.

According to Hadley (2001: 102) “one of the hallmarks of several recent
methodological developments is the greater emphasis on the affective aspects in
learning”. Many researches debated and argued the importance of combining cognitive
considerations or theories with affective domain of second or foreign language learning.
Hilgard’s (1963) idea presented over two decades ago and is still relevant today is that
what he argues as “purely cognitive theories of learning will be rejected unless a role is
assigned to affectivity” (cited in Brown 1987). Various approaches to language teaching
which focus on the humanistic strategies have been advanced since the early 1970s, with
names such as affective, facilitative, psychological and humanistic education attached to
them (Hadley 2001: 123).

For more than 20 years research into language anxiety has spurred interests among
scholars who believe that language anxiety can either motivate language learners to do
better or de-motivate them to further reject the desire to learn the language. Although the
effect of language anxiety is not as simplistic as to increase or decrease learning, it should
be noted that anxiety does play a crucial role in language learning. As affective factors
are emphasized by Scovel (1991, cited in Horwitz & Young 1991: 16) as “those that deal
with the emotional reactions and motivations of the learner” scholars such as Hadley



57

(2001: 102) believe that they “constitute a subset of factors among the many other learner
variables that need to be considered in instruction”.

Anxiety can be categorized into 3 types and they are communication apprehension,
test-anxiety and fear of negative evaluation anxiety (Horwitz et al. 1986).
‘Communication apprehension’ is the result of extreme timidity which refrains
communicating with other people. The unique component of this apprehension is the
meta-cognitive awareness, that is, as speaker and listener, full comprehension of foreign
language message is not possible. Therefore the potential of frustrated or aborted
communication is always present. “Test anxiety” on the other hand is an anxiety defined
as  “a  type  of  performance  anxiety  stemming  from fear  of  failure”  (Idem: 30). Students
who experience this will feel pressured to achieve the best and anything less than perfect
test performance is a failure. ‘Fear of negative evaluation’ is apprehension about “others’
evaluation, avoidance of evaluative situations, and the expectation they would evaluate
oneself negatively” (Idem: 31).

Horwitz et al. (1986) also observed that anxiety typically centres on listening and
speaking. They also highlighted that since speaking in the target language seems to be the
most threatening aspect of foreign language learning, the current emphasis on the
development of communicative competence poses particularly great difficulties for the
anxious student. Kim (1998, cited in Horwitz 2001) found that students were
considerably less anxious in the reading class than in the conversation class. The findings
clearly show that language classrooms which require oral communication are more
anxiety-provoking than traditional classrooms. Krashen (1985) maintains that anxiety
inhibits the learner’s ability to process incoming language and short circuits the process
of acquisition. He further adds that students who are anxious may learn less and may not
be able to demonstrate what they have learned. Although many scholars have argued
against Krashen’s generalization of first and second language acquisition theory, his
theories do have their merits. Many practitioners “recognize the need to provide learners
with comprehensible input and find Krashen’s recommendation that affective
considerations be primary in the classroom very appealing” (Hadley 2001: 64)

A connection is often found among anxiety, task difficulty and ability, which
interferes at the input, processing, retrieval and at the output level. If anxiety impairs
cognitive function, students who are anxious may learn less and may not be able to
demonstrate what they have learned. As a result they may experience even more failure,
which in turn escalates anxiety. Thus, if the issue of language anxiety is not addressed
properly then it could damage students’ self-esteem and beliefs in themselves. Therefore
to ensure the success of English education at any level, foreign and second language
anxiety is a significant issue which cannot be ignored.

According to Marshallsay (1997) when learners have limited use of English it would
contribute to uncertain attitude and assumptions towards learning the language. This will
undoubtedly contribute towards the condition of fear and tension in the language
classroom, and in extreme cases these could diminish the motivation to learn the
language. Although Horwitz et al. (cited in Guess 2007) asserted that anxiety is not only
confined to low-performing students but studies have found that weaker students
definitely have a higher level of language anxiety (Chao 2001; Lee 2009; Pappamihiel
2001, Radiah 2006; Siti Norfishah 2005). However, the question of whether it is anxiety
that is causing the low achievement or vice versa remains to be investigated thoroughly as
there are many variables involved.
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Krashen’s Affective Filter Hypothesis One  of  the  most  influential  and  widely
discussed models of language learning/acquisition in recent years is Stephen Krashen’s
“Monitor Model”. His theory describes 5 central hypotheses, namely the acquisition-
learning distinction, the natural order hypothesis, the monitor hypothesis, the input
hypothesis and lastly the affective filter hypothesis.

For the purpose of this study, the researcher will use the affective filter hypothesis as
a point of reference to the claims that stressed the importance of motivation, increased
self-confidence and low anxiety for successful language learning. The affective filter is an
imaginary wall that controls the ability to accept or reject learning.  The filter turns on
when anxiety is high, self-esteem is low, or motivation is low. One of the ways to
overcome problems with anxiety, Krashen (1982: 32) highlights the role of teachers, as:

“... our pedagogical goals should not only include supplying comprehensible input,
but also creating a situation that encourages a low filter ... The input hypothesis and
the concept of the Affective Filter define the language teacher in a new way. The
effective language teacher is someone who can provide input and help make it
comprehensible in a low anxiety situation.”

Figure 1. Combined model of acquisition and production
(Source: http://homepage.ntlworld.com/vivian.c/SLA/Krashen.htm)

He further argues that comprehensible input is simply not enough to ensure language
acquisition. It is imperative that language learners be receptive to that input. When
learners are nervous, unmotivated or stressed, they may not be receptive to language input
and  so  they  'screen'  the  input.  This  screen  is  referred  to  as  the  affective  filter.  Krashen
(1982) claims that learners may be unsuccessful at learning a second language when they
are frustrated, nervous, are unmotivated or stressed.

The present study examined the types and levels of anxiety experienced by students
with limited proficiency in a Remedial language course in Universiti Malaysia Sarawak
(UNIMAS). Specific aspects being focused on are:

- Which of the three types of anxiety (Communicative Anxiety, Test Anxiety and
Fear of Negative Evaluation Anxiety) are most prominently experienced by the
students?

- What is the level of anxiety experienced by the students?
- Is there a significant difference between the level of anxiety experienced by male

and female students?
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7. MATERIALS AND METHODS

7.1.  SAMPLE STUDY

The study involved 61 undergraduates taking the English for Social Purposes 1
(ESP1) course. This English course is a compulsory subject for undergraduates who
scored  Band  1,  2  or  3  in  the  Malaysian  University  English  Test  (MUET).   MUET is  a
compulsory test for all Malaysian students largely for university admissions. It consists of
four components i.e. Listening, Speaking, Reading and Writing. The test measures
students’ proficiency based on the aggregated score range of zero to 300. Band 1 students
(lowest band) are described as extremely limited user with poor command of the
language. Band 2 students on the other hand are classified as limited users who lack
fluency and appropriacy in communicative ability and have limited understanding of the
language. And Band 3 students are classified as modest user with a fair command of the
language. For a complete description of the MUET banding please refer to Appendix X
(Malaysian Examinations Council 2001).

The  ESP1  which  carries  zero  credit  is  a  Remedial  course  which  aims  to  develop
students’ social communicative skills in English and to provide them with opportunities
to use the language for various purposes in a range of everyday situation. The focus of the
course is to develop the aural-oral skills which emphasizes on both language fluency and
accuracy. The course is offered every semester over a period of 16 weeks. The activities
in class mainly centre on listening and speaking and role-play activities are major
components of the course content and assessment. It is a prerequisite before the students
can move on to the next level which is ESP2.  Students can only take ESP2 (which is also
a Remedial course also carries zero credit) once they have passed ESP1. The passing
grade  for  the  course  is  a  D  (40%).  In  ESP2,  the  focus  is  on  reading  and  writing,  with
some small components of listening and speaking. Upon completion of both ESP1 and
ESP2 students may choose to do any two generic English language courses which
contributes to 4 credit hours (2 credits each).

7.2. INSTRUMENTATION

Questionnaires The present study used the questionnaire developed by Horwitz et al.
(1986) and a self developed open-ended interview questions. The questionnaire consisted
of 2 parts. Section A consisted of information on students’ background. The purpose of
this scale was to measure of scope and severity of the second language anxiety.  Section
B is a self-administered inventory which is adopted from Horwitz et al. (1986) known as
the Foreign Language Classroom Anxiety Scale (FLCAS). Section B consisted of 33
items on a 5 point Likert scale (ranging from 1 for Strongly Agree to 5 for Strongly
Disagree). The questionnaire was written in both English and Bahasa Malaysia (Malay
language) to ensure that each item was fully comprehensible for each respondent (for the
complete questionnaire see App. 1).

Interviews In addition to this the interview acted as a secondary instrument. 20
students (10 males and 10 females) were randomly selected to participate in the
interview. The purpose of the interview was to gauge students’ personal responses which
were not possible to be asked in the questionnaire. 12 questions were constructed to elicit
the respondents’ perception on anxiety in the English language classroom. This included
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students’ feelings during their English class, their feelings when asked to respond in
English, and their beliefs in their own ability in using the language (for complete set of
questions see App. 2)

7.3. DATA ANALYSIS

Descriptive Statistics The data for the study was analyzed using the descriptive
statistics whereby frequency count and percentage were used. The total score range for
the 33 item questionnaire were between 33 (minimum ideal value) to 165 (maximum
ideal value) with values ranging from 1 for Strongly Disagree and 5 for Strongly Agree.
For the purpose of analysis, options 1 and 2 will be grouped under the negative category
of lower range, option 3 (neutral) will be under the moderate category of the middle range
and options 4 and 5 will be under the positive category of the upper range.

Maximum score = 33 X 5 = 165
Minimum score = 33 X 1 = 33
Highest possible score - the lowest possible score = 165 – 33 = 132
Difference between the levels = 132 / 3 (levels) = 44

Levels of Anxiety Respondent are categorised into three levels of anxiety, namely low,
moderate and high. Respondents who score between 33- 77 are considered as having a
low level of anxiety, whereas those with score between 78-121 are categorized as having
moderate level of anxiety and those with scores between 122 – 165 are considered as
experiencing a high level of anxiety (Table 1)

Table 1. Level of measurement for identifying the level of anxiety

Level
Low Moderate High
33-77 78-121 122-165

8. RESULTS

8.1. TYPES OF ANXIETY

The finding shows that majority of the respondents showed high Communication
Apprehension with a mean score of 74.49. Table 2 highlights some of the items in the
Communication Apprehension component with the total number of students agreeing to
the statements are as shown in Table 2.

The second type of anxiety most experienced by the respondent was the Test Anxiety
with a mean score of 69.31. Table 3 presents some items in the Test Anxiety component
with the total number of students agreeing to the statements.

The third type of anxiety most experienced by the students is fear of negative
evaluation. Below are samples of students’ responses on items indicative of “Fear of
Negative Evaluation” component (Table 4).

8.2. LEVELS OF ANXIETY

The level of anxiety among the respondents were recorded via the questionnaire is
determined using the calculation guide provided in section 2.3. A total of 61 respondents
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of ESP1 were recorded and the overall level of anxiety was calculated and presented in
Table 5.

Table 2. Apprehension component

Items Total no of students
who chose ‘Agree’
and ‘Strongly Agree’

%

4. It frightens me when I don’t understand what
the lecturer is saying in the English class

45 73.76

9. I start to panic when I have to speak without
preparation in the English language class

54 88.52

18. I don’t feel confident when speaking in my
English language class

46 75.40

20. I can feel my heart pounding  when I am going
to be called on in the English language class

44 72.12

24. I feel very self conscious about speaking the
English language in front of other students

43 70.48

29. I get nervous when I don’t understand every
word the language lecturer says

49 80.31

32. I am very nervous when speaking with native
speakers of English

46 75.40

33. I get nervous when the lecturer asks questions
which I haven’t prepared in advance

48 78.68

Table 3. Items in the Test Anxiety component

Items Total no of students
who chose ‘Agree
and Strongly Agree

%

10. I worry about the consequences of failing my
language class.

54 88.52

12. In language test, I can get so nervous I forget
things I know.

39 63.93

16. Even if I am well prepared for my English
language test, I feel anxious about it

42 68.84

21. The more I study for the English language test,
the more confused I get

32 52.45

26. I feel more tensed and nervous in my language
class than in other classes

39 63.93

30. I feel overwhelmed by the number of rules I
have to learn to speak the English language

42 68.84
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Table 4. Students’ responses on items indicative of “Fear of Negative Evaluation”
component

Items Total no of students
who chose ‘Agree
and Strongly Agree

%

3. I tremble when I know that I am going to be
called in my language class

43 70.48

7. I keep thinking that the other students are better
at English than I am

50 81.96

13. It embarrasses me to volunteer answer in my
language class

44 72.12

17. I often feel like not going to my English
language class

17 27.86

19. I am afraid that my language lecturer is ready
to correct every mistake I make

37 60.64

23. I always feel that the other students speak
English better than I do

50 81.96

31. I am afraid that the other students will laugh at
me when I speak English language

45 73.76

Table 5. ESP1 Students’ Level of Anxiety

Level of language anxiety No. of students Percentage
Low (33-77) 13 21.31%
Moderate (78-121) 19 31.14%
High (122-165) 29 47.54%
Total no of students 61 100%

8.3. GENDER COMPARISON

A total of 25 male and 36 female students participated in the study. The number of
students with low, moderate and high level of language anxiety was calculated and
determined from the formula described in section 2.3. For male students, 20%
experienced high level of anxiety, 44% moderate level of anxiety and 36% experienced a
low level of anxiety. Whereas for female students, 66.67% reported a high level of
anxiety and only 11.11% and 22.22% reported low and moderate level of anxiety
respectively (Tables 7 and 8)

Table 7. The range of anxiety level for male students

Level of language anxiety No. of students Percentage
Low (33-77) 9 36%
Moderate (78-121) 11 44%
High (122-165) 5 20%
Total no of male students 25 100%

Table 8. The range of anxiety level for female students



63

Level of language anxiety No. of students Percentage
Low (33-77) 4 11.11%
Moderate (78-121) 8 22.22%
High (122-165) 24 66.67%
Total no of female students 36 100%

9. DISCUSSION

4.1. RESEARCH QUESTION 1: WHICH OF THE THREE TYPES OF ANXIETY
(COMMUNICATIVE ANXIETY, TEST ANXIETY AND FEAR OF NEGATIVE
EVALUATION ANXIETY) ARE MOST PROMINENTLY EXPERIENCED BY
THE STUDENTS?

Communication Apprehension The result shows that most of the students experience
Communication Apprehension with a mean score of 74.20. The highest rated item is “I
start to panic when I have to speak without preparation in the English language class”
with 88.52%. This supports Horwitz et al. (1986) and Kim (1998) arguments that
speaking in the target language seems to be the most threatening aspect of foreign
language learning. This is consistent with Chao’s (2007) observation that “EFL learners
acquire poor English communicative ability and they seldom express fluent and articulate
English”. Chao attributed these to the lack of exposure to the English language in a
foreign language environment.

Two of the second most highly rated items by the respondents were “I don’t feel
confident when speaking in my English language class” and “I am very nervous when
speaking with native speakers of English” with 75.40% of the students agreeing to these
statements respectively. Once again the reason for feeling anxious originates from the
lack of ability and confidence to speak the language. Clement (1980) stressed that self-
confidence is an important factor in the interaction among second language users. He
added that in multicultural settings, having a high degree of self-confidence will help to
motivate students to be able to use the language among them without feeling nervous or
worry that he will be penalised for inaccuracy. In this case, it is imperative that lectures
try to reduce the amount to anxiety among the students. This could be done by creating a
learning environment that adopts the humanistic approach where motivation level is
increased and students’ self-beliefs are raised.

Mejia et al. (1991) asserted that apprehension in communicating in any particular
language will result in negative feelings towards oral communication. Any student who
experience apprehension will be more likely to avoid using the language. However,
teachers can play a very important role to decrease students’ anxiety. Palacios (1998, in
Horwitz 2001: 119) found that classroom atmosphere may decrease student anxiety
levels. He examined the impact of classroom climate on students’ levels of foreign
language anxiety and found that several components of classroom climate were
associated with higher (and lower) levels of anxiety. Most importantly, the level of
perceived teacher support had the strongest relationship with students’ feelings of
anxiety. In the study, teacher support is defined as the help and friendship the teacher
shows toward students; how much the teacher talks openly with students, trusts them, and
is interested in their ideas. Thus, according to this finding, it may be possible to reduce
the anxiety of language learners by offering them sincere support and interest. Palacios



64

also found that classroom levels of affiliation among the learners, lack of competition,
and clear task orientation were associated with lower anxiety levels.

Horwitz (2001: 120) identified two studies of learner perceptions of anxiety which
point to ways that teachers can make their students feel more comfortable. In a study of
Turkish learners of English, Aydin (1999, cited in Horwitz 2001) found that students felt
that  their  anxiety  resulted  from  personal  concerns  such  as  negative  self  assessment  of
language learning ability and high personal expectations as well as certain classroom
practices like speaking in front of the class. Interestingly, like Palacios learners, these
Turkish students identified their teachers’ manner as an important source of anxiety.

Test Anxiety The Test Anxiety is the second type of anxiety most experienced by the
respondent was with a mean score of 69.31. Majority of the students (88.52%) chose to
highly agree with the statement “I worry about the consequences of failing my language
class”. This is not surprising as the Malaysian education system has been criticized as
being dangerously and overly exam-oriented, that almost everything ultimately centres on
the  number  of  As  a  student  can  score  to  be  marked  as  a  ‘good’  student.  Horwitz et al.
(1986: 127-128) pointed out that “anxious” learners often put unrealistic demands on
themselves and feel that anything less than a perfect test performance is a failure.
According to Jackson (2001) fear of failure often prevent students from performing well
on tests. He further elaborates that test anxious students generally believe that not
succeeding in test means that he or she will be judged unworthy, and as a result these
negative feelings will translate into increased test anxiety which in turn could lower his or
her  performance  on  the  test.  Contrary  to  both  these,  an  interesting  finding  from  the
present study shows that the least chosen statement in the Test Anxiety component is item
no.  21  which  states  that  “The more I study for the English language test, the more
confused I get”. Nearly half of the student population involved in the study (47.55%)
disagreed with this statement. This seems to suggest that although the students have this
fear  of  failing,  quite  a  number do have the confidence and self-belief  that  if  they really
work hard then their confusion would lessen.

Fear of Negative Evaluation This  is  the third type of  anxiety most  experienced by the
students. According to Shams (2006, cited in Tanveer 2007) fear of negative evaluation is
an extension of the test anxiety component pertains not only to the teacher’s evaluation of
the students but also to the perceived reaction of other students as well. Macintyre et al.
(1997) believe that when students compare their ability to other students who are on par
with them, they tend to underestimate their competence relative to less anxious students
and therefore, they themselves will become more anxious about their performance. This
is consistent with the finding where the highest rated item are 7 and 23 (both with 81.96%
responses) “I keep thinking that the other students are better at English than I am” and “I
always feel that the other students speak English better than I do”. These findings show
that students not only tend to compare themselves with others in the class, creates a sense
of pressure to ‘compare and compete’ and this in turn heightens their anxiety. As
mentioned earlier, in Palacios’ study (1998, cited in Horwitz 2001) he found that
classroom atmosphere may decrease student anxiety levels and further adds that
classroom levels of affiliation among the learners, lack of competition, and clear task
orientation that were associated with lower anxiety levels. These ‘supportive
environment’ could increase students’ level of confidence to improve in the language.
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Interestingly, only a small number of students in the study reported unwillingness to
attend their language classroom. Only 27.86% agreed to the statement “I often feel like
not going to my English class”. This shows that despite whatever level or type of anxiety
they have, majority of the students are positive about attending class. Nevertheless,
teachers should not ignore the fact that nearly 30% of the students do felt the reluctance
to attend classes. However, there could be various reasons as to why these students often
felt not motivated to attend classes regularly.

Finally, 73.76% of the respondents agreed with the statement “I am afraid that the
other students will laugh at me when I speak English language”. This is evident of
students’ either low self-perception of themselves or their ability to communicate in the
target language. Horwitz et al. (1986) believe that no other field of study poses as much
of a threat to self-concept as language study does. They believe that any performance in
L2 is likely to “challenge an individual’s self-concept as a competent communicator,
which may lead to embarrassment” (cited in Tanveer 2007: 15). Self-concept is “the
totality of an individual’s thoughts, perceptions, beliefs, attitudes and values having
reference to himself as object” (Laine 1987: 15). This is supported by Krashen who stated
that  self-esteem is  what  causes anxiety in a  lot  of  people.  He further  added that  people
with low self-esteem worry about what their peers think and they are concerned with
pleasing people (cited in Young 1991).

4.2. RESEARCH QUESTION 2: WHAT IS THE LEVEL OF ANXIETY
EXPERIENCED BY THE STUDENTS?

Table 2 shows that nearly 50% of the total number of students taking ESP1 course
experienced a high level of anxiety, 31.14% are in the moderate level of anxiety category
and lastly 21.3% of the total number of the respondents belongs to the low anxiety level
category. This is consistent with some findings which reported a high level of anxiety
among learners who are less proficient in the target language.

4.3. RESEARCH QUESTION 3: IS THERE A SIGNIFICANT DIFFERENCE
BETWEEN THE LEVEL OF ANXIETY EXPERIENCED BY MALE AND
FEMALE STUDENTS?

Out of a total of 25 male students participated in the study, 20% experienced high
level of anxiety, 44% moderate level of anxiety and 36% experienced a low level of
anxiety. This shows that majority of the male students experienced low and moderate
level of anxiety. In contrast, 66.67% of the female students in the study reported a high
level of anxiety with 11.11% and 22.22% reported low and moderate level of anxiety
respectively. This finding is consistent with those found by Aydin (2008), Pappamihiel
(2001), Radiah (2007) and Lee (2009). Pappamihiel (2001) found that female students
were more anxious because they did not have adequate learning strategy to cope with the
language.

To confirm the findings from the questionnaire and in order to understand the source
and coping strategies when dealing with anxiety, 20 students (10 males and 10 females)
were randomly selected for an interview. Twelve questions reflecting the three types of
anxiety were constructed. The interview was necessary as it provides opportunities for the
researcher to find out more about the students’ anxiety and how they cope with it. For the
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purpose of full comprehension, the interview was conducted using a mixed of English
and the Bahasa Malaysia.

Twelve students reported that they ‘freeze’ when they had to answer questions in
English. They claimed that they had to think in their mother tongue first before they could
even utter anything in English. The process of having to ‘translate’ their answers takes
time  and  thus  this  made  them  feel  scared  and  embarrassed  to  say  anything,  let  alone
volunteer to give their answers when required by the lecturer. “Execution time” is what
they refer to whenever the lecturers call them out to answer questions in English. This
shows the intensity of the anxiety felt during questioning time from teachers. Twelve
students stated that they would do their homework but that was as far as it goes, for the
students do not feel any urgency to revise lessons learned in class or prepare for the next
class as they were “too occupied with other subjects to worry about English”.
Nevertheless, 8 students stated that they made sure they would do their revision before
they come for class. Eight students expressed “extreme worry” that they might fail the
course while the remaining students interviewed felt confident that they could score the
minimum 40% requirement to pass the subject. Surprising, only 4 students interviewed
expressed their worry that other students would laugh at them if they make mistakes in
speaking the English language. Majority (16 students) of the students, however, were
positive of their friends’ comments and reactions, and believed that being criticized by
peers was part of a learning process. In this context the students showed a very high self-
esteem and were motivated to try harder and accept the challenges posed at them in the
English language class.  Majority (12) of the students interviewed also indicated that they
did not feel the peer pressure or felt inferior to their friends. Eight however expressed that
they often do felt inferior and tend to compare themselves with others in class.

One factor which stood out in the interview was students’ feelings of uneasiness when
they are corrected by the lecturer. All students reported that they were afraid of being
constantly corrected by the lecturer, even when they made the simplest mistakes.
Conversely, the situation in other subjects are more relaxed as they were given the
opportunities to speak in Bahasa Malaysia or English, depending on which language they
were more comfortable and confident with. The students also reported their frustration
when the lecturer often corrects their error before they had time to rethink or reformulate
their answers. They felt that teacher scrutiny combined with ‘laughter’ and at times,
negative reactions from their peers, sometimes embarrassed them even more. This
resulted in them to further be anxious in the English language class.

A comparison was also made between anxiety level among male and female students.
Majority of the male students felt that they were nervous and anxious in their English
class  only  during  the  first  few  weeks  of  class.  This  is  due  to  the  unfamiliar  faces  of
classmates and lecturer. However, as they move on the apprehension either diminished or
slowly decreases. They asserted that a lecturer’s way of teaching has a tremendous
influence on their level of confidence in English. Most agreed if they liked the way a
particular  lecturer  teaches,  they  could  see  that  English  is  fun  and  not  a  very  difficult
language to learn.

Female students on the other hand were found to be constantly tensed throughout the
semester. They attributed their lack of confidence in using the language as the main factor
which made them felt nervous, apprehensive and tensed during class. Another factor
highlighted was their limited vocabulary which hinders them to speak the language or
volunteer answers in the English class.
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Despite  their  anxiety,  majority  of  the  students  made  sure  that  they  attend  classes
regularly and try to finish their homework to ensure that they pass the course. However,
students reported that they lacked the motivation to do extra to improve their language
proficiency  as  time  was  a  limiting  factor  for  them.  They  also  attributed  their  lack  of
commitment to learning English outside of class time to packed schedules, and co-
curricular activities required by the university.

CONCLUSION

The present study has established finding that majority of the students with limited
English language proficiency (N=61) experienced high and moderate level of anxiety
(47.54% and 31.14% respectively) and 21.3% reported a low level of anxiety. Female
students were reported to have a higher level of anxiety compared to the male students.
Speaking was the main skill which the student lacked confidence in and this was
attributed to their limited vocabulary and fear of making mistakes in front of their peers.
The pressure of passing the course was also highlighted as one of the reasons for student
anxiety. Failure to pass the course would affect their ability to move forward and take the
next course. This in turn will risk them graduating on time. Majority of the students who
were interviewed stressed the importance of teacher support and negative effects of
constant correction of their mistakes by the teachers. The findings also support Krashen’s
Affective Filter Hypothesis in that a less stressful classroom is better for maximizing
students’ learning. However, the sources of the anxiety and how it affects students’
achievement or underachievement in language learning can be further investigated.
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ABSTRACT

With the advancement of modern technology, computers and other technological
gadgets have become an integral part of many ESL classrooms. The major benefit of
this, according to teachers, is that as digital technology becomes standard in the
classroom, the skills and knowledge of the students lose their line of demarcation and
overlap considerably therefore making learning of English as a second language
more effective. This paper aims to study the use of technology in the teaching-
learning process of ESL in the schools of Assam [India] – an area which is not fully
urbanized and where the computer literacy rate is very low. The paper seeks to
examine the challenges and opportunities presented by technology- especially by the
use of computers- that make it an increasingly important part of teaching English as
a second language.

Keywords: Technology; Computer Assisted Language Learning; ESL; India

1. INTRODUCTION

1.1. CHANGING TRENDS IN THE ESL CLASSROOM

Gone are the days of mere ‘talk and chalk’ in the ESL classroom. Students today have
been introduced to the use of sophisticated technological equipments that threaten to
make the traditional classroom teaching methods obsolete. However, these changes have
been neither sudden nor undesirable. Throughout history, many people have had high
hopes of how technology would affect education in the future. Thomas Edison had said,
“Books will soon be obsolete in the schools. Scholars will soon be instructed through the
eye.” (Major Trends of the Decade 2005)

Today, with the advancement of modern technology, computers and other
technological gadgets such as video cameras, still cameras, OHPs, sound recording, game
machines, etc. have become an integral part of many ESL classrooms. The major benefit
of this, according to teachers, is that as digital technology becomes standard in the
classroom, the skills and knowledge of the students lose their line of demarcation and
overlap considerably therefore making learning of English as a second language more
effective.

Though Assam shows a poor rate in computer literacy, in the recent years, computer
based-learning, a well established area of educational research, has shown a growing
importance in the major schools of the state. Technology has found a place in the learning
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experience. The use of computers in language learning is a well researched field, with
studies on different computer applications and their pedagogical value to language
learning. In order for a learner to achieve the four skills: writing, reading, listening and
speaking, during language learning he has to play an active role. In a computer based
language learning environment the computer “will act as an aid to the learning process,
facilitate learning to the provision of learning materials and resources and enable
interactions between all learners and teachers involved in the environment.” (Barr 2004:
29). Technology in the language classroom in varying degrees of application has been
found to be employed in all of the five reputed schools studied - all situated in urban
areas.

1.2. LANGUAGE LEARNING ENVIRONMENT IN THE SCHOOLS OF ASSAM

In Assam, the language learning environment has changed over the decade. There is
now a significant emphasis on the communicative importance of language. When
studying a language one studies the rules of language usage and the application of the
language. “Inherent in the mastery of all four language-learning skills is the ability to
construct coherent and accurate sentences, using and appropriate level of vocabulary and
register: in other words, the ability to understand the rules of the language.” (Barr 2004:
25)

2. USE OF TECHNOLOGY IN THE ESL CLASSROOMS OF ASSAM

2.1. COMPUTER LITERATE TEACHERS

Teaching and learning are information driven processes. The teacher’s prime
responsibility is to manage the information required to meet the objectives of a specific
curriculum. (Romano 2003: 2) Teachers, therefore, are encouraged to develop a personal
approach to computer technology.  Computers can be a very useful resource for teachers.
Since much of the work in teaching involves record keeping, searching for new
information, and creating collections of new materials, as well as providing
individualized instructions (Provenzo, Brett & McCloskey 1999: 8).

A  large  number  of  teachers  of  the  many  schools  in  Assam  have  been  benefited  by
regular Teacher Training Programmes devoted to training teachers in the use of
technology in the classroom. Don Bosco Institute, Kharghuli, Guwahati, under the
Chairmanship of Fr. V. M. Thomas, has conducted 8 such training programmes in the
year 2008 for teachers from various schools across Assam. Further, there are teacher
education programs which provide pre-service teachers with information about computer
applications of interest to them and with real applications to the future teaching
assessments, which leads to the need for “teachers educators must integrate and model the
use of technology in all methods course” (Karchmer, Mallette, Kara-Soteriou & Leu
2005: 183).

2.2. THE COMPUTER AS A LEARNING AID

Computers are useful intellectual tools and tools are an extension of humans.
Computers are incontestably transforming our civilization. (DiSessa 2000: 3). Computers
and other electronic technologies have provided multiple information-processing
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functions. Since the early seventies, computer technology has been used to facilitate
behaviourist and constructivist forms of learning. (Barr 2004: 29) Language leaning was
one of the many areas of study that used Computer- Assisted Learning to enhance the
learning capabilities of the students. The benefits of such Computer – Assisted Learning
are now gradually being felt in Assam.

2.3. THE WORD PROCESSOR- AN AID TO LEARNER’S DEVELOPMENT

Though computer continued to be used as tutors, educators increasingly also viewed
the computer as a tool. (Warschauer 2006: 19) The three schools where this study was
undertaken showed the frequent use of the word processors to encourage the learners to
express  their  ideas.  The  word  processor  is  a  way  to  encourage  young  learners  that  are
demoralized of shaping the letters correctly while handwriting to willingly write and
create materials. It helps the learner to separate “handwriting from the process of
producing ideas on paper” (Barr 2004: 30) Computers offer the opportunity for the
learner to express their ideas without being discouraged by the difficulties of writing. It is
also helpful in correcting spelling and punctuation. Spelling and punctuation are some of
the “problematic areas for young children who are just beginning to learn about the
intricacies of their mother tongue” (Barr 2004: 30). Adults can also relate to this problem
when writing. According to the Language teacher of one of these schools where the study
was carried out, the use of word processors has considerably minimized spelling and
punctuation mistakes among the learners of ESL.

3. CALL PROGRAMS IN THE ESL CLASSROOM

3.1. COMPUTER-ASSISTED LANGUAGE LEARNING PROGRAMS

Computer Assisted Language Learning (CALL) is often perceived as an approach to
language teaching and learning in which the computer is used as an aid to the
presentation, reinforcement and assessment of material to be learned, usually including a
substantial interactive element. Levy defines CALL more broadly as “the search for and
study of applications of the computer in language teaching and learning” (Barr 2004: 32).
Most of the modern CALL practitioners define computer- assisted language learning in
the same way. These programs are used as a tutor, taking the role of teacher. These
programs train the student to listen to a foreign / second language and also expose the
learner to authentic target language grammar and idioms. CALL programs are used in
developing course materials. CALL has traditionally been associated with self- contained,
programmed applications such as tutorials, drills, simulations, instructional games, tests,
and so on, network- based language teaching (NBLT) represents a new and different side
of CALL, where human-to- human communication is in focus (Warchauer & Kern 2000:
1). These programs are under a continuous research and development that bring
improvements to the packages. Though the school curriculum in Assam has not yet
adopted the introduction of CALL, all of the three schools have shown effective use of
such programmes in the ESL classes.

One of the main advantage of using CALL as argued by Sciarone and Meijer, is that
“CALL  programs  can  be  used  for  quite  tedious  tasks  such  as  teaching  grammar  and
vocabulary acquisition, providing students with appropriate grammar practice exercises
and feedback” (Barr 2004: 33). Students can use CALL programs in areas of self- study
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outside the classroom and they can work at their own speed in language learning. They
can also use the programs for the revision of problematic topics or remedial work.
Another advantage of the CALL programs is their use of graphics, colour, recording
sound and gamed based activities.

CALL programs are highly motivational, but they also have limitations. These
programs are useful in practicing grammar or vocabulary and give immediate feedback
and correctness of the answer, but “if students do not understand the mistake they make,
the help sections that many CALL packages provide are limited by the information the
programmer has fed into the help section database” (Barr 2004: 35). They only address
questions that have been pre-programmed. The other area where these programs are not
very efficient is in oral work, because of the spontaneity that occurs orally when learning
a language the students cannot conduct a conversation into a foreign language with a
computer.  Also not a lot of teachers are supportive of these programs as they tend to see
CALL as a replacement to the human teacher.

3.2. INTEGRATING CALL INTO LANGUAGE LEARNING ENVIRONMENT

CALL programs are very useful in language learning; helping with grammar and
vocabulary acquisition and also translation or textual analysis. CALL programs are not
designed to stand along, but need to be used “alongside other teaching methods and
resources, such as books and oral exercises” (Barr 2004: 36). In order for these programs
to be used as an integral part of language teaching classes they need to be integrated into
language curriculum. It is more important than ever that all forms of literacy be
understood and used in creating high- quality curriculum. (Withrow 2004: 47) These
programs are not meant to be used as a replacement of the human teachers, but they can
be used for the students to test their understanding of the grammar theory that the teacher
already explained. Te fact that these programs automatically correct mistakes allows the
student to understand areas of grammar that they didn’t grasp and for the teacher to see
areas that need further explanations. It also spares the teacher of considerable time spend
in correcting grammar exercises manually. When using these systems the human tutor
and the machines work in an integrated way.

4. TECHNOLOGY AS A SOURCE OF RESOURCE

4.1. COMPUTERS AS A SOURCE OF RESOURCE IN ESL CLASSROOMS:

Information and communications technology is the latest stage in the development of
technology of literacy. (Monteith 2002: 22) In the last thirty years the computer
technology has also been used as a recourse that helps students in their learning process.
Technology enables the learner to use text, images, audio information, and computer
information interchangeably. (Withrow 2004: 41) One of the main uses of computers as
research  has  been  the  use  of  database  to  archive  reference  material.  Libraries  use  this
database to log details on the books and articles which help students find their research
materials faster. The other use of computer as a resource is the use of internet which has
become a major source of reference for the students. Computer database is used by both
the teacher and the students as an administrative resource. Students have global access to
resources and materials that were once available only on campus which leads to the
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conclusion that “the boundaries of the teaching and learning environment are changing”
(Barr 2004: 38).

4.2. THE WORLD WIDE WEB-LANGUAGE LEARNING RESOURCES

The World Wide Web is “a means of browsing information stored on the different
networks across the internet” (Barr 2004: 40). There is often confusion between the
internet and World Wide Web. The internet came into existence 10 years before the
World Wide Web existed. The World Wide Web is the world’s largest database. The
utility of this database for the purpose of teaching-learning is gradually now being felt by
the schools of Assam.

Language learners use the web to access other materials related to the language they
are learning. The web contains a great amount of audio, visual and written materials in
the target language and also a great deal of interactive materials. It is a great tool for
teachers and learners because it provides up to date information which is accessible from
any machine linked to internet. Technology not only has made reading materials easily
available, but it is also changing the way in which reading takes place. (Wepner, Valmont
& Thurlow 2000: 6) The web is a valuable resource for constructivist learning, because
learning is seen as playing an important role in the process of knowledge building. Even
though the amount of information is tremendous some resources such as online
dictionaries can be very limited and also technical problems could occur while accessing
them.  However, the students in the schools under study have revealed less interest in
written than in visual and audio materials. A few teachers have complained that at times
students tend to get carried away from their main motive while searching the web.

It has to be realized that the web is only a part of language–learning environment. The
web  is  “just  a  tool”  but  “the  way  it  is  used  can  make  a  difference  to  teaching  and
learning” (Barr 2004: 43). When using the web there has to be some kind of structure
because the amount of materials found there can be overwhelming and also not all the
web pages are accurate or original. The teacher can guide the student when they browse
the web. The World Wide Web has an important role in a language learning environment,
but the human tutor has a role to play to ensure that it is used effectively. (Barr 2004: 45)

5. TECHNOLOGY AS A LEARNING AID

5.1. COMPUTER TECHNOLOGY AND COMMUNICATION IN LANGUAGE-
LEARNING

The second major role of computer as a resource is the level of interactions between
the users of the language learning environment. The schools under study revealed the use
of computers for presenting the work and also to enable communication between the
instructors and students.

Computers allow students and instructors to present their work in a neat arranged
format, by using word processing programs with graphic manipulation such as: word,
power point, etc. This is even more useful when communicating with students with
disabilities. The other aspect is that computers enable the information to be exchanged
between instructors and students. The internet is a great source of communication for
users that might be separated by distance and time. It broadens the ways of
communication worldwide. Computer- mediating communication literacy refers to the
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interpretation and writing skills necessary to communicate effectively via online media.
(Warschauer 2006: 4) The electronic submission of work is very useful especially for
distance learning.

In  language  learning  there  are  different  programs  that  offer  different  tools  for
translation, built-in dictionaries, spell checkers, etc. The use proliferation of audiovisual
and text- based forms of synchronous and asynchronous communication has brought a
number of advantages to the language learning. (Barr 2004: 48)

5.2. REQUIREMENTS FOR A COMPUTER-BASED LANGUAGE- LEARNING
ENVIRONMENT

A successful computer based language learning environment has to meet the needs of
learners and teachers. There are different areas of concern when creating a computer
based language learning environment. Technical requirements, is one of the areas that the
programs has to be accountable for. The program has to be accessible and reliable. Also
“reliable hardware and software is dependant on connection to reliable, fast and flexible
networks”. (Barr 2004: 59) Students should also be able to access computers because if
their access to the computers is limited will lead students back to pen and paper, and so
they will not benefit of the advantages of technology.

Another aspect is the fact that both the students and the teachers need to have
technical support and training. They have to be motivated to use computers and trained in
how to do so. Computer literacy needs to take place at the beginning stages. Technical
support “is to provide suitable induction, explaining how programs work, encouraging
good disk management and practice and explaining what to do when things g wrong”.
(Barr 2004: 61) This technical support is not just for the students but also for the
instructors. Learning the procedures for using each program requires the teacher to study
the software and related instructional materials for each individual lesson. (Jonassen
1996: 17) The implementer of the computer based language learning has to be careful in
the way he implements the program so that it will not create friction and animosity among
the instructors. The teachers have to be motivated to implement such program because
without their support such a program would never be implemented and the students will
lose their motivation and feel that the program doesn’t work.

6. USE OF TECHNOLOGY IN ELT: IMPORTANT FINDINGS

6.1. SURVEY RESULTS

A survey carried out amongst more than five hundred teachers and students from
various schools in Assam ultimately produced the following results. The question asked
was: Why use technology in English language teaching?

The findings provided the following viewpoints:
a) Use of technology in ELT is desirable for the following reasons:
For students technology can:
- be very motivational;
- be the source of a significant amount of reading material;
- be fun - and when it’s fun you learn!;
- help students to produce excellent published work.
For teachers technology can:
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- allow for the easy production, storage and retrieval of prepared materials such as
certificates and work required sheets;

- free up communication with other teachers;
- help teachers to find information easily;
- assist good teaching but not replace it!
b) There are also the challenges and opportunities presented by computer technology

that make it an increasingly important part of English in particular. These include:
- the emergence of new kinds of texts and the consequent need to teach students to

create and use these texts effectively;
- changing social practices associated with communicating via computers and the

consequent need to teach students how to make judgments about appropriate use
of different avenues of communication;

- the pervasiveness and power of texts created through computer technology and
the consequent  need to teach students  to  be critical  readers  and viewers of  such
texts.

6.2. EFFECTS ON TEACHERS’ WORK AND ATTITUDES

Teachers were able to give varied and specific examples of how technology had
changed their work. A teacher explained that the use of technological devices in the
classroom has not only improved the learners’ interest but has also made learning
effective. This teacher emphasizes the use of internet as a teaching tool by doing some
video conferencing and undertaking projects with other ESL teachers across the country
if not the world. According to this teacher, students overcome their initial fear of
pronunciation when they find that their problems are also shared by other students from
various places pursuing ESL

The common views shared by the language teachers of the schools under study about
the use of technology in the ESL classroom can be summarized as follows:

- The  internet  can  be  a  great  asset  in  allowing  students  in  communicating  with
other students of ESL across the world- both through video conferencing and
through e-mails- thus providing scope for development of all the four skills.

- Technology provides the scope for the learners to be their own critics by having
their conversations recorded and later played back. The error analysis can be
performed the learners themselves under the supervision of the teacher.

- In the normal classroom scenario, teachers sometimes have qualms about
presenting diagrams, charts etc. because they have doubts about their artistic
skills. However, with the introduction of technology in the classroom, teachers
find it easy to come up with a good presentation product.

- Teachers have expressed their indebtedness to the Internet for the resources that
have made their classes livelier.

- The use of audio-visual aids has further acted as a great motivator even for the
weaker students in an ESL class.

- Interestingly enough, a section of teachers has admitted that the relationship
between the teacher and the learner is sometimes reversed with regards to
technology. Instances are galore when the students have shown the teachers the
correct  way of  handling the devices!  This  reversal  of  roles  has acted as  a  great
confidence booster to the students.



76

6.3. OTHER USEFUL FINDINGS

Our study supplied other useful findings concerning the teachers’ opinion about the
use of technology; gender wise opinion about the use of technology; teachers becoming
computer literate themselves, and students improving their computer skills.

As for the opinions of the teachers about use of technology, it has been found that
younger teachers are more enthusiastic about the use of technology in the classroom.
Further, a higher percentage of male teachers professed the utility of technology in the
classroom as compared to their female counterparts (Tables 1 and 2).

Table 1. Teachers’ opinion towards the use of technology in the classroom

Age Useful Not useful
<25 76 24
  25-35 78 22
  36-45 73 27
  46-55 22 78
       55>   9 91

Table 2. Gender wise opinion towards the use of technology in the classroom

Gender Useful Not useful
Male 52 48
Female 33 67

The use of technology in the classroom has resulted in teachers becoming computer
literate themselves (Table 3).

Table 3. Computer literacy of the teachers

Computer literacy teachers
Before After

Male 25 80
Female 35 90

Students have shown a gradual but certain improvement in their performances
after the use of technology in the ESL classroom (Table 4).

Table 4. Average performance of the students in the different schools

Average % score in ESL
School Before using technology in class After using technology in class
1 45 51
2 38 45
3 51 56
4 42 44
5 39 50
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7. CONCLUSIONS

Thus it appears that the use of Technology in the ESL classrooms in Assam is here to
stay. As more and more schools become technology savvy, ESL classrooms will continue
to undergo a major upheaval as the conventional methods of talk and chalk will be
replaced by the more interesting and effective methods where computers and other
technological innovations will be integrated in the teaching-learning process.  Such a
change is bound to be very innovative as well as effective, but at the same time this will
require ample training for the teachers too. The teachers’ skill in using a particular
technology is not sufficient to enable them to teach with the technology. There is the need
to provide pre-service so that the teachers can develop teaching methods for computer
integration. The use of computers into language learning is motivated by the constantly
changing technological environment. This environment requires that teachers have to
constantly review their teaching practices in order to improve their teaching. This is a
time of great change that is both exciting and challenging for teachers and learners.
Education can be drastically improved by teachers that make good use of the technology
to empower their teachings.
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ABSTRACT

The authors analyze the advantages of discourse over attitudinal approach in
teaching English intonation. They suggest adapting this theory to EFL milieu. With
learning, but not acquisition as a main strategy in EFL environment, it will be
reasonable to include the techniques that would enhance noticing and consciousness
raising.
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1. THE VALUE OF INTONATION

It has long been accepted that “intonation is not only a matter of making oneself
understood or having a good pronunciation, but is a way of expressing different
meanings” (Halliday 1970: 21).

Pike states the communicative importance of intonation very vividly in the following
words: “Actually, we often react more violently to the intonational meanings than to the
lexical ones; if a man’s tone of voice belies his words, we immediately assume that the
intonation more faithfully reflects his true linguistic intentions” (1945: 56), intonation has
a number of other invaluable functions that make it crucial for understanding the spoken
language and being understood correctly when speaking it yourself.

According to Clennel (1997), intonation functions not only as an attitudinal or affect
marker, but also as an information, discourse, conversation managing,
grammatical/syntactic, and pragmatic one. Chun groups the functions of intonation into
several categories: grammatical, attitudinal, illocutionary and discourse functions (Chun
2002: 47). These classifications of intonation functions prove its significance for English
speech.

According to Mendelsohn, intonation is one of the most important paralinguistic
strategic means of improving listening comprehension skills. He claims that “second-
language listeners should be trained to comprehend and interpret the meaning of each
utterance and the meaning of the discourse as a whole without trying to comprehend or
hear every word. We must train them to guess, predict, and infer” (Mendelsohn 2000:
21). In the context of the above task, the discourse studies should enlarge the bulk of
learners’ repertoire of linguistic, paralinguistic and extralinguistic cues and the rules of
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their use, which will facilitate them in “constructing meaning” (O’Malley et al. 1989:
434) during interaction.

At the heart of many cross-cultural misunderstandings lie the problems associated
with intonation features of learners’ English. Reading or speaking one language with the
intonation pattern appropriate to the other can give rise to entirely unintentional effects.
For example, “English with Russian intonation sounds unfriendly, rude or threatening, to
the native speaker of English; Russian with English intonation sounds affected or
hypocritical to the native speaker of Russian” (Comrie 1984: 90).

Clennel (1997) and Wennerstrom (1994), both working in ESL environments, cite the
anecdotal data showing the problems that intonational miscues can cause between native-
and non-native speakers. Clennel (1997: 118) summarizes these as follows:

- The propositional content (essential information) of the message may not be fully
grasped.

- The illocutionary force (pragmatic meaning) of utterances may be misunderstood.
- Interspeaker cooperation and conversational management may be poorly

controlled.
Despite its evident importance, intonation had not been given due attention in the

teaching curricula around the world until lately. Intonation had been believed to have
relative unimportance as compared to other aspects of language, such as grammar and
vocabulary. Only in the last twenty years, “there have been major paradigm shifts in both
general and applied linguistics toward acknowledging intonation as an indispensable
component of language and communication” (Chun 2002: 111).

2. ADVANTAGES OF TEACHING DISCOURSE INTONATION

One of the most influential theories on teaching English intonation in European
English and linguistics programs has been the attitudinal theory by O’Connor and Arnold
published in their “The Intonation of Colloquial English” (1961). It examined a large
number of contours in an isolated fashion and ascribed attitudinal meanings to them.
Teaching intonation is confined to developing skills in using intonation to express
speakers’ attitudes. We therefore accept the importance of emotive function of intonation,
but we neglect the value of all its other functions (discourse, pragmatic, textual, etc.). For
non-native teachers of English, to tell nothing about EFL learners, it is a real challenge to
apply this theory in practice. It is impossible to memorize all those rules of intonation
contours use.

To oppose the existing theory, Currie and Yule recommend using a basic model of
English intonation with a basic contour system in teaching intonation. They claim that a
basic model equips the learner “to approach more effectively the features of intonation,
which have been considered extremely dependent on individual circumstances and
therefore nearly impossible to isolate out for direct teaching, for example, the relation
between intonation and attitudes”(Currie et al. 1982: 274).

Underhill proposed characteristics for an ideal system for teaching intonation: such
system should be learnable, it “accounts for what native speakers do and don’t do”, and it
has “a limited set of rules that enables learners to develop valid generalizations on which
to base their own interpretation and production” (Underhill 1994: 3).

David  Brazil  was  the  first  who  developed  such  a  system.  His  discourse  intonation
theory samples an ideal system for teaching intonation. It has been widely used in
intonation teaching in many world countries for the past 20 years (Chun 2002: 112).
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While O’Connor and Arnold (1961) examined a large number of contours, Brazil
developed a smaller and a more universal set of intonation meanings integrated into
context. He considers intonation as a system of elements (prominence, key, tones) having
their own independent communicative meanings. Thus, prominence has the meaning of
selectivity (presenting new information or contrast). Tones are grouped into proclaiming
new information (Falling tones) and referring to given information (Rising tones).
Moreover, he claims that tones and keys have social meanings. Thus, the Fall has the
meaning of greater degree of speakers’ dominance, the Fall-Rise – the least degree, and
the Rise has a medium position on this scale. Key has two social meanings “inviting to
concur” (low key) or “inviting to adjudicate” (high key).

This manageable system of meanings allow us to infer a small set of rules for using
intonation features for expressing wide range of functions (greetings, apologies,
farewells, etc.) in various sentence types and syntactic structures. This approach aims to
teach students to recognize the most relevant intonation features (linguistic intonation)
(Brazil 1997), to learn their communicative meanings, and to use them in meaningful
communication appropriately to their meanings.

3. TEACHING DISCOURSE INTONATION IN EFL CLASSROOMS

After having established that the attitudinal approach to teaching intonation can be
replaced by a more efficient discourse approach, we need to decide whether the
latter can be applicable to EFL milieu in the fashion it exists in ESL milieu.  We will
consider the reasons why this theory was not appreciated and fully accepted by EFL
educators  and  teachers.  This  state  of  affairs  can  be  accounted  for  the  fact  that  most
western text-books on teaching discourse intonation are ESL-oriented. They do not take
into account the needs of EFL learners, arising from the specific conditions of learning
foreign languages.

One of the main specific features of learning foreign languages in EFL milieu is
employing learning, but not acquisition as the main strategy at all ages. Lack of intensive
exposure  to  a  target  language  leads  to  minimal  possibility  for  EFL  learners  to  acquire
foreign languages.

Krashen and Terrel distinguish between language acquisition and learning (1983: 23).
They claim that second languages can be either naturally acquired or learned. Language
acquisition is a least conscious process, whereas language learning is a constant process
of consciousness raising about the minutest details of language use. One of Krashen’s
claims is the following: To acquire a language, it is crucial to be intensively exposed to a
comprehensible input that should be one level higher than an actual level of a learner’s
language proficiency. Since it is really hard to be intensively exposed to a target language
(to hear a target language everywhere outside a classroom) in EFL milieu, learning
remains a main strategy here.

The  other  assumption  that  we  will  use  to  demonstrate  the  specific  features  of  EFL
milieu is Schmidt’s claim that there is no learning without noticing (Schmidt). To learn a
language, it is necessary to listen and comprehend a target language, notice its forms
realization, and use them. It is practice in noticing intonation phenomena that is neglected
in most of ESL- oriented manuals. It can be accounted for the difference in learning non-
native languages in ESL and EFL milieu.

Intensive exposure to a target language is the main advantage of ESL over EFL
learning. In ESL milieu, a target language dominates in most spheres of communication.
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The recurrence and frequency of language forms is so high that English learners have
more chances to notice how they are used and to uptake them without teachers’ help. In
EFL milieu, exposure to a target language is mainly confined to English lessons. The
recurrence and frequency of language forms, and especially, authentic intonation is not
high.  That  is  the  reason  why  we  treat  every  piece  of  authentic  material  as  a  precious
source of multifaceted knowledge about language. We refer our students to some
authentic material again and again to have them notice how different language features
function in authentic input. We do this so frequently and recurrently that they are
ultimately able to use (uptake) a language form in their speech. Through raising students’
awareness about language functioning we make their learning process more intensive.

Materials on teaching intonation should provide considerable amount of exercises
aimed at noticing and marking phonetic phenomena. This stage is not included in most of
the ESL-oriented pronunciation manuals. Most teaching materials are aimed at facilitating
unconscious intonation acquisition which is possible in ESL milieu. Most of them include
dialogues imitation activities without prior practicing in noticing and marking the
phonetic phenomena in them.

Lack of exercises on noticing and marking phonetic phenomena entails one more
problem. EFL teachers in most cases face the problem of filling this gap. They have to
mark the texts by themselves. This requires from them high auditory, discriminatory, and
productive skills. EFL teachers should be able not only to identify and distinguish all the
phonetic phenomena, but also demonstrate intonation patterns contrastively in order to
convince students any time there is controversy in marking a phonetic phenomenon. This
state of affairs makes pronunciation and phonetics most challenging among other EFL
classes. Non-native EFL teachers are reluctant to undertake teaching Phonetics and
particularly intonation. There is a stereotype that non-native EFL teachers should really
have a perfect ear to be able to teach Phonetics. Exercises on noticing and marking the
phonetic phenomena with the keys included can develop their ear through juxtaposing
what they hear with what is marked in the keys.

4. MODIFYING THE EXISTING FRAMEEWORK
FOR TEACHING INTONATION COMMUNICATIVELY

TO FIT THE NEEDS OF EFL STUDENTS

After having examined the main specific features and problems of studying intonation
in EFL milieu, we established that we need to modify the existing Celce-Murcia’s
framework for teaching intonation communicatively. She outlined the following stages:

- Description and analysis (e.g., oral and written illustrations of when and how the
feature occurs in order to raise learner consciousness).

- Listening discrimination (focused listening practice with feedback).
- Controlled practice and feedback (e.g., oral reading of minimal pair sentences,

short dialogues, etc., with special attention paid to the highlighted feature).
- Guided practice and feedback (e.g., structured communication exercises that

enable the learner to monitor for the specified feature, such as information gap
activities, cued dialogues).

- Communicative practice or free production and feedback (e.g., less structured
activities that require the learner to attend to both form and content of utterances)
(Celce-Murcia et al. 1996: 36).
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As we can see, the author does not emphasize the need in marking the phonetic
phenomena. She also does not require including memorization activities. The authors are
convinced that imitation not only in reading, but also in acting out of authentic dialogues
is  an  intensive  means  of  L2 speech style development, since it does not only provide
intensive training to different groups of speech muscles and develop fluency and sense of
L2 rhythm, but also facilitates easier application of acquired skills in new communicative
situations.

In theory presentation, inductive implicit approach should be used. It consists in rules
inference based on the L2 samples. Thus, students are suggested some sample of authentic
material, such as film episodes, where the phenomenon under consideration is extensively
used. Students are able to formulate the rules based on the intonation phenomenon
functioning in the film conversations.

One of the approaches of Communicative Language Teaching (СLT) that is applied
in our lessons is schemata building which is tapping students’ prior knowledge on some
topic. Thus, before watching video scenes students are asked to discuss the main ideas,
content, and main characters of the whole cartoon. They are also asked to infer the
meanings of new words from the context. This strategy of inductive (implicit) learning
includes the moment of discovery, which facilitates better memorizing word meanings.
Both schemata building and words introducing build up a pre-listening stage.

Taking into account the above-mentioned modifications, we can outline the stages of
teaching intonation that are relied on by the authors in their teaching practice. Our lessons
on teaching intonation include listening and rule deducing as part of the material
introduction; listening, identifying, and marking intonation phenomena, using tonetic
transcription and making tonograms as part of the material introduction and listening
discrimination stage; imitation and memorization exercises as part of the controlled stage;
cued dialogues, and performing or acting out as part of the guided practice; role playing
as part of free production stage.

We can conclude that intonation is a vital communicative means that should be taught
to EFL students of all levels. To increase the effectiveness of learning English intonation,
we need to replace the attitudinal approach with discourse approach providing a smaller
set of rules for using English intonation in different communicative situations. To
enhance the effectiveness of this approach in EFL classrooms, we need to adapt discourse
theory to EFL milieu. We particularly need to modify Celce-Murcia’s framework to teach
English intonation communicatively by including such an activity as marking the
phonetic phenomena using tonetic transcription and making tonograms. To enhance the
process of L2 style development, we also need to include activities on imitation not only
in reading, but also in memorizing for acting out.  We also find efficient such approaches
as inductive implicit method in theory presentation and schemata building as part of pre-
listening stage, especially in groups of students with different levels of language
proficiency and high level of anxiety.
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