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Abstract  
Today’s student-centred and democratic school should create individuals, able to 

manage various textual, visual and digital practices, interact with each other accepting 
difference of opinion and cultural diversity, and be active citizens, aware of the “politics of 
meaning” produced by the numerous, often controversial discourses in our postmodern 
world. 

These objectives call for new school curricula, grounded in interdisciplinarity and the 
pedagogy of critical literacy, and capable of promoting a holistic approach to knowledge 
and cultural literacy among the young, providing them with skills and competences for the 
21st century. 

This paper presents the new Integrated Programme of Study for Literature adopted 
under the National Curriculum Reform in Cyprus. A joint effort of university professors 
and school teachers, the Programme has been gradually introduced in Cyprus’s school 
system since September 2011 and aims at cultivating reading and writing skills within a 
broader critical literacy agenda, enabling students to become critical and creative readers 
of literary texts and writing practices in correlation with other arts and cognitive fields. 

Literature teaching is perceived as a set of knowledge, values and skills, which unfolds 
gradually from the basics of literary theory and the “grammar” of poetic and narrative 
texts, for younger pupils, to more complex matters regarding the nature of literature and 
its functions as an aesthetic, social, historical phenomenon, for senior classes. The 
literature course is seen as a dynamic field in which students explore various literary texts 
and other forms of art in a historical perspective, compare different ways of expression 
and viewpoints, and produce their own texts (alternative life scenarios). The classroom 
becomes a workshop, which encourages learners’ participation, taking into account their 
interests, preferences and concerns. The analysis of texts, organized in thematic units, is 
adjusted to the students’ age and literacy level and is based on various education materials 
(texts, music, films/videos, photos) to meet the needs and cognitive skills of every student. 

The positive impact of the new curriculum on students and teachers in Cyprus justifies 
proposing this programme as a good practice that meets EU literacy experts’ 
recommendations on modernising national education curricula to promote literacy. 

 
Keywords  
education reform, integrated curriculum for literature, literary and cultural literacy, 

critical reading, interdisciplinarity 
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Introduction 
In humanitarian education, which is being alarmingly marginalised in our 

technocratic age, literature emerges as the ultimate carrier of universal values, 
while at the same time promoting the distinct linguistic and cultural identity of 
each nation. This unity between universality and individuality more than justifies 
the importance of literature in contemporary education, and therefore, in the 
student-centred and democratic education system of Cyprus.     

Despite the debate whether literature can actually be taught so as to 
constitute a “school subject” – a complex issue, which can hardly be addressed 
here – there is general agreement, I believe, that dealing with literary texts can 
serve education purposes as it strengthens the awareness of children, sharpens 
their language sense and their aesthetic criteria, develops their fantasy and their 
critical and analytical skills (through empathy and emotional involvement). 
Briefly put, literature with the intrinsic polysemy of its manifestations makes 
children more capable of perceiving reality in its diversity of aspects and 
perspectives, and taking a critical stance towards matters of personal and social 
life, always in relation to the “other” (the other view, the other opinion, the other 
voice). Thus, literature promotes simultaneously awareness of the world and 
awareness of one’s self (which in any case are two sides of the same coin); it 
helps people, young people in particular, to comprehend and become more aware 
of their relationship with society, history, culture and ultimately themselves in 
permanent interaction with “the other”.  

Thus, the notions of interdisciplinarity, intertextuality, interculturality – these 
milestones of the postmodern cultural paradigm – intersect with the key issue of 
teaching literature (and not only literature) in today’s student-centred, 
multicultural and pluralistic education.  

It is clear that the authors of a school curriculum for literature today should 
be concerned with organising the course so as to achieve two essential goals that 
work in opposite directions: a) ensure that students’ contact with literary texts in 
the classroom would aim at ultimately teaching them to appreciate and address 
art as an essential component of life, and b) guarantee that the approach to 
teaching literature would perceive students as potential readers and would seek 
to deepen their relationship with literature not only in the general direction of 
fostering a love for reading but also in the more specific and subtle direction of 
nurturing reader’s sensitivity, literary culture and ultimately critical reading of 
texts in the social, historical and cultural context in which they were created 
(“literary literacy”, “cultural literacy”). 

This is the rationale behind the new Integrated Programme of Study for 
Literature, which was developed in 2009-2010 in the framework of the National 
Curriculum Reform in Cyprus’s compulsory education. The Programme has been 
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gradually introduced in the school system of the Republic of Cyprus since 
September 2011, starting with primary and lower-secondary levels (adoption in 
upper-secondary level is pending). A joint effort of university professors and school 
teachers, the Programme was developed with the decisive involvement and 
scientific guidance of the author of this paper who bears responsibility for its 
content. Following is a brief description of the Programme’s philosophy and most 
important innovations vis-à-vis what existed in literature teaching prior to its 
adoption. 

 

1. Innovations of the Integrated Programme of Study for Literature 
(IPSL) vis-à-vis formerly existing education practices    

Education practice in Greece and Cyprus has long ago demonstrated that the 
teaching of literature is often plagued by empiricism, subjectivity and reliance on 
obsolete and inefficient teaching methods despite the significant achievements 
and contribution of international and national education research, especially in 
the last few decades. The “root of evil”, perhaps not the only one but in my 
opinion, the strongest and most persistent, is conventionalism, which results in 
an unbridgeable gap between “academic” and “school” literature, between the “ex 
cathedra theorists” of literature and the “field workers” of literature in school 
classrooms. The most important consequence of this state of affairs on the entire 
education system is that school curricula fail to incorporate an extensive body of 
valuable research and are mostly developed by Ministry of Education 
bureaucrats without benefitting from the involvement or guidance of education 
experts. There are, of course, other less obvious but equally important causes and 
reasons for this situation, which have to do with the fragmentation of the 
education system’s entirety into separate “trade associations” of kindergarten 
teachers, primary school teachers, lower-secondary school philologists, upper-
secondary school philologists, university professors, which look at each other 
with suspicion, accusing one another for the poor education of the students they 
receive from the previous level. The ensuing inevitable aristocratism, especially 
on behalf of those highest on the education pyramid, the condescending attitude 
of university professors towards the “poor relatives” from the rest of the 
education system and the reaction of the latter, their “allergy” to any theory, have 
the unfortunate outcome of perpetuating empiricism in school teaching practices 
and hindering the transposition of valuable academic knowledge of literature 
into general education, which as per the democratic and humanistic ideal is 
accessible to everyone. When all is said and done, the unbridgeable gap and 
mutual suspicion between those who produce research and theory and those 
who teach at school turn the necessary dialogue into a tragic “monologue among 
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deaf” in which the big losers are ultimately the students but also the teachers 
themselves. 

Far from claiming universal validity, these findings reveal the need for 
collaboration between university professors and primary and secondary school 
teachers, but also the benefit of offering university courses on methods and 
approaches to teaching literature. Currently, the programmes of study in the vast 
majority of universities in Greece and Cyprus do not include such courses, as they 
are generally looked upon as inferior.   

On this backdrop, the fact that the Integrated Programme of Study for 
Literature implemented in Cyprus’s general education has been developed with 
the joint effort of university professors and school teachers constitutes a 
promising step towards bridging the gap between the theorists and the 
practitioners of education, or at least a sign that the need for bridging this 
irrational and counterproductive gap has been finally understood. 

A key innovation pointing in the same direction is that the Integrated 
Programme of Study does not treat levels separately from one another, but 
constructs the literary education of school students, progressing gradually from 
grade to grade and from level to level to ensure a comprehensive, circular 
knowledge of literature that is being accumulated without gaps and voids from 
primary through upper-secondary school. The second innovation of the IPSL has 
to do with the economy of its internal organisation: instead of having a plethora 
of thematic units, which repeat from grade to grade and are often arrayed 
without any connection or consistency between them (as was the case before), in 
the new IPSL, the content for the literature course in all levels is organised 
around four overarching thematic axes and unfolds in a spiral fashion from level 
to level within a limited number of (related but not identical) thematic units. This 
ensures consistency and helps avoid omissions or repetitions between grades 
and levels. In other words, the curriculum operates as a system. Another 
important feature, perhaps the most important one, is that the IPSL came to fill 
an inexcusable gap in Cyprus’s compulsory education, since prior to its 
introduction there were no comprehensive study plans, let alone an integrated 
curriculum for literature, either in primary or in secondary school. All that 
existed were the so-called “content programming guidelines”, which instructed 
teachers what texts from the literature textbooks and anthologies to actually 
teach! 

In view of the above, it is obvious that the Integrated Programme of Study for 
Literature rationalises and systematises the teaching of literature from 
(pre)primary education through the end of the general education cycle. This 
systematisation seeks to ensure that the teaching of literature would: 
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●  correspond effectively to the nature of literature (until now literary texts 
were often used merely as teaching aids in language classes); 

●  be feasible within the available time frame and effective, i.e. seeking to deepen 
knowledge rather than relying on repetition (moreover fewer thematic units 
per grade mean less “inactive” texts, which never get to be taught); 

●  balance the types of learning it nurtures, i.e. offer proportionately both 
aesthetic culture and literary literacy, emphasising not only on content but 
also on form, and ultimately, 

●  serve the mission of education in the 21st century, forming well-educated 
individuals, equipped with the necessary skills, attitudes and competencies to 
deal with complex scenarios in their adult lives as active and creative citizens. 
More specifically, a major challenge of the literature course is to form 

sensitive and critically minded readers aware of the “politics of meaning” 
produced by the vast – and often controversial – multiplicity of texts (discourses) 
in our postmodern world. 

 

2. Structure and contents of the IPSL by education levels  
Taking into consideration the relationship of literature with the world that 

surrounds us, the content of the IPSL is structured around the following four 
thematic axes: Literature and Nature; Literature and Society/Human 
Relations; Literature and History/Cultural Tradition; Literature and 
Fantasy (the latter relates specifically to “the world of literature”). These 
thematic axes are expounded (itemised) per grade and level into a few thematic 
units, as follows: 
 

PRIMARY EDUCATION 
● Thematic axis:  Literature and Nature 

Thematic units  
Grade 1 and 2 (age 6-8): Geophysical and biophysical environment: seas, 
lowlands and mountains – animals, wildlife and pets  
Grade 3 and 4 (age 8-10): Human geography: traditional/rural and urban 
environment – the “rural” man and the “urban” man  
Grade 5 and 6 (age 10-12): Natural lifestyle and the athletic ideal (anima 
sana in corpore sano) – destruction and protection of the environment – 
endangered species 

●  Thematic axis: Literature and Society/Human Relations 
Thematic units  
Grade 1 and 2: All the same, all different (with emphasis on school life)  
Grade 3 and 4: All the same, all different (with emphasis on family life)  
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Grade 5 and 6: All the same, all different (human characters in modern social 
life) 

● Thematic axis: Literature and History/Cultural Tradition 
Thematic units  
Grade 1 and 2: Folklore and popular traditions – Folk history (legends) – 
Popular religious life  
Grade 3 and 4: History and collective memory in literature 
Grade 5 and 6: The history of my land in oral and written literature 

● Thematic axis: Literature and Fantasy 
Thematic units  
Grade 1 and 2: Imagination and humour  
Grade 3 and 4: Fantasy and adventure  
Grade 5 and 6: Science fiction and virtual reality 

 
LOWER-SECONDARY EDUCATION 
● Thematic units – Middle school grade 1 (age 12-13) 
Childhood and school years: School life: past and present – the “Eden” of 

childhood – Relationship/conflicts between adults’ and children’s perspective 
of the world  

 ► matching thematic axis Literature and Society/Human Relations 
Folklore and Literature: Legends, myths, fairy tales, animal stories – Folk and 

popular (rebetiko) songs – The renewal of tradition in modern literature 
 ► matching thematic axis Literature and History/Cultural Tradition 
Humour and Literature: Comic elements in literature in comparison/contrast 

with other non-literary expressions of humour: comics, jokes, graffiti, etc., 
with emphasis on the dynamics of the sudden shift in established conventions 
(incongruity), which produce laughter 

 ► matching thematic axes Literature and Fantasy and Literature and 
Society 

 

●  Thematic units – Middle school grade 2 (age 13-14) 
Literature and Ecology: Ecological awareness through literature, popular and 

contemporary, Greek and foreign, with emphasis on current environmental 
problems and their impact on the quality of life 

 ► matching thematic axis Literature and Nature 
The Journey in Literature: The different motives and meanings of travel 

throughout time – Changes in the culture of travel (traveller vs. tourist) – 
Emphasis on the symbolic dimension of travel in literary texts  

 ► matching thematic axes Literature and Nature, Literature and Fantasy, 
Literature and Society/Human Relations 
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Human characters -  Human relations: Comparison between human characters 
and relations at different times and in different social contexts, with emphasis 
on the attitudes (positive/negative) governing human relationships, e.g. 
solidarity/racism, tolerance/rejection of the other, the value of friendship, etc. 

 ► matching thematic axis Literature and Society/Human Relations 
 

● Thematic units – Middle school grade 3 (age 14-15) 
Literature and humanitarian values: Natural vs. social aspects of fundamental 

values and human rights – freedom, justice, democracy, equity, respect for 
diversity and so forth – and the need for proactive vigilance in order to 
safeguard them 

 ► matching thematic axis Literature and Society/Human Relations 
My country and its people: Views of Cyprus in popular and contemporary 

literature, with emphasis on the multicultural environment of Cyprus 
throughout time and the current problems of Cypriot society 

 ► matching thematic axes Literature and History/Cultural Tradition, 
Literature and  
 Society, Literature and Nature 
Literature and adolescence: the world of young adults and the current 

problems of the new generation – novels of adolescence or apprenticeship: 
portraits of teenagers on their way to adulthood, with emphasis on poetic 
teenage love and identity formation 

 ► matching thematic axis Literature and Society/Human Relations 
 

TRANSITION TO UPPER-SECONDARY EDUCATION 
(The IPSL establishes a link between middle school grade 3 and high school grade 
1 to ensure a smooth transition to upper-secondary education) 
● Thematic units – High school grade 1 (age 15-16) 
Love in literature (the “other” as self): similarities and variations in the 

expression of love and affection in classical and modern literature under the 
impact of different social conventions, cultural paradigms, sensitivities and 
tastes 

 ► matching thematic axis Literature and Society/Human Relations 
The self as “other”: emphasis on methods of constructing the image of the 

“other”/foreign in literature and building awareness of the dialectic dynamics, 
which the dialogue with “others” has in the construction of the self 

 ► matching thematic axis Literature and Society/Human Relations 
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Satire and satirical texts: types of satirical discourse and ways to introduce 
ambiguity: parody, satire, irony and their function for exercising social 
criticism, and potentially bringing about change 

 ► matching thematic axes Literature and Fantasy and Literature and 
Society 

 
The complete curriculum covers all upper-secondary education grades. 

However, as mentioned earlier, the implementation of the IPSL in high school is 
still pending and therefore, will not be presented here. Nevertheless, it is worth 
mentioning that in high school grades 2 and 3 the course of literature is 
organised so as to give students a comprehensive idea of the historical 
development of the literary phenomenon in modern and postmodern times. Since 
students at this level are mature enough to grasp more complex matters, 
emphasis is placed on the major literary movements of the 19th and 20th century 
(from Romanticism to Modernism and Postmodernism), which have played a 
decisive role in shaping modern aesthetics and literary tastes. 

 
3. IPSL teaching objectives and parameters of literary literacy 
It should be noted that for each thematic unit, the IPSL specifies concrete 

teaching objectives, which are spelled out so that each teacher might know 
what they are expected to achieve in the classroom: what should students learn, 
what values, attitudes and behaviours should be cultivated around a theme (e.g. 
environment, popular tradition, human rights), and above all, what knowledge 
and skills should students develop in order to be able differentiate literary texts 
from all other types of discourse. To ensure that this particular type of 
knowledge and skills would be achieved, the IPSL also specifies in detail the 
parameters of literary literacy, which students are expected to achieve, 
depending on their grade, i.e. the cognitive level consistent with their age. This is 
an innovation that deserves to be discussed a little further, since so far school 
education in Greece and Cyprus had given no systematic attention in to this 
intrinsic element of literature, i.e. the relationship between form and content. 

The term “literary literacy” refers to the gradual introduction of students 
into the “grammar” of literary language and the basic theory (and history) of 
literary genres as a necessary prerequisite that would allow them to become 
competent (critical) readers of literature and of any other text, and would 
ultimately provide them with a sound basis to achieve cultural literacy. This 
gradual introduction moves from the simplest to the most complex notions, 
following the cognitive development of the students, and relies always on literary 
texts (never on “theory hand-outs”, which students are expected to memorise, as 
was previously the case). 
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It goes without saying that the term grammar of the literary language is used 
in the programme in the sense that we have inherited from the tradition of 
Russian Formalism, and refers to structural analysis (i.e. how the individual 
elements of poetic and narrative language form a system), while the theory (and 
history) of literary genres seeks to elucidate the variety of forms and manners in 
which literature reflects (simulates, recreates) reality, constructing its own 
“world” that enters into a dialectic relationship with the real one. 

To put it briefly, the goal of literary literacy under the IPSL is to ensure that 
students would understand progressively, as they mature, that the imaginary 
“game” of literature is a serious endeavour, which does not happen arbitrarily 
but has laws (a system) and codes (genres and types of texts) that evolve over 
the years, reflecting changes in the prevailing social conditions and hence the 
attitudes and tastes of the people (sensitivity shift). 

 
4. Implementation of the IPSL in the classroom - Methodological 

innovations in the teaching and learning process 
The aim of teaching is not to make students learn by heart the analysis of 

certain literary texts (as was largely the case so far), but to expose them to 
sample texts of Greek and world literature (which can therefore be renewed or 
replaced by other equally suitable and of similar quality), so that children might 
get to know, understand and love the world of literature, thus developing internal 
motivation for reading. 

 
4a) Innovations in teaching methodology 
The IPSL introduced the following main innovations in teaching methods, 

compared to the existing practices in the literature course: 
Ι. Particular emphasis is given to the comparative examination of literary 

texts. Instead of teaching each individual text separately and then abandoning it 
for the next, literary texts are now examined together in clusters that create a 
network around an overarching theme (hence the organisation of the content 
into thematic units). This method seeks to foster critical thinking and cultural 
literacy in students by highlighting the socio-historical dimension of literary texts 
along the axes of old/new, traditional/modern, local/global, etc. The 
methodological principle of comparison, which is central to the philosophy of the 
new IPSL, perceives the classroom as a community of readers, a literary 
workshop in which a creative dialogue takes place between texts, teacher and 
students. 

The comparative examination of texts further cultivates literary literacy in 
students by highlighting the distinctive features of literary discourse (the 
difference between poetry and prose, the characteristics of poetic and narrative 
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language, the key terms and concepts of literary analysis). Moreover, literary 
texts are also compared with other forms of artistic expression (visual arts, 
cinema, music, etc.) so that students might understand the connection between 
literature and other forms of art but also its singularity as regards the techniques 
and ways of expression. 

II. Texts are taught placing equal importance on both content and form 
(figures of speech, metrics, narrative techniques). Thus, students come to realise 
not in theory but through the texts themselves the indissoluble bond between 
form and content in literature; they come to recognise that it is not “what” but 
“how” that matters in literary discourse, and that content in fact emerges through 
the expressive and narrative means of the text. 

III. Particular attention is also given to establishing relevance and fostering 
empathy. That is why the issues raised by the literary texts under consideration 
are always discussed from a modern-day perspective, which is more familiar to 
the students and more likely to provoke their interest. Thus, students become 
aware that literature is not produced in a vacuum and does not belong in a 
platonic “world of ideas” but relates to actual reality, to the experiences and 
concerns of people in real life. 

IV. In order to develop creative imagination and encourage young people to 
act upon their creative inclinations, the IPSL promotes creative writing. 
Students are expected to produce (and are evaluated on) their own texts, so that 
they can understand “from within”, experientially, the specific conventions (and 
challenges) of literary writing in order to become not necessarily “writers” but 
rather more critical and more capable readers. Overall, the organic integration of 
creative writing (and reading) in the literature course seeks to nurture a more 
systematic and permanent relationship of students with the practice of reading 
and a more informed and critical attitude to literary and any other texts, as well 
as to the different worldviews they propagate (critical reading). 

 
4b) Innovations in learning strategies  
The IPSL, by its nature, requires the adoption of a student-centred teaching 

model based on the principles of new pedagogy that promotes collaborative 
and experiential learning through construction of knowledge, inquiry-based 
learning in groups, empathy, classrooms organised as literary workshops and 
reading clubs, critical literacy, holistic knowledge, cultural literacy, etc. Most 
importantly, under the new curriculum, teaching is adapted to the level of 
readiness of each student, following the principle of pedagogical 
differentiation. At the same time, it is complemented by targeted use of new 
technologies to add more depth to literary phenomena, issues and authors, and 
enhance the understanding of literature. Finally, the knowledge gained in the 
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examination of literary texts spans interdisciplinary boundaries and is correlated 
with other subjects (language, history, science, psychology, art education etc.) so 
as to impart holistic education to the students. 

5. New ISPL-based textbooks and teaching aids 
For the purposes of the new curriculum a team of active teachers of literature 

under the scientific guidance of the author of this paper and other university 
professors, developed new set of textbooks adapted to the philosophy of the 
IPSL and the new methodology of comparative examination of literary texts. The 
set comprises a series of textbooks under the general title “Literature: Need of 
the Soul”, which include a reader and a volume with study questions and 
activities for each grade. The Reader is designed to be used by students in the 
classroom, while the Questions & Activities Manual is reserved for teachers who 
may choose to diversify and adapt the suggested questions and activities to the 
potential of their classroom based on the principle of differentiated teaching. 

The Reader consolidates the content for literature, which was hitherto 
segmented in three anthologies: one for Greek, one for Cypriot and one for 
foreign literature. Thus unified, the Reader now includes representative texts of 
Modern Greek literature (which also comprises the notable literary production of 
Cyprus) coupled with a fair quota of texts by established authors of European 
and/or world literature. The texts within each thematic unit are arranged in 
chronological order and are sorted by genre (prose – poetry). The corpus is open 
and allows teachers a reasonable amount of flexibility in choosing between or 
replacing suggested texts with other of equal quality that fall within the same 
topic. The texts were chosen with the following selection criteria: relevance to 
the teaching objectives of the thematic unit to which they belong, literary value, 
and relevance to cognitive level of the students’ age. 

In addition to literary texts, appropriate audiovisual material is suggested for 
each thematic unit: poems set to music, songs, feature films, 
video/documentaries, visual art, etc. The use of this material along with the 
literary texts included in the Reader allows students to gain an immediate, 
tangible understanding of the impact of literature on other forms of art and 
its connection with other types of artistic expression. These “cross-art” 
correlations are further illustrated in the creative exercises included in the 
Questions & Activities Manual for the teacher. 

Apart from the texts of new Reader, which are often necessarily abridged 
(especially prose), educators are encouraged to choose and teach other literary 
texts as well and, most importantly, to motivate their students to read complete 
books of literature (a list of relevant titles is provided at the end of each thematic 
unit). Thus, no notable work of literature is undervalued or excluded from the 
teaching and learning process. 
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The Questions & Activities Manual comprises a series of sample questions, 
exercises and activities, which serve as guiding recommendation to help teachers 
develop their own assignments according to the specifics of their classroom. The 
coursework is designed so as to ensure that the texts would be examined placing 
equal emphasis on both content and form, and unfolds in a spiral fashion, as 
follows: 

a) Basic analysis and comparison questions design to test students’ 
reading comprehension skills and their ability to draw parallels between the 
texts under consideration. 

b) Group assignments and interdisciplinary/cross-curricular activities 
that require teamwork among students, provide for more systematic use of new 
technologies, and seek to develop more complex text analysis and interpretation 
skills in correlation with other fields of knowledge and forms of art. In this 
context, the Questions & Activities Manual also proposes a series of activities 
designed to encourage creative writing or other types of creative expression 
in which students produce their own texts with methodological guidance from the 
teacher, and are evaluated based on criteria such as adherence to the 
conventions of the genre and originality. 

c) Project-based research work: at this stage, the classroom becomes a 
research workshop or a readers’ club. Students are required to read a 
complete literary work and present it to the class or to conduct a small research 
project combining literature with other subjects (e.g. language, history, 
psychology, etc.) or other forms of expression (theatre, cinema, music, visual arts, 
etc.) 

Last but not least, the Questions & Activities Manual also contains an 
additional corpus of literary texts for each thematic unit, which further broadens 
teachers’ choices of content. 

 
7. Innovations of the IPSL in student assessment 
For the first time in general education in Cyprus, student assessment is based 

on specific education standards, which stipulate what each student should have 
learnt in the literature course at the end of each school year, grade and level of 
education according to the spiral model of knowledge acquisition.  

The IPSL provides for various forms of assessment, which peak at different 
times (at the completion of a set of texts, at the end of the semester, at the end of 
the school year) and promote chasing goals rather than grades. They are 
designed to ensure bidirectional feedback within the teaching and learning 
process itself in order to continually adjust, fine-tune and ultimately improve 
teaching, while enhancing the performance of students in activities that promote 
creativity, critical thinking and love for reading. 
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The traditional form of assessment through written exams remains in use, 
however, for the first time the examination papers (tests and written final 
exams) include untaught texts, which are examined comparatively with those 
already practiced. Thus, students are not assessed on their ability to memorise 
information about specific texts taught in the classroom, but on the basic skills 
they have developed to analyse and form an independent opinion of many other 
(potentially all) literary texts. The assessment is based on questions that require 
students to analyse and compare texts with each other or with other forms of art 
(in a cross-curricular reference to other subjects, such as language, history, etc.) 
The exercises progress in difficulty in order to correspond more adequately to 
the learning profile of each student. 

A major innovation of the IPSL is that creative writing and reading 
(presentation of complete literary works) are also considered for the purposed of 
student assessment. Students read books independently or in teams, present 
them creatively in the classroom and although they are not actually examined on 
them, they do know that both their reading proficiency and presentation skills 
will be taken into consideration in their assessment. This approach also 
encourages students to undertake more complex project-based assignments, 
which develop research and independent writing skills, promote teamwork and 
cultivate other important competencies. 

 
Conclusion 
The Integrated Programme of Study for Literature, adopted in Cyprus’s public 

schools, corresponds to the fundamental principles of modern education that 
seek to advance critical literacy, holistic knowledge and cultural literacy, while 
promoting the cultivation of values, attitudes and behaviours for active 
democratic citizenship. The philosophy of the new curriculum is open and 
provides great flexibility and choice for both teachers and students to unfold 
their self-motivation, creativity and individual inclinations. The ISPL contributes 
to the development of key skills or competencies (such as analytical and 
synthetic thinking, empathic ability, creative imagination, critical knowledge 
management, team-working capacity, problem-solving, ability to identify 
alternative life scenarios and so forth), which are necessary for the smooth 
integration of young people into the modern, interactive and multicultural 
society of the 21st century and their effective participation in shaping the future. 
Last but not least, a distinguishing feature of the IPSL is its coherence, as I believe 
this brief presentation has demonstrated. Everything in the curriculum 
(thematic units, texts, exercises and activities) functions as a system according 
to the principle of constructivist learning (moving from the simplest to the 
complex). 
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Thus, students gain a solid and comprehensive knowledge of the literary 
phenomenon in their general education with the ultimate goal of being able to 
recognise and understand the specific nature of literature, and of art in general, 
as an aesthetic and cultural phenomenon. 

The positive impact, which the new curriculum for literature had on students 
and teachers in Cyprus’s compulsory education in the last three years, provides 
sufficient grounds for proposing this programme as a good practice that meets 
EU literacy experts’ recommendations on modernising national education 
curricula in order to promote literacy, cultivate reading and writing skills as part 
of a broader critical literacy agenda, and enable students to become critical and 
creative readers of literary texts and writing practices in correlation with other 
forms of art and cognitive fields, such as history, science etc. 
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Abstract 
Literature is a work of art that serves as a useful tool in socialization and education of 

individuals through exposure to fictional situations and characters. Despite its values as a 
repository of societal values, norms, customs, beliefs and traditions, literature-in-English 
is not well taught at secondary schools in Nigeria which has resulted in declining 
enrolment of students offering it as well as lack of interest in the subject. The situation in 
Ondo State is more worrisome as most students do no read prescribed literary texts 
coupled with the fact that literature is taught through the use of conventional lecture 
method which precludes thorough interaction of students with prescribed texts and which 
heavily relies on the use of study notes written by literary critics to understand the 
content of the prescribed texts. Contemporary pedagogical approaches to literature 
instruction which are mostly informal and activity-based and which would help them take 
ownership of their learning, improve their learning outcomes and remove the tension 
associated with the conventional classrooms are canvassed. One of such informal 
approaches to literature pedagogy is through students’ participation in school literary 
clubs activities in which prescribed literary texts are read or dramatized. Literature search 
has confirmed the usefulness of students’ participation in informal school literary clubs 
activities but it has not been used as a method of instruction to teach prescribed literature 
texts among secondary school students in Ondo State, Nigeria. The focus of this paper, 
therefore, is to report the effectiveness of literature teaching through students’ 
participation in school literary clubs activities in selected senior secondary schools in 
Ondo State, Nigeria. A descriptive research design is adopted using observation schedule 
to measure participation in literary clubs activities, questionnaire to measure their 
attitude to literature, and literature achievement test to measure extent of mastery of the 
content of the texts among 500 students who participated in the study. Data collected are 
analyzed using Pearson Product Moment Correlation and findings reveals that students’ 
participation in literary clubs activities correlated positively with attitude to teaching and 
learning of literature and students’ achievement in it. Recommendations are then made 
that literature teachers should adopt this informal approach in their quest for improved 
teaching and learning of literature in Nigeria schools especially in Ondo State. 

Keywords 
literature-in-English, instruction, informal, participation, literary clubs, Nigeria 
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Introduction  
Literature-in-English is one of the vital subjects of the study in the Nigerian 

senior Secondary Schools. Literature-in-English as a key school subject which 
refers also to the study books of art such as drama, prose and poetry which are 
the genres of literature which authors create, so as to improve their skills in the 
English Language (De Naplis, 2002). The National Policy on Education (2004) 
confirms the importance of Literature-in-English in Nigeria. It is listed as one of 
the core subjects which are made compulsory for all secondary school students 
in both the junior and senior secondary school classes, though not yet 
implemented in many states of the nation. Also, students who want to offer 
courses like law, Mass Communication, English and Theatre arts must pass 
Literature-in-English at credit level in Senior Secondary School Examination 
(WASSCE) to gain admission into any Nigerian Tertiary Institutions. Examination 
(SSCE). Although, there is ‘ inconsistent rise in the percentage of credit passes 
from 1999 — 2011 in the WAEC SSCE results for a period of 13 years, the rise 
remained below 50% of the total population of students who obtained their 
results at credit level.  

Many factors have been identified to be responsible for the poor state of 
students’ performance in Literature-in-English which include: students negative 
attitude to reading, poor methods of teaching, poor reading habit, students’ low 
language proficiency among others (Lawal, 2000; Ogunnaike, 2002; Ezeokoli, 
2002). To buttress these research findings, evidences from the WAEC Examiners 
Reports for the May/June 2007 and 2008 revealed that students rarely read the 
prescribed texts because of their negative attitude to reading and poor linguistic 
background. As a result of the above sha1low answers and responses were given 
to the examination questions as indicated from these extracts from WAEC Chief 
1xminer’s Reports (2007 and 2008): A few do justice to the questions candidates 
who were able to g can a few facts on the content were not able to put their 
points across in concise English (p. 41) …..The performance of candidates was 
poor... but it is obvious from the answers of the candidates that, the texts were 
not studied for the examination as expected... (p. 48). 

It is evident from these reports that most students offering Literature-in- 
English as a subject in Nigeria lack interest in the subject which has affected their 
attitudes and performance towards the subject. It could be inferred from these 
reports that students do not possess and utilize the actual texts but relied on 
“study guides and notes”.  

Besides students’ poor performance in literature-in-English which has always 
been a major justification for researchers’ investigation, one needs to consider 
closely the global effect of inadequate teaching and learning of literature-in-
English on the society itself. It should be noted that the students poor 
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performance in literature is against actualizing the aims and objectives of 
teaching literature-in-English in the senior secondary schools and also the 
philosophy of Nigeria on education as stated in the National Policy on Education 
(2004). 

Also, there are several cases of moral decadence resulting from the decline of 
moral and cultural values that the effective teaching and learning of literature- 
in-English inculcates in the society. Literature-in-English used to be a tool for 
promoting the moral values of respect for elders, faithfulness, endurance, 
honesty, unity, love, commitment, humility, perseverance and hardwork these 
are all declining very fast. As students were not able to actualize the values of 
teaching literature-in-English that would have given a good orientation for useful 
living I the society. The inability to actualize the aims and objective of teaching 
and learning literature-in-English and that of fulfilling the goals of Nigerian 
philosophy on education deprives the nation of cultural growth and 
development.  No wonder there are many cases of moral decadence all around in 
the country among youths and adults. This informs the situation of injustice, lack 
of peace and unity, corruption, bribery, greed, cultural stagnation and 
professional declination in occupations like law, journalism and language 
teaching (Gol-Ischall, 2001).  

A major problem of education has been identified as students’ low interest in 
reading. It is very difficult to talk about literature-in-English teaching and 
learning without thinking of reading as a tool for enhancing good achievement in 
literature-in-English. Kolawole (2009) affirms that if nothing is done to improve 
the low reading interest of students in the secondary schools, students will soon 
get frustrated and lose sight of the benefits of good reading habits. It is important 
that scholars in literature-in-English and all other stakeholders in education rise 
up to find solution to the declining situation of the study of literature-in-English 
in Nigeria, considering its scope that covers all works of arts from different parts 
of the country and in fact many parts of the world: African, Europe, America and 
lots more. 

Students’ achievements at any level of education depend largely on the 
availability of certain factors that could influence their effective learning of the 
subject matter or the content of what is to be learnt. Students’ achievement 
orientation could be improved through several approaches that involve 
participatory activities with students’ literary text and learning outcomes (De 
Naplis, 2002). They believe that the warm spirits in which information and 
communicated through participation in various literary activities spur the 
learner’s aspiration in the teaching and learning process. All that is done in the 
classroom has various ways of aiding or hindering the students in their quest to 
achieve and learn. On this premise, Cooke (2002) and Adebile (2011) opine that 
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the students’ individual worth and genuine could be practically exemplified/or 
identified though activity - based lessons and students’ participation in literary 
club activities. This gives room for competition, collaboration and cooperation at 
appropriate times during the literary activities which will help to channel 
emotions away from disruptive behaviour into constructive relation.  

Most importantly, teachers’ leading role in students’ participation in literary 
club activities is of vital importance. By guiding the students to correct their 
errors or misconception in order to elaborate upon, expand, explain and 
expatiate what they have just said, he/she is laying a firm foundation for 
students’ aspiration and achievement. This will boost their ego rather than 
deflate and lower their self-concept. This is likely to result in a fairly consistent 
and frequent dramatic all-out performance of homogeneous conditions and may 
also enhance the emotional security of some lowly or highly brilliant students 
(Adebile, 2011). 

However, the teaching of literature-in-English in Nigeria should not be limited 
to an analysis of the linguistic element of the text or mere narration of the story’ 
for the purpose of answering examination questions, it should be taught and 
learnt for the sake of literature-in-English itself; as an art worthy of appreciation 
(Ayanniyi, 2009). Hence dynamic teachers who are suitably equipped with a 
broad spectrum of reflective cognition, intellectual vision and managerial 
dexterity are tending towards contemporary approaches (Oyekan, 2006). 
Considering the contemporary pedagogical approaches to literature-in-English 
which are mostly activity-based; teachers are expected to explicitly allow 
students’ participation in literary activities that are relevant to the teaching and 
learning of literature-in-English, such that will help them take ownership of their 
learning and improve their learning outcomes. This justifies the use of literary 
activities: which include drama club and readers’ club activities as predicators of 
students learning outcomes in literature-in-English. Olatunji et al. (2003) 
describes literary activities as school based statutory clubs that the societies 
generally referred to as “co-curricular activities”. He further explains that they 
are integral pails of the school diversified curriculum content such as press club, 
farmers club, science club, drama club, literary and debating society, readers’ 
club, poetry participation in literary club activities is not well related to the 
teaching of literature-in-English by many scholars. 

Language educators and scholars in literature such as Ajimuda (2008), Yisa 
(2009), Amokeodo (2012), and Owoeye (2009) believe that students must be 
intellectually engaged and actively involved in the learning activities and that 
conventional mode of instruction is failing to provide this engagement in a 
situation where teachers transmit knowledge students who sit passively in the 
classroom and listen. Teachers can meet these complementary goals by focusing 
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on remedies that make content relevant to the intended audience, increasing 
student-student interaction in and outside the classroom and encouraging 
conceptual understanding rather than rote memorization of facts (Afolabi, 2008).  

A critical look at the content of literature-in-English curriculum indicates that 
the traditional formal classroom instruction alone is not sufficient and 
appropriate to promote efficient learning of the content of literature programme 
in the senior secondary school. There is the need for informal approaches such as 
the use of literary activities that will not only maximize meaningful 
understanding of concepts in literature-in-English but will provide students the 
opportunity to interact with their environment and also make students and their 
teachers to collaboratively engage in worthwhile literary activities that will 
improve student-student and student-teacher collaborative activities in order to 
improve learning outcomes when such activities are well-related to classroom 
lessons and learning experiences. 

It is important to note that these literary activities are very important because 
according to Yore (2000), when students are provided with appropriate 
experiences, they can use these skills and habits to construct their own 
knowledge base. Such activities provide concrete, active learning experience and 
relevant information beyond classroom lesson activities and also give students 
the opportunity to develop the initiative for communicative competence and 
other skills needed to become life-long learners (Afolabi, 2008). 

Students´ attitude towards a subject is an important achievement in that 
subject. Olaboopo, 1999; Ayanniyi, 2009; Odiaka, 2002; Ogunnaike, 2002; and 
Maduabuchi, 2008 have found that the attitude exhibited by learners towards the 
learning process determine the importance students attached to that learning 
process and what they will gain from learning situation. In line with the above, it 
is assumed that learners´ motivation to read a given literary text and to get 
engaged in literary activities is influenced by the feelings and dispositions the 
hold about such literary activities may obviously lead to a change in their 
cognitive development and learning outcome in literature-in-English.   

 
Statement of the problem 
In view of the crucial role literature-in-English plays as a school subject in the 

senior secondary schools, students’ low level of achievement in and attitude 
towards the subject are the order of the day. This has been a source of concern to 
parents, teachers, government and other stakeholders in the education of the 
child. The need to improve students’ achievement and sustain students’ positive 
attitude towards the subject has long been a topic of popular and academic 
interest in Nigeria. Several efforts by researchers in literature-in-English to 
provide solutions to this problem have been concentrated on providing effective 
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instructional strategies. Yet, these have not brought about significant 
improvement in the teaching and learning of literature-in-English in Nigeria. 
Besides, there is a decline in the moral values which the teaching and learning of 
literature-in-English is supposed to inculcate in the learners and society at large. 
This might be due to the fact that strategies experimented with involved 
regimented classroom situations with its attendant treatment of learners as 
passive learners. Scholars have therefore advocated the adoption of informal 
instruction through utilization of school literary clubs activities as a platform for 
promoting teaching and learning of literature. Therefore, this study investigated 
the relationship between students’ participation in literary club activities their 
achievement in and attitude to literature-in-English in selected senior secondary 
schools in Ondo State. 

 
Hypotheses 
1. There is no significant relationship between students´ achievement in 

literature-in-English and participation in literary activities. 
2. There is no significant relationship between students’ participation in 

literary club activities and their attitude to literature-in-English. 

 
Significance of the study 
It is expected that findings from this study would provide relevant 

information on the usefulness of school literary activities, as it is related to 
literature-in-English in the secondary schools. The result of this study wou1d 
provide a data base for evaluating the use of literary activities as a means of 
improving achievement in literature-in-English teaching and learning. Hopefully, 
findings from this study will be of immense benefits to students and teachers of 
literature-in-English, curriculum planners, language educators, policy makers 
and all stakeholders in the teaching of literature-in-English in a second language 
situation. Specifically, the study would give teachers insight into innovative 
approaches through students’ participation in literary activities that promote 
students’ interest in learning literature-in-English and their achievement in it as 
well. The study would help teachers not only to encourage students to participate 
in literary activities, but would be able to link school-based literary activities 
with effective teaching of literature-in-English and use these to improve student’s 
achievement in literature-in-English. The result emanating from this study would 
provide basis for planning other school-based literary activities in schools and 
also help to include such activities among the pool of helpful teaching and 
learning activities for implementing the literature-in-English curriculum for the 
senior secondary school education in Nigeria. 
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Materials and methods 
A descriptive research design was adopted for the study. The participants 

were 500 SSII students purposively selected from 10 secondary schools in Ondo 
township. Three instruments used for data collection were literature-in-English 
Achievement test, Students’ Attitude to Literature-in-English and Participation in 
Literary Clubs Observation Schedule. This instrument was adapted from 
Amokeodo (2012). It contains 25 statements showing different degrees and 
levels of students’ participation in literary club activities. The rating scale ranges 
from 4 — I with the items as Frequently (4), Occasionally (3), Rarely (2) and 
Never (1). The instrument was trial-tested on comparable sample in two schools 
that were not part of the selected schools for the main study. The responses of 
the respondents were subjected to inter-rater reliability using Scott Pie and a 
coefficient of 0.78 was obtained.  

Students’ Attitude Towards Literature-in-English Questionnaire (SATLQ) was 
developed by the researcher to collect data on students’ attitude towards 
literature-in-English. It comprises 28 items of statements requesting for students 
responses on their attitude towards literature-in-English. The questionnaire 
items were structured) to have four-point Likert scale response options of (i) 
Strongly Agreed (SA), (ii) Agreed (A), (iii) Disagreed (I)), and (iv) Strongly 
Disagreed (SA). The SATLQ was trial-tested on 100 Literature-in-English 
students in to schools outside the selected schools for the study. The participants´ 
responses were analyzed using Cronbach alpha and the reliability coefficient of 
0.75 was obtained. 

Literature-in-English Achievement Test (LAT)  was developed to assess 
students’ knowledge in literature-in-English. The instrument is divided into 
sections A, B, C, and D. Section A consists of general questions on the rudiments 
of literature-in-English. This is a 10-item multiple choice objective test with 5 
options: A, B, C, D. and E. following each item from which the student were 
expected to select the correct option. Section B consists of 4 essay questions on 
the current prescribed drama texts. section C consists of 4 essay questions on 
prose, section D consists of 4 essay questions on poetry, out of which students 
were  to answer any two from each of the sections. The major areas in literature-
in-English covered in the test included: poetic devices, literary appreciation, 
literary devices, drama, prose and poetry. 

Structured questions based on the recommended texts and parallel questions 
were used to ensure uniformity and validity of the questions. The parallel 
questions were structured based on the West Africa Examination Council 
(WAEC) standard. The structural questions were drawn to reflect the educational 
objectives as stated by Bloom (1971). These were synthesized into 3 levels of 
cognitive domains of remembering, understanding and thinking. However, the 
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coverage of the questions was limited to the students’ syllabus in SSII and the 
level of coverage in the different selected schools as adequately taken care of by 
the researcher. 

 
Results and discussion: hypotheses testing 
Hypothesis 1: There is no significant relationship between participation in 

literary club activities and student achievement in literature-in-English. 
The result is as shown in table 1 
 
Tab. 1: Relationship of SPLCA, STP, STU and SSH with students achievement in 

Literature-in-English 
 

 Ss’ Achievement  in 

Literature-in-English 

Ss Text  

Possession 

Ss’ Text 

Utilization 

Ss’ Study 

Habits 

Ss’  Participatory 

in Literacy Club 

Activities 

Ss’ Achievement 

Literature-in-English 

1     

Ss’ Text Possess ,138* 1    
Ss’ Text Utilization .078* .053* 1 1  
Ss’ Study Habits .052* .228* .219* .158*  
Ss’ Participatory in 

Literacy Club 

Activities 

.558* .341* .016* 61.971 1 

Mean  15.135 64.907 50.055 61.971 75.988 
Std. Deviation 11.949 8.963 4.272 

 
5.853 
 

8.799 

Legend:  
* = Significant at P<.05 alpha level, Ss = students 
 

Table 1 shows that students’ participation in literary club activities has a 
positive significant relationship with students; achievement in literature-in-
English (r=.558; p<.05). This implies that SPLCA is related to their literature-in-
English. 

 
Hypothesis 2: There is no significant relationship between participation in 

literary club activities and students’ attitude to Literature-in-English 
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Table 2: Relationship of SPLCA, STP, STU and SSH with students’ attitude 
towards literature-in-English 

 
 

 Ss’ Achievements 

in Literature-in-

English 

Ss’ Text 

Possession 

Ss’ Text 

Utilization 

Ss’ Study 

Habit 

Ss’ 

Participatory in 

Literacy Club 

Activities 

Ss’ Achievement 

in Literature-in-

English 

1     

Ss’ Text Possess ,497* 1    
Ss’ Text 

Utilization 

.131* .053* 1   

Ss’ Study Habit .267* .228* .219* 1  
Ss’ Participatory 

in Literacy Club 

Activities 

.509* .341* .016* .128*  

Mean  66.637 64.907 50.055 61.971 1 
Std. Deviation 10.045 8.963 4.272 

 
5.853 
 

8.799 

Legend:  
* = Significant at P<.05 alpha level, Ss = students 

 
Table 2 shows that students’ participation in literary club activities has 

positive significant relationship with students’ attitude towards literature-in-
English (r=509; p<.05). This implies that, student’s participation in literary club 
activities is related to students attitude towards literature-in-English. Students’ 
text possession also has significant positive relationship with students’ attitude 
towards literature-in-English (r=.497; p<.05). This means that, students’ text 
possession is also related  to students’ attitude towards literature-in-English. 
Students’ text utilization ha significant positive relationship with students’ 
attitude towards literature-in-English. 

 
Discussion of findings 
The study investigated the relationship between students’ participation in 

Literary Club Activities and their achievement in and attitude to literature-in-
English in selected senior secondary school students in Ondo township, Nigeria. 
Findings revealed that students’ participation in Literary Clubs Activities 
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positively correlated with their achievement in and attitude to literature-in 
English. This might not be unconnected with the fact that informal approaches 
such as the use of literary activities that maximizes meaningful understanding of 
concepts in literature-in-English and also provides students the opportunity to 
interact with their environment. It also makes students and their teachers to 
collaboratively engage in worthwhile literary activities that will improve student-
student and student-teacher collaborative activities in order to improve learning 
outcomes when such activities are well-related to classroom lessons and learning 
experiences. Yore (2000) avers that when students are provided with 
appropriate experiences, they can use these skills and habits to construct their 
own knowledge base. Such activities provide concrete, active learning experience 
and relevant information beyond classroom lesson activities and also give 
students the opportunity to develop the initiative for communicative competence 
and other skills needed to become life-long learners. This finding corroborates 
those of  Yoro (2000),  Olatunji et al. (2003), Afolabi (2008), Oyekan (2006), and 
Owoeye (2009) who in separate studies found that engaging students in literary 
club activities stimulated them towards better academic success and promotes 
their interests in teaching-learning process. 

 
Conclusion 
It could be concluded from this study that efforts to enhance students 

achievement in literature-in-English and promote positive attitude to the subject 
should focus mostly on engaging students in meaningful informal literary club 
activities which would help them take ownership of their learning, improve their 
learning outcomes and remove the tension associated with the conventional 
classrooms. 

 
Recommendation 
Based on the findings of this study, it is recommended that literature teachers 

should adopt this informal approach in their quest for improved teaching and 
learning of literature in Nigeria. In addition, school managements should make 
school literary activities more effective to enable them serve as tools for teaching 
and learning of literature-in-English.  
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Abstract 
Teaching English as a Global Language (EGL) definitely is a challenge. The assertion 

assumes the introduction into the process of FLE (foreign language education) the forms 
of FL internalization clearly facilitating the process of teaching English as a global 
language (instead of assuming that this is only a variant of standardized ELT/ELL). One of 
the issues worth considering in this instance is the way the concept of teacher language 
awareness (TLA) introduced by Andrews [2007] can be observed from the perspective of 
EGL deliverance. The paper discusses the very idea of English as a global language, the 
reasons and the necessities of its research as well as possible changes to be introduced 
into the school syllabi when the perspective of teaching a foreign language has been 
shifted into the one of teaching a functional language. While accepting the currently 
existing message-production status quo, the paper offers a number of points-to-consider 
(mostly based on the researches carried out by House [2002] and Knapp [2002]) aimed at 
helping overseas learners become more productive message producers. Finally, assuming 
that teaching EGL ought to be different than the standardized forms of teaching EFL, the 
paper suggests a number of issues (such as the self-centered hypothesis, for example) to 
be possibly taken into account by any average native/non-native English teacher and, 
subsequently, included into the comprehensible language teaching plans of which they are 
the authors. 

 
Key words 
English as a foreign language (EFL), English as a global language (EGL), TLA, PCK, 

functional language, language teaching syllabus, motivation, subject-matter cognitions, 
self-centered hypothesis, attitude, belief, Byram’s resultative and motivational hypothesis. 

 
The paper discusses the very idea of English as a global language (EGL), the 

reasons and the necessities of its further research as well as possible changes to 
be introduced into the school syllabi when the perspective of teaching a foreign 
language has been shifted into the one of teaching a functional language. Thus, it 
is to be perceived as a form of meta-analysis of the currently existing situation 
that focuses on the synthetic analysis and the forms of teaching functional 
English (EGL) to non-native students of the language. While accepting the 
currently existing message-production status quo, the paper offers a number of 
points-to-consider (mostly based on the researches carried out by House, 2002, 
and Knapp, 2002) aimed at helping overseas learners become more productive 
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message producers. Finally, assuming that teaching EGL ought to be different 
than the standardized forms of teaching EFL, the paper suggests a number of 
issues (such as the self-centered hypothesis, for example) to be possibly taken 
into account by any average native/non-native English teacher and, 
subsequently, included into the comprehensible language teaching plans of which 
they are the authors. In this way the paper makes an attempt to find realistic 
answers to the questions often raised by many FL teachers, such as:  
1) what is to be taught;  
2) what is to be paid attention to during such an educational process;  
3) what FLT segments are to be focused upon;  
4) what pedagogical principles are to be applied and so on. 

 
General assumptions 
It goes without saying that English has become a world language. It is 

generally used as the language of world communication and in many situations is 
it difficult to imagine not to use English as a means of transfer of any whatsoever 
subjectively important piece of knowledge at the nation-above level. Historically, 
the reasons for the current status quo of the language can be traced in the past, in 
the whole post-war history of the world development, that is, in the moments the 
world – due to a number of inventions, such as radio, television and (especially) 
the Internet - has shrunk into a subjectively and objectively  perceived, clearly 
visible and cognitively comprehended village (using the famous remark offered 
by McLuhan in Stearn, 1986, p. 314).  

It is in that period of time when the US, one of the victorious allies of the anti-
Nazi coalition, has begun to build its economic and political domination in the 
world; it is also at that period of time when the language used by a great number 
of American politicians and economists has become one of the most easily 
recognized elements of help offered to the war-crushed nations and countries. 
The transmission of the information concerning many of the issues of the 
economic development and reconstruction of the countries, in case any of them 
were to be effectively used for the said reconstruction purposes was possible to 
be carried out in two ways: directly (i.e. by the people who were able to 
understand the contents of such instructions, so as to later implement them in 
practice) or indirectly (i.e. by means of having all the issues translated into the 
vernacular language of the addresses). As the first of the two options clearly 
appears to be not only far less complicated, but also much (economically) 
cheaper, it explains many of the reasons for the sudden growth of popularity of 
the language in the world.  

Such a situation resulted in an unprecedented thirst of knowledge; suddenly, 
people became aware of the fact that the more they know, the better decisions 
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they can take. This growth in human education was paralleled with human 
understanding of the importance of its correct processing and retrieval in case of 
possible re-use; the importance of cognition in the process of gaining the 
necessary knowledge, the salience of the application of various mental activities 
during human conscious involvement in many decision-making processes 
appeared to shift human attention on the instruments used during the transfer of 
information, i.e. the language. It was found out that as what generally matters in 
the world culture is the quality of the message, the language used during the 
process of such message transmission should be exact, structurally not very 
complicated, predominantly to-the-point and able to provide a large margin in 
the transmission of various types of information.  

Miraculously, it suddenly appeared that English might be a language fulfilling 
such expectations to some extent. It was found out (cf. Stradiotova, 2010; Crystal, 
1995) that English is a language which, due to its seemingly not very complicated 
structure, might be the language duly fulfilling the expectations of many of the 
proponents of the application of the language to be recognized, as this means of 
message transmission which both best secures and fulfills the interests of 
message emitters and receivers. Numerous researches carried out worldwide to 
discover these qualities of English which might nominate it to be the language 
duly exemplifying the interests of the world culture, revealed that the inherent 
qualities of the language, up to a point, show its structural difference from some 
other European languages (cf. Thornbury, 2004; Harmer, 2003; Close, 1979) as 
well as relative simplicity in the production of messages (cf. Crystal, 2002; 
Hakuta, 1986; Fries, 1973). However, at the same time, it was stressed that 
English, being an agglutinative language to a large extent (Millward, 1989), 
requires a totally new approach which has to be developed in any language user 
in case they would like to apply the language for the purposes of unrestrained 
message production. Numerous researches carried out showed that the structure 
of the language is not to be easily mapped upon the structures of many other 
European (and not only) languages and that one needs to develop a special 
structural approach to be fully able to adjust their ways of reasoning to the ones 
expected in English (cf. House, 2006, for example).  

In this way, on the one hand, it was confirmed that the inherent structure of 
the language may be recognized as grammatically-friendly to its users (as it 
doesn’t possess the traditional division into cases and one of its characteristic 
features is an easy-to-understand construction of a clause and/or a statement); 
on the other, however, it was also indicated that both the semantic and the 
pragmatic aspects of the language are largely dependent upon the configuration 
of words to be found in clauses, sentences or paragraphs. In practice, that meant 
that potential users of the language have to be aware of the existence of many 
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structurally-dependent linguistic traps, which might overturn the intended 
meaning because of the inaccurate word order construction of a statement. In 
this way, the assumption of the relative simplicity of the language was to be 
questioned (cf. Pinker, 1994) and an approach (based upon the hypothesis of 
language relativity, offered by Sapir and Whorf, 1956, reprint. 2002)  that any 
language has got its ups and downs  ought to be generally accepted instead. Such 
a stance resulted in the appearance of a wish to elaborate (for obvious reasons), 
as well as to test (both empirically and with evident amount of success), a system 
of learning English that would be effective enough (one the one hand) and not too 
time-consuming (on the other).  

 
Current approaches to teaching/learning EFL  
Following the general estimations, the process of teaching/learning a non-

native language has to be based upon a thoroughly elaborated plan where the 
pupils’ exposition onto the live language to be learned by them has to be artfully 
balanced with the appropriately prepared segments of information of 
structural/lexical/functional nature. Teachers are generally recommended to 
remember about the methods, as well as to possibly elaborate their own 
understanding of the recommended approaches to the technical processing of – 
what is called - the teaching business. It is not only Ur (2007), or Harmer (2003), 
but also many other scholars dealing with linguistic and/or glottodidactic 
activities try to explain the many problems a FL (English) teacher may face. 
Information, such as how to effectively deliver a language in the language 
classroom, how to be able to notice the learners’ expectations during a language 
lesson, or how to manage a language classroom so that the learners become its 
active participants are definitely of utmost importance to anybody wishing to 
decently perform the demanding profession of a language teacher. Anthony 
(1963), as well as Richards & Rogers (1986, reprint. 2001), who not only 
modified the ideas offered by Anthony, but also outlined a different perspective 
for the very act of FL education made an attempt to stress the (direct and 
indirect) importance of ordered (and well-organized) teaching/learning process. 
Kumaravadivelu (2006), in his seminal book on the Post-Method, indicated that 
FLE was never to be fully limited  to and dependent on the prescriptions offered 
by the existing methods, but that the teaching process ought to fully rest on the 
teacher’s shoulders who had been nominated the sole organizer of the whole 
process of language deliverance, in this way agreeing for the practices of mixing 
various language teaching methods if only the final outcome were to be the 
growth of language competence of the learners. Such suggestions, aiming at the 
facilitation as well as better (and smoother) organization of the process of FLE 
were expected to help the learners become not only more involved participants 
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of the language lessons, but also more competent users of the whole message 
production business. It was found out that the very process of FL (English) 
education, when squeezed down to the practices based on continual repetition of 
the structural rules found in a language appears to be inefficient as the learners 
became competent applicants of the language rules instead of becoming fluent 
language speakers; likewise, it was also discovered that thoughtless and not 
always well organized, routine-based work focused on the practice of the skill of 
speaking resulted in the pupils’ “parrotization” (Chomsky in Lyons, 1978) as, 
despite their efforts, they still were not able to produce the statements they 
really wished to.  

All these approaches, while not being able to offer a miraculous magic wand 
giving FL learners a way to fast and easy internalization of the new language, still 
helped a lot in the scholars’ attempts to outline the psychological silhouette of a 
language learner. It was found out that what really matters in the language 
learning process is the rate of learners’ involvement in the learning activities; in 
this way, it was proposed (cf. Harmer, 2003; Andrews, 2007; Ur, 2007; 
Thornbury, 2008) that the focus was to be put on the learner. What suddenly 
began to matter was the students’ decisions as to what form and type of 
language, as well as with what rate of involvement they were willing to deal with 
(cf. Hutchinson & Waters, 1987; Robinson, 1991; Basturkmen, 2008; Veselá, 
2012). Apart from that, it was also found out that language learners, when poorly 
motivated, are not always able to produce such a language-promoting attitude 
that would either never let them forget about the reasons which actually had 
pushed them towards taking up a decisions to learn the new language, or 
facilitate the growth of such a voluntary pro-language learning conclusion in 
them.   

The position of a language learner in the moment s/he begins studying 
(discovering) the new language, suddenly appeared to become a research topic 
so fascinating and time-consuming that, as a result, many aspects connected with 
her/his internal (mostly), but also external, attitude and approach were not only 
revealed, but also evidenced.  

While analyzing the mutual position of both the teacher and the learner 
during a language lesson it was found out that it is mostly the teacher who 
possesses some amount of the didactic and pedagogical knowledge, possibly 
useful in the process of FL education; as far as the learners are concerned, it was 
discovered that there exist at least two different categories of them: the ones that 
are quite aware of what they want to obtain during the process of FL schooling; 
and the ones that consider a FL (English) lesson as a lesson, where it is only its 
contents what differentiate it from other lessons. As it is the teachers who are the 
‘givers’, and the learners who are the ‘receivers’, if a language lesson were to 
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resemble the process found in an act of communication (where, similarly, a 
message editor edits it for the purposes of mutual exchange of the information 
with the message receiver), such a lesson has not only to be well-organized, but 
also match the expectations subconsciously formed by the learners. In other 
words, the processes of perlocution, locution and illocution (proposed by Austin, 
1962) have to be finely adjusted to the proportions of the classroom 
presentations. Anything planned to be presented in the classroom (perlocution) 
has not only to be presented (locution) because of some obvious reasons 
(illocution), but also in such a way that the learners were, first, able to grasp the 
sense of this presentation and, second, accept it. This appears to be one of the 
basic golden rules of mutual classroom cooperation that may count for the 
language learners’ acceptance and/or approval (cf. Feuerstein, 1981). 
Additionally, such an approach may expect success in the FL learners’ attitude to 
the lessons they are about to take part in.       

The process of attitude shaping of FL (English) learners usually rests upon a 
number of pretty delicate sensors, many of them deeply ingrained in the learners’ 
sub-consciousness. In dependence on where the process of FL (English) learning 
takes place (cf. Schumann, 1976), the learners are more or less aware of the 
necessity of learning the language. If the expositional force of the language is 
evident, the learners become more aware of the fact they have to learn  a foreign 
language; however, in case such an expositional force weakens, the learners 
become less aware of their obligations. In this way, following Schumann’s 
estimations (1976, p. 139), the learners learning a FL (English) in the artificial 
conditions will be [moderately] weakly exposed to the language they are 
expected to learn, what means they would have to be additionally motivated by 
the teacher. As it seems, both the learners’ attitude to the learning process and 
their motivation to decently perform their classroom obligations will become a 
dependent variable resulting from their understanding of the necessity of 
knowing the language. The clearer this picture has been formed in the learners’ 
minds, the higher is their level of pro-language motivation; the more aware they 
are of the fact they should become competent language users, the more positive 
pro-language attitude has been formed in them.       

Byram’s (2004) resultative and motivational hypothesis seems to function as 
a strong evidence to back a supposition that the learners’ success is an aggregate 
of their attitudes and beliefs towards a given FL learning process. Following 
Byram (2004, p. 53) it is assumed that the learners’ success in a foreign language 
results from their attitude towards “the language, country and people”. While 
explaining this hypothesis, Byram indicates that such a positive attitude has to be 
effectively shaped in FL learners or else its evident deterioration can be 
observed. One of the reasons illustrating the negative changes to possibly occur 
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in the FL (English) learners’ attitudes is his claim that plenty of course-book 
exercises are fully devoid of any whatsoever piece of information on the target 
language (TL) culture. When FL learners are to deal with such structures “(…) 
bereft of the target language culture”, many of them are willing to consider them 
as similar to mathematical equations. It is in this moment when short-termed 
attitudes, stemming from a wish to obtain a relatively good grade for the work 
done prevail and the learners lose the larger perspective of language 
competence, effectively dimmed by a wish to perform well here and now. It is 
also worth remarking in this moment that the language expositional potential of 
such learners has been largely limited to getting in touch with the exercises and 
their pro-language perspective was shifted from the one of knowing the language 
to the one of knowing an element of the language right away. 

This is also where the second element of the hypothesis can be seen.  It is 
believed that the learners’ attitudes result from their beliefs (which may be 
short- or long-termed) as to the final success in the process of FL (English) 
learning. In the case their attitudes can be described as “stable of, motive-like 
constructs” (Byram, 2004, p. 55) their motivational orientations may be of either 
instrumental or integrative type. The former orientation invariably indicates the 
learners’ concern of the final grade (and thus becoming professionally skilful, 
similarly to their achievements in some other school subjects); the latter, 
however, assumes the existence of the learners’ interest in the language, 
understood as the most evident illustration of the cultures it embodies (Kramsh, 
1998, p. 3). In this way, their second orientation must entail the learners’ 
involvement in the process of FL (English) discovery understood as a larger and 
broader contact with the language learned by them (what actually means the 
appearance of more language-aware learners). 

Ellis (2008, p. 287) claims that FL learners’ attitudes are shaped by their 
beliefs towards the target language speakers and culture, as well as the average 
importance of the necessity of future TL application in the moment they are 
expected to use it, still being the inhabitants of their own (i.e. native) culture. An 
assertion like this one more time illustrates the way a FL (English) attitude is 
shaped in the learners’ minds; additionally, this is where one can learn that it is 
the learners themselves who are primarily fully responsible for the formation of 
the internal picture illustrating the relative necessity/importance of the language 
they are about to learn. But a claim like that must also indicate the position of a 
person providing the learners with all the language-connected information. This 
is where the notion of functional language can be placed.  

Quite a different issue, although clearly relative to those of the learners’ 
attitudes and of functional language, can be formed by the notion of beliefs. Up to 
a point, such a stance emerges from possible profits language learners may gain 
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after they have satisfactorily completed certain amount of language-connected 
work. In case the learners mastered a FL because of their wish to be successfully 
incorporated into the TL society (functioning on the position of immigrants, for 
example), the relative strength of such a belief is approximately high and many of 
such learners are not only willing, but also able to work hard to attain final 
success (cf. Acton & Walker de Felix, 1995, p. 20-22). Additional information  in 
that matter can be found in a well-known research done by Acton (1979), aiming 
at the estimation of a perfect second (other) language learner, which proves that 
the sociological attitude (shaped by the learners’ beliefs) cannot be totally 
disregarded. While placing the ideal FL learner exactly in the middle between the 
relative influence of both SL and TL cultures, Acton showed that any of the two 
prevailing influences may dim the other perspective and, in this way, slow down 
the process of the learner’s growth of a FL potential. 

Naturally, the process of growth of one’s FL potential can be stimulated (both 
negatively and positively) in a number of different ways. Thus, the learners’ 
attitude to the very process of language learning ceases to be focused on their 
growth of the FL competence, having been invariably projected upon the grades 
received for such work (cf. Lamb, 2004; Sarason & Sarason, 1990; Haraczkiewicz, 
Manderlink, & Sansone, 1984). Additionally, Vallerand & Reid (1984) showed 
clear interdependence between the grades and the learners’ levels of motivation 
in respect to their level of satisfaction form the grades received by them, stating 
that the learners’ motivation clearly gets down when the grade received 
approximates their beliefs as to the actual level of competence held by them.  

An approach like this is not always accompanied by the one found in teachers; 
and even if it assists (up to a point, at least) the attitudes revealed by the 
learners, it is often pretty selective, primarily focusing upon certain points, 
subjectively assessed as more important. Numerous material consolidations 
carried out by teachers (mostly the ones who closely follow the course-books) 
are very often limited to the material covered by the nearest unit and hardly ever 
cover larger portions of the material. Grolnick & Ryan (1987) explicitly showed 
that such an approach appears to be detrimental to the all-over process of FL 
internalization, as it may inform the students that the material learned earlier, 
after it was positively assessed by the teacher, clearly loses in its relative 
importance in respect to general positive grade achievement ratio, what results 
in its forgetting. The results of this research show that the learners’ attitude to 
the language material, as well as their average motivation to its mastering, are 
evidently shaped by the, often unsaid, teachers’ behavior and that too obvious 
splitting of the material to be delivered to the learners results in evident lowering 
of their pro-language motivation (and, in this way, slower growth of the FL 
potential). 
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English as a Lingua Franca (LFE) – the approach and the actual 
estimations 
While making an attempt to grasp the idea of Lingua Franca English (LFE), as 

well as to fathom the reasons of its growing popularity, one has to look at the 
whole problem both from the point of view offered by the history of language 
development  and the movements one is currently able to observe. It is glotto-
philosophy which seems to offer an answer concerning the reasons of a language 
development; it is the current social situation observed in Europe (but not only 
there) which also explains the necessity of existence of such a language variant as 
LFE.  

By now at least two points seem to be certain. The first one concerns the 
current status of  LFE (cf. Hülmbauer et al., 2008, p. 28); the second one focuses 
upon the fact that it has to be recognized as a functional language.  

Following Polok’s research  (2013, p. 127) the nature (and the status)  of LFE 
has been defined as exonormatively oriented; it means that LFE, despite the fact 
the number of LFE users far exceeds the one of ‘regular’ English producers still 
cannot be recognized as an independent language, let alone its dialectal forms 
(just as American English is), but is to be recognized as a societal phenomenon. In 
order for a language to be defined as a dialectal form, some of the features of 
endonormative language  have to be evidenced (such as, for example, the ability 
to produce inherent norms of use to be observed in it, in contrast to norm-
depending forms of linguistic activity to be observed in case of exonormative 
orientation). As stated above, so far none of the endonormative activity of LFE in 
any of the linguistic forms of activity has been observed.      

The issue of its functionality is to be tackled with care. First of all, a definition 
of a functional language has to be analyzed; second, the features of such a 
language have to be found; and third, right after discovering whether such a label 
of functional language can be stuck to LFE, it is necessary to find out if this form 
of language is duly delivered to school pupils. The basis for such a behavior 
appears to be clear enough; if it is school pupils who are supposed to use a global 
language for the purposes of international communication, what remains is to 
find out whether the characteristic features attributed to a functional language 
are correctly practiced with its future users. In other words, one has to learn 
whether the pragmatic (mostly) aspects of an act of communication are being 
paid attention to during lessons as well as whether language teachers, not only 
know what pragmatic aspects are characteristic for an act of functional 
communication, but also are able to effectively introduce them to the learners. 

While making an attempt to define what a functional language may be, one 
may apply a less or more complicated definition. Basing upon a simpler one, such 
‘functional language’ may be labelled to be the language applied to perform 
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various linguistic functions, such as producing orders, apologies, requests, 
promises and so on. But definitely, such a definition turns the learner’s attention 
towards language in general (as any language is predisposed to perform such 
functions). It seems, therefore, necessary to focus upon certain linguistic features 
that can be approached from the point of view of language simplicity, especially 
when assessed as some flexible instrument used for fast message-production. It 
is there where a technical definition used in language program-ming may be of 
help. Definitely, not getting into the detail, one may define a functional language 
to be a language allowing for the production of semantically valid messages with 
the help of the smallest number of possible linguistic instruments. Secondly, the 
implementation of such instruments ought to match the lowest possible level of 
generality and abstraction. And third, last but not least, the possible (and easily-
learned) operations of semantically valid forms of linguistic processing should be 
as uncomplicated as possible. It is here were relative simplicity of world 
languages is to matter. It also seems here where the semantic instruments used 
for message production in English have to be carefully analyzed from the 
perspective of the language pragmatic possibilities. 

The research carried out by House (2002) offers a couple of conclusions that 
have to be taken into account at least. The research itself appears to be most 
extremely educationally salient but, mostly for the purposes of textual scarcity, 
only a few of the conclusions will be presented here.  

The first and, by far, the most important observation is a tendency of 
following along the “monologic tracks” (i.e. avoidance of interaction) by non-
native users of LFE. While taking part in a conversation, the research participants 
tried to say whatever they wished to inform the other inter-actants about, not 
revealing any inclination to co-operate. This observation induced House to 
support and re-formulate the Self-Centered Hypothesis, formed earlier by her 
(House, 1999), assuming that LFE inter-actants tend to prefer concentrating on 
their own ideas rather than sharing the solution of the problem with other talk 
participants. However, this behavior appeared to be shared with a form of  
“marked solidarity”  with all the remaining talk co-actants, always ready to help 
each other overcome visible verbal difficulties. As it seems, the feature aimed at 
the discovery of the [local] meaning has been spread onto all the talk participants 
and the negotiations to fix the actual meaning of the idea have become one of the 
most salient features of such a form of message exchange (This, clearly observed, 
contradictory controversy can be explained on the grounds of argumentative vs. 
social forms of message presentation. The evident will to help others verbalize a 
concept clearly enough results from the sociolinguistic rules (such a paying 
attention to comprehensible presentations of individual statements) rather than 
the inter-actants’ flexibility about the clarification of the global notions. In this 
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respect talk co-actants still preferred pursuing their own ways of 
argumentation). 

What is more, the inter-actants did not make an attempt to apply any 
preparatory strategies, which are normally observed in acts of turn-taking, such 
as “I’m sorry to say so but…” , or  even “I must say that…”. Instead, the very content 
of the message was produced, with an effort to make as clear as possible that the 
co-actant agrees (or disagrees) with the opinion just heard. Such an approach 
means that the generally elaborated conversational “rules of elegance” have been 
recognized as redundant and removed by them. What remained is the crude main 
body of the message without any whatsoever additional verbal ornaments.   

Another evident feature found by House while analyzing LFE talks was the 
“Let-It-Pass Principle”, that is the visible co-actants’ behavior of being not fully 
interested in the final verbalization of a concept in the moment they were able to 
grasp it skin-deep. This evidently face-saving activity (in the sense of Goffman, 
1967, p. 5) may result from the talk participants’ will to concentrate on some 
more important, in their opinion, issues such as letting the talk go or 
optimistically hoping that the issue, albeit not clearly presented, will somehow be 
encoded by the other talk participants and accepted by them as understood. This 
form of verbal behavior appeared to be applied so often by the talk participants 
that it has to be recognized as one of the characteristic features of LFE. Such a 
form of behavior lets the talk participants omit various possible 
misunderstandings based on culture-related differences, as well as accept 
evident differences in meaning that may result from native-culture item/concept 
verbalizations. Additionally, this procedure indicates that LFE talk participants 
tend to concentrate on these language features which appear to be far more 
important to them, i.e. the transfer of the general meaning of a concept rather 
than focusing over some required form of verbal correctness.  

Finally, the issues of assumed culture relevance have to be recognized. 
Despite the claim that any language is to be recognized as culture-oriented, no 
such attempts have been discovered in the talks of the research participants. 
What could have been found out were their attempts to be understood despite all 
possibly amounting problems. The co-actants primarily tended to concentrate 
upon the production of the expressions illustrating their threads of thought as 
clearly as possible (in case of a failure they could usually count on their partners’ 
help), thus making an attempt to apply mostly these expressions of which they 
hoped to be recognized as unmistakable message carriers by other talk 
participants. Such an approach may indicate that it is the learners’ monitor (i.e. 
these expressions that have been duly internalized by them) that orders them to 
select only such [more popular] phrases which have been expected to be known 
by other talk participants. 
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The whole process of talk has been constructed in a special way; the talk 
participants tend to focus upon more commonly used expressions, not paying too 
much attention to their actual grammatical shapes, while concentrating upon the 
aspects of meaning transfer first of all. In this way, the very process of making 
use of the meaning-transferring language has been squeezed down to the 
application of the most necessary linguistic elements, such as the production of 
the most popular phrases of which the talk participants were fully aware. Their 
care concerning the production of the message contents was limited to these 
elements which might (up to a point) secure not committing a mistake when 
selecting the phrases illustrating their threads of thought.  

 
The practice of teaching/learning contemporary English as a functional 
language 
The research descriptions presented above allow us to indicate possible 

forms of educational behavior in respect of teaching/learning a FL. At the same 
time it is possible to abolish certain myths so far existing in the process if FL 
teaching. Assuming that LFE is this form of English language course participants 
expect to receive the issue of the language functionality has to prevail. It is these 
segments of the language which have to be paid attention to first of all. In this 
way, it is not the aspects of the language culture roots, nor even these concerning 
correctness of the language grammatical constructions which have to be focused 
upon first of all, but the ones focusing upon the production of meaning. The 
issues of language pragmatics, so far effectively hidden behind the demands of 
careful teaching of the grammatical constructs, appear to be the most salient ones 
for the LFE users. Apart from that, teaching the so-called literary language seems 
to be a relatively less relevant. Using the taxonomy used by Cummins (2001, p. 
43), what LFE users need first of all are BICS, not CALP.  In other words, having 
approximately mastered BICS (i.e. being able to make use of a number of 
generally commonly used English expressions/phrases), LFE users are able to 
produce their messages at the level recognized as appropriately meaningful by 
most of non-native message receivers. 

Such an approach means that the insertions found in CEFR urgently need 
their more exact definitions. Not every English teacher remembers what has been 
hidden under the CEFR indications and even if they know that each of the 
respective letters indicates a language level of competence of their learners, the 
descriptions of what has to be attained by them when participating in the process 
of language discovery does not seem to be very clear. In most cases the learners 
are requested to concentrate upon the grammatical problems, whereas a hope 
that they will discover the pragmatic aspects of the process of communication to 
be observed in English themselves remains a form of unsaid wishful thinking. In 
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case one wanted to deliver so-called functional language to the learners, one 
should focus upon these linguistic elements which duly indicate their 
functionality in the pragmatically-assessed process of message production. In 
other words, one should be able to recognize the communicative (i.e. functional)  
functions of language rather than the structural ones. Requesting the learners to 
concentrate upon the structural aspects of a language (what seems to be daily 
practice in many state schools) leaves many of the learners unprepared to face 
the demands of everyday message production.  

As the process of learning anything (language learning included) is based 
upon the cognitive involvement of a learner in an educational activity, the issues 
of psychological analysis of such a process must not be overlooked. This is where 
careful analysis of the theory of subjective and objective self-awareness (cf. Duval 
& Wicklund, 1972) can be of help. Briefly speaking, humans are not just robots, 
unable to recognize what they need, but animate creatures ready to assume an 
approach towards everything they do. From this point of view, they are able to 
recognize their general needs in the moment they have made up their minds to 
start doing a planned activity. If they wish to learn a foreign language they would 
primarily like to discover the final ways of its application (i.e. how to use it for 
the purposes of meaningful message production). As they are not able to find out 
how difficult a process it is (this is where their objective self-awareness is at 
work), they start getting more and more annoyed, as they keep making use of the 
language still not being able to convince themselves that they can produce their 
messages the way they would like to (this is where their subjective self-
awareness appears). In other words, the more subjectively self-aware they 
become, the more difficult the process of the language general recognition 
becomes for them. As the usual process of language learning effected in schools 
mostly focuses on the recognition of its structural elements, the learners believe 
that this is the way to their linguistic mastery. Additionally, the process of school 
language education makes an attempt to introduce many of the CALP aspects to 
the learners, focusing on the writing-based techniques of language deliverance 
(in many schools strictly following various language handbooks the learners are 
requested to write rather than to speak). When one takes into account that the 
very process of FL education is delivered within a strictly defined amount of time, 
there is not enough time to let the learners “befriend” themselves with the 
particular pragmatic techniques observed within the FL language learned by 
them. In other words, the functional aspects of the language appear to be slightly 
left loose, with the primary stress to be placed upon the practice of its structural 
side, the learning of the lexemes included (cf. the research carried out by Long & 
Robinson, 1998, in that matter). House (2002, p. 263-264) concludes her seminal 
paper with the following words: “The overall aim of the planned [LFE] course is 
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then to heighten students’ sensitivity to others’ communicative needs and to 
enable them to formulate their own questions and reply appropriately to 
questions posed by others, to realize their own communicative intentions in a 
less superficial manner, and to reach a deeper understanding of others’ 
communicative intentions.” It seems a matter of careful analysis of an average 
EFL course delivered in many state schools to discover how many of the remarks 
postulated by her are really introduced during the students’ classroom contacts 
with English; it is also a matter of equally careful analysis to find out how far the 
activities observed there match the expected levels of language fluency 
postulated by CEFR. 

 
Final remarks 
The meta-analysis of the currently observed forms of research, that focused 

upon a number of problems connected with teaching EGL, seems to have 
provided answers to a few of them at least. As the most principal points that 
require to seek answers for were elicited at the beginning of the paper, what 
follows is an attempt to find solutions to these issues that demand to be 
answered immediately. 

First of all it is important to observe that quite a lot of EGL teachers, as well as 
many EGL specialists, still prefer to teach English as if it were an administrative 
task to be fulfilled by them. One must never forget that any language is not an 
inanimate being; as this is a product composed of human emotions, it is always 
equipped with some portion of (metaphorically understood) soul. People use a 
language to express them-selves, to reveal their worries and their joys; it is 
always used to illustrate some, personal-ly important, reasons. This is where 
pragmatics must have a go – one has to discover a sense in learning a language, 
the sense that always directs language users to select these phrases and these 
structures that would illustrate their feelings and their emotions in the way 
personally assessed as the best. A situation – quite common in many EGL 
classrooms – where the primary focus is put on the lexical and grammatical 
structures that –as it is said - make the language, and their subsequent analysis 
that takes most of the precious classroom time, has to be so modified that many 
of pragmatically-emerging issues must be added to the educational gist.  

A step like that can be brought forth in a number of ways. Not only should EGL 
learners be given a chance to commence their educational process with evident 
outlook on its final results, but also the obvious issues directing them towards 
the inherent and unique, pragmatically-sensed language features are to be 
incorporated into the syllabuses.  

Many learners, for example, even those who have achieved quite a high level 
of language competence, are still unaware of one of the peculiarities of English, 
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such as a manner of preamble applications when expressing their own opinions 
and speculations  (as contrasted to the presentation of generally known facts) 
and mistakenly interpret a phrase like “It seems/appears to me that…” as a close 
equivalent to a phrase “It is…”. Many of them still appear to be unaware of the 
function English prepositions perform in the language and the ways they help the 
language users express their opinions in the ways amply illustrating their 
thoughts (cf. “my dreams” vs. “the dreams of mine/me”). Like-wise, many of the 
language learners tend to consider the grammatical/lexical structures as the 
elements of the language instead of the elements of speech. Even if these are 
recognized as obvious examples of hair-splitting, they still remain some of the 
characteristic features of English that add to the easiness of message production 
on the one hand and its elegant appearance on the other. The research done by 
Knapp (2002, p. 217-244) is an example convincing enough that the quality of 
message production does matter even if a discourse participants are non-native 
users of English. Those, whose general level of perception of both the internal 
and the external outlook of the language is larger and more comprehensive are 
generally recognized as more desired conversation participants. People prefer to 
talk to them not only because the general process of information exchange is 
faster, smother and far less complicated, but mostly because they are not 
compelled to participate in many tedious and time-consuming meaning-eliciting 
activities. 

Besides, following what has been presented in the paper, this is simply not 
true that various pragmatics-connected features of language may be recognized 
as being of lesser importance during any process of FL education. Any person 
who beings discovering what the language they want to learn looks like ought to 
be given a chance to find out its otherness; a piece of strongly stressed 
information that directly refers to the soul the language has got, a message that 
ought to help learners-to-be visualize the uniqueness and the unrepeatability of 
the language that is to be studies should remain one of the principal tasks of a FL 
teacher. A stance that it is the structures any language possesses and that is it, 
therefore, these structures that the language learners ought to be primarily 
acquainted with seems to be a short-sighted one; even if one has perfectly 
learned what all the screws, tubes, pipes, containers and pumps neatly positioned 
in a car engine are for, one is still not able to learn how to drive this car. What one 
needs is to make oneself aware of their mutual and well-coordinated cooperation 
that is to be processed as a result of one’s watchful and intentional skill-geared 
activity that would be labelled as car driving. In other words, as experienced 
drivers claim, before one has discovered what driving a car is one has to feel the 
car, to touch its soul, to smell it – and this is where they need time. Likewise, 
before one has discovered what (intentional) speaking a language is, one should 
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be given enough time so as to experience the possible (both structural and 
pragmatics-emerging) forms it contains, as well as to learn how they co-operate 
and what comes out of this co-operation. In other words, one needs being 
exposed to the language one wishes to learn. The lesser time one has spent on 
making friends with the language one has made up one’s mind to learn, the 
smaller chances one will have to become its proficient user. This remark seems of 
importance, especially when the FL educational process takes part in – as 
Schumann (1976, p. 399) calls it – in artificial conditions.  

What naturally emerges form a situation sketched above it that the very 
process of FL education has to be changed. As, what Vygotsky (1971, p. 276) 
claims, language is a means of communication formed by people for people, it is 
this pragmatic aspect that must never be lost sight of during any process of FL 
education. The necessary conditions that have to be met are, as it seems, the 
following ones:  
1) the learners have to be given a maximal period of exposition onto the target 

language (TL) during the whole process of FL education;  
2) the very process of FL education should embrace not only the exercises 

concentrating upon the structural aspects of the language, but also the ones 
that herald the pragmatic application of these structures;  

3) what the whole FL education has to be focused upon is not classical online 
(and short-termed) remembering of the structures, but these activities that 
aim at the construction of internalization-friendly atmosphere. Until the 
learners have been offered a situation relative to the one defined above, they 
will continue learning various language structures for the sake of reproducing 
them rather than making a practical use of what they have got in touch with.  
This is one of the principal features discovered by House (op. cit.) in her 

experiment – the language users mostly focused upon the neat and appropriate 
organization of their own thoughts/opinions – on the one hand, clothing them in 
the basic words/phrases they have remembered to be functioning in English; on 
the other, however, they tended to retain the pragmatic features they have been 
aware of their existence in their mother tongues. And they did that, because they 
had to follow one of the basic regulations of any discourse organization – the one 
that allows to split the message contents (message semantic layer) from the form 
in which the message itself has appeared (message pragmatics). As it looks, the 
grammatical structures that can be found in a language, mostly aim at different 
processes of production of the semantic-oriented elements of a message, leaving 
the reasons explaining their appearance a little bit aside. This happens because it 
is easier to negotiate for the final picture of a message after one has got its 
sketchy silhouette. However, in the case the message itself has been equipped 
with some at least pragmatic (i.e. decision-indicating) features, the whole process 
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of negotiation for the meaning has become much simpler and much faster, 
allowing the talk participants to communicate in a far less complicated way. 

An approach presented above allows access to the organization (and the usual 
practice) of a FL lesson. As it has been generally accepted that what has to be 
given to the learners first of all are nouns, plenty of FL handbooks start flooding 
the learners with the nouns they are supposedly expected to be needy of. Even 
beginning children are being offered such nouns as table, blackboard, chalk, ruler 
or chair. It is only after some time that the verbs are being cautiously introduced. 
A very sound idea, offered by Hinton (2003, p. 80) among others, that – especially 
in the case both the students and the teacher are not fluent in the language 
learned/taught by them – it is verbs any process of FL education should 
commence, as it is verbs that are generally used to inform about one’s  activities. 
As many of them are not strong TL vs. MT (mother tongue) equivalents, the 
learners do not often know the exact definition of an activity, what results in 
their numerous and quite commonly observed decisions to use a verb that partly 
only describes the activity originally planned to talk about. In many situations 
they are even cornered, as the rules that tell the language users how to handle 
the verbs when operating their TL differ a lot from the ones applied when 
functioning within the MT area (A situation like that can be met by Slavic learners 
of English, as in most Slavic languages verbs are closely connected with prefixes 
which are used to indicate the direction of an activity, for example. In this way, 
such a regulation is more or less equivalent to the rule describing the forms of 
use of English phrasal verbs; however, hardly any English handbook for Slavs 
contains such information). One of obvious results of a situation like that is 
excessive production of slogan-like (round and, hopefully, safe) expressions that 
should offer the message receivers a shadow of the original meaning that was 
planned to be emitted but, regretfully, was not, as the learner either was not 
certain or even did not know whether such a word/phrase could be used as a 
meaning carrier of an idea that had been born in his/her mind. 

Such an observation can be recognized as one more conclusion that can be 
made on the grounds of the experiment described by House (op. cit.). The nature 
of the negotiations for the meaning, clearly observed in the experiment, appears 
to be anchored deep down in their processes of FL education and the habits they 
had been expected to become the owners of, the processes where, supposedly, 
nouns dominated over verbs and where the information concerning the 
pragmatically-colored application of many of the verbs was not fully paired with 
the subsequent information concerning their use in their MT (i.e. without hardly 
any whatever notion of language equivalence). This approach, in turn, resulted in 
the appearance of a wish many of the MT pragmatic regulations to be 
inappropriately transferred onto the FL soil. Depending on the actual level of 
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language awareness of any of the talk participants, in some cases the phrases that 
partly illustrated the pragmatic load of the original ideas were used; however, 
when the level of the language awareness was lower the original MT phrase-
emergent pragmatic regulations were applied (cf. anxiety to transfer the 
semantic aspects of a phrase contents predominantly, instead of the applications 
of the regulations English pragmatics expects their users to apply). 

One more aspect that has to be noticed when one makes an attempt to analyze 
House’s experiment are the evident limitations of the co-actants lexicon they 
were to apply when organizing their TL messages. One can easily find out that 
most of the words/phrases used by them can be allocated within the group of 
words labelled by Ogden (1937) as Basic English, that is the vocabulary of up to 
850 words recognized as absolutely necessary if one wishes to hold a 
conversation in English. Such a situation may result from the fact that many of 
them have not been duly exposed onto the TL. One of the reasons for the 
occurrence of such a predicament may be found within the currently found as 
learner-friendly techniques of FL education that assume the introduction of the 
learner’s MT into the FL educational area. It has been claimed that the learners’ 
MT is to function as a form of evident help when the learners are to find out 
what’s what within the language they are expected to fathom. It is believed that 
as FL learners are generally expected to learn it with evident help of the 
information found in their first language (cf. Schmidt’s noticing hypothesis, 1990, 
p. 129), it would be easier for them to provide MT expressions alongside the ones 
occurring within the TL. While the theory being more than correct, the practices 
– as it usually happens – have been directed into the area not fully expecting such  
a technique to be introduced. It can be doubtful, for example, whether the 
construction of some FL (English, mostly) handbooks in a way where the two 
languages i.e. the MT and the TL have been given equal rights really helps the 
learners to discover what’s what. Apart from the fact that – as it happens in this 
instance – the learners’ MT lexicon is much stronger from the one that is 
expected to be formed by the learners (i.e. the TL lexicon), what they urgently 
need is a set of wisely organized procedures that should help them internalize 
the phrases they have to store in an easy-to-be-retrieved way. However, if all the 
exercises found in such a handbook have got their headline explanations in the 
learners’ MT (to be subsequently repeated in the TL) the learners, in most cases, 
do not pay attention to what follows after the MT information as they are 
primarily interested n what they are expected to do in a given exercise, not how a 
given phrase looks like in the TL. If, additionally, the teacher also uses the 
learners’ MT during the lessons (such a situation is quite common, when a book 
like the one mentioned above is being used), what exposition onto the TL do they 
have? Not only are such learners being offered a course that hardly meets their 
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initial expectations, but additionally a course like that effectively, limits the 
learners’ interest in the language, squeezing it down to sets of exercises that have 
to be completed.  

Such course limitations must result in the scope of performance and 
proficiency of its participants – not having enough time to master the use of TL 
structures and/or phrases, nor realize the nature of the TL interaction-emerging 
principles, such learners are simply unaware of the whole process of message 
production and do what they think they can do – produce crippled and slogan-
like expressions that are not only difficult to grasp but also discover any meaning 
in. When, later on, they are expected to produce some sentences on their own, 
the first thing they usually try to do is to sketch the outlines of the idea and begin 
their negotiations for the meaning. This is what can also be found out in the 
experiment carried out by House – the learners’ past which was so different from 
the one many of them had expected it to be.  

The paper began with a statement that English is a global language and that 
millions of people worldwide would like to learn it mostly because knowing it 
would let them open the gate to success, career and better life. Each of them, 
when they start to learn it, is usually full of enthusiasm and optimism, believing 
they would be able to exchange their opinions with many other people in the 
world. Much of the final success belongs to them – their perseverance, load of 
positive motivation and a strong belief that they would be able to reach the peak. 
But there is also a portion of responsibility of the FL teacher – the ways of 
facilitation offered by her, the organization of the whole course, the ideas she had 
when she was with the learners during their work. This what also has its values 
when the issues of EGL education are at stake.    
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Abstract 
In light of the increase of students with international backgrounds in the classroom, 

there is a strong movement to have a more multi-linguistic approach to foreign language 
education. Although met with skepticism by some teachers, by including students' multi-
cultural and multi-linguistic backgrounds in education, educators are to help students 
learn more effectively. In order to contribute to its linguistic foundation, this paper will 
look at the constructivist principles of code-switching as a guiding principle for including 
multilingualism in English as a foreign language education.  
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Introduction 
In 2001, Anderson said the following about the developing globalization 

worldwide, "It has become obvious that a huge and many-sided evolutionary 
development is taking place in our time: I'm referring, of course, to globalization, 
the flow of forces that are converging to produce a world that is truly one world 
and is now beginning to be recognized as such by all the people who inhabit it - 
the first global civilization" (p. 1). The sociologist Malcolm Waters defined 
globalization thus, "A social process in which the constraints of geography on 
social and cultural arrangements recede and in which people become 
increasingly aware that they are receding" (as cited in Anderson, 2001, p. 5). 

One may argue whether the process of globalization is truly taking place on a 
worldwide level, but unification and collaboration on multiple levels of politics, 
the economy, and society is the goal and practice of the European Union. The EU 
is a unique economic and political partnership between 28 European countries 
that together cover much of the European continent. As part of Culture and 
Education, the EU emphasizes the importance of the different languages spoken 
in the EU. Under the heading of Multilingualism, the EU website states that in 
addition to the 24 official EU languages, more than 60 indigenous regional and 
minority languages, and many non-indigenous languages are spoken by migrant 
communities (European Union, 2014).  
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The EU, while stressing it has limited influence because educational and 
language policies are the responsibility of individual Member States, is 
committed to safeguarding this linguistic diversity and promoting knowledge of 
languages, for reasons of cultural identity and social integration and cohesion, 
and because multilingual citizens are better placed to take advantage of the 
economic, educational and professional opportunities created by an integrated 
Europe. One goal of the EU policy on multilingualism is for every European to 
speak two languages in addition to their mother tongue, which the EU believes 
would be best accomplished by introducing children to two foreign languages 
from an early age on (European Union, 2014).   

In 2012, the EU published the Special Eurobarometer 386 - Europeans and 
their languages report, a survey on Europeans and their languages. The results of 
the report showed that the large majority of Europeans (84%) think that 
everyone in the EU should speak one language in addition to their mother tongue, 
and that most Europeans think that EU citizens should speak more than one 
foreign language (72%). The Eurobarometer Report also shows that Europeans 
have a positive attitude towards multilingualism: 98% consider mastering 
foreign languages useful for their children's future, and 88% think that knowing 
languages other than their mother tongue is useful for themselves (Europeans 
and their language, 2012). 

Even though there is not one official "working" language in the EU, in daily life 
English has been functioning as the Lingua Franca of the European people. This is 
reflected in another finding of the Special Eurobarometer 386 report. Other than 
one's mother tongue, two thirds of Europeans (67%) think that English is the 
most useful language for personal development. English is, again, perceived to be 
the most useful language to be most useful for children to learn for their future 
(79%). (Europeans and their language, 2012). Based on these results, one can 
conclude that European citizens believe that multilingualism is important, and 
that the majority believes that the most important language for personal benefit, 
as well as for the educational success of their children is English. The personal 
opinion of citizens is important, because this is what will influence the political 
process with its consequent educational policies. 

 
The modern European language classroom 
In a global world, with the EU's emphasis on developing multilingualism, an 

important question is how this policy will be effectively transferred to especially 
the foreign language learning classroom where English is being learned. 
Multilingualism, plurilingualism, multi-culturalism, and pluriculturalism are 
words often heard in policy meetings regarding effective foreign language 
teaching, especially in regards to students with an international background 
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living in countries where English will be at least the second foreign language they 
are learning.  

From the millennium and the transition into the European knowledge society, 
multilingualism has evolved into a political framework in which linguistic 
diversity and language learning have been bound up with the highly diversified 
themes and objectives that relate to the emerging European KBS [knowledge 
based society] and its economy (Rindler, Schjerve & Vetter, 2012, p. 18).  
Different EU language policy texts continually remind us that from the turn of the 
millennium onward mother tongue + 2 [languages] has been developing from a 
maximum requirement for pupils and students to a minimum requirement for all 
Europeans (Rindler, Schjerve & Vetter, 2012, p. 23). 

The emphasis of the EU on multilingualism, both in the sense of the goal of 
having EU citizens speak 2 languages beside their mother tongue, as well as in 
the sense of promoting and protecting linguistic diversity, has resulted in policies 
to promote language learning. The term multilingualism has variety of definitions 
and applications. In the sense of EU, multilingualism speaks of the ability to speak 
more than one language. In a larger perspective, multilingualism has also become 
a key term for education. Many schools in different part of the world have 
multilingualism as one of their educational aims and in most cases this includes 
achieving communicative competence in English. English is often considered a 
tool that brings new opportunities, but other languages are of course useful for 
their speakers in their everyday lives (Abello-Contesse et. al., 2013, p. 86). 

A new term has emerged in the reference to speakers of more than one 
language, translingualism. The Modern Language Association of America says the 
following, "At one end, language is considered to be principally instrumental, a 
skill to use for communicating thought and information. At the opposite end, 
language is understood as an essential element of a human being’s thought 
processes, perceptions, and self-expressions; and as such it is considered to be at 
the core of translingual and transcultural competence. While we use language to 
communicate our needs to others, language simultaneously reveals us to others 
and to ourselves. Language is a complex multifunctional phenomenon that links 
an individual to other individuals, to communities, and to national cultures". 
(2007, p. 2). The writer continues to point out that, "The language major should 
be structured to produce a specific outcome: educated speakers who have deep 
translingual and transcultural competence. Advanced language training often 
seeks to replicate the competence of an educated native speaker, a goal that 
postadolescent learners rarely reach. The idea of translingual and transcultural 
competence, in contrast, places value on the ability to operate between 
languages" (2007, p. 4). 
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To narrow the scope of this paper, the question is how English teachers can 
develop and include teaching strategies and practices to help all students develop 
this translingual and transcultural competence. How can teachers of English as a 
foreign language include effective translingual and transcultural principles in 
foreign language learning processes? The author of this article has lived, studied 
about 23 years in the Netherlands, followed by about 23 years of study and work 
in the USA. Currently, the author has been living in Linz, Austria for over four 
years. The experiences living, studying and working in three different countries 
and cultures, have contributed to the following reflections of teaching and 
learning other languages.  

A further interesting consideration for this paper is that teachers often feel 
that they are already dedicating too much time and effort teaching the regular 
teaching curriculum within a set amount of time. Strategies that don't make 
actual teaching easier are not always valued (Oelkers, 2009). Sometimes, 
teachers express frustration with the expectation to include more multilinguistic 
teaching strategies and practices in the English as a foreign language classroom.  

 
Relevant foreign language learning philosophies 
What are some pedagogical factors involved with learning another language? 

The philosophy of teaching has been influenced over the years by many theories, 
like behaviorism, cognitivism, constructivism, and social constructivism. These 
theories determine specific strategies and practices for including the educational 
aspects of foreign language teaching in the classroom. Behaviorists see learning 
as a somewhat permanent change in behavior as the result of gained experience. 
Cognitivists believe that organizing and processing information effectively 
results in learning. If educators understand how learners process information, 
they can design learning experiences that optimize this activity. Constructivism 
focuses on what people do with information to develop knowledge. In particular, 
constructivism holds that people actively build knowledge and understanding by 
synthesizing the knowledge they already possess with new information. For 
constructivists, learning is an active process through which learners ‘construct’ 
new meaning (Jordan, Carlile & Stack, 2008). 

Two constructivists are worth noting in the context of this paper. Jerome 
Brunner changed from a cognitivist position to a more constructivist view of 
education focusing on the social importance of language and culture in meaning-
making. He viewed knowledge as represented by internal images that stand for 
an idea (Jordan, Carlile & Stack, 2008). Furthermore, Vygotsky, a social 
constructivist, with his Zone of Proximal Development stressed the fact that 
competences just beyond the student's present abilities can only be learned and 
developed by being presented with tasks that are a combination of present 
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knowledge and abilities combined with tasks just above our present 
competences. The student cannot achieve the next level on his or her own, but 
needs the help of a teacher/coach to reach and develop the next level of the 
targeted competence (Woods, 2012). 

These theories have affected first language acquisition theories from 
Behaviorism by Skinner, which sees language learning as the result of imitation, 
to Chomsky's Innatism influenced by Cognitivism, to Social Interactionism (based 
on Piaget and Vygotsky's theories), which holds that language develops through 
meaningful relationships with others in our environment without a cognitive age 
limit (Fromkin, Rodman & Hyams, 2003). Some newer theories are Cognitive 
Linguistics and Cognitive Sociolinguistics. Cognitive Linguistics, a branch of 
linguistics, argues that language is governed by general cognitive principles 
rather than a predisposed ability (Geeraerts, Kristiansen & Peirsman, 2010, p. 1). 
These first language acquisition theories have spurned many theories relating to 
second language acquisition, from language teaching strategies and practices that 
promoted language habit formation to Contrastive Analysis Hypothesis (Lado, 
1957), linguistics-based language teaching strategies based on Chomsky's 
Constructivism, language teaching based on Stephen Krashen's five Hypotheses, 
communicative language teaching strategies based on Social Interactionism, 
Bilingualism, Immersion, Cognitive Sociolinguistics, Whole Language Learning, 
Sheltered Instruction Observation Protocol (SIOP), Cognitive Academic Language 
Learning Approach (CALLA), CLIL, and so on (Brown, 2000).  

These second language learning theories have resulted in a number of specific 
foreign language classroom teaching strategies and practices. Some strategies 
and practices based in behaviorism are the audio-lingual method, designing 
learning outcomes, structured lesson plans, drills, memorization, modeling and 
Total Physical Response (TPR). A number of cognitive foreign language teaching 
strategies and practices are linguistics-based language teaching, brainstorming, 
visuals, activating prior knowledge, phonetics/phonology, morphology, syntax, 
semantics, pragmatics, contrastive analysis, cross linguistic influence, sentence 
parts, and phrases, especially focusing on the learners' cognitive abilities. 
Constructive teaching strategies and practices are based on some of the linguistic 
strategies, but place the learner at the center of the educational process using 
brainstorming, visuals, and prior knowledge as part of a bigger learning strategy, 
class discussions, self assessment, peer evaluation, class projects (film, research, 
internet, etc.), role play, field trips, learning by doing, pair work, and group work 
with the teacher being more of a coach. Social constructivism emphasizes social 
interaction using for example the Gradual Release of Responsibility method while 
placing more emphasis on building meaning in a social context with the support 
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of teachers. In teaching foreign languages in the classroom, many of these 
strategies and practices have been used across the board. 

 
Lessons learned from Expert Language Users 
With a larger emphasis on developing competences and skills in English 

language learners, are there lessons we can learn from speakers of more than one 
language, who are bilingual (or more), preferably from an early age on, to find 
important strategies and practices for language teaching? It is an established fact 
that first language acquisition, second language learning and foreign language 
learning are separate processes developed at different stages of life and in 
different sociocultural situations. However, this does not mean that we cannot 
learn language learning and speaking strategies from expert language users who 
can switch expertly between two or more languages. The outcome of all language 
learning is, with various degrees of competency, should be that people are able to 
communicate with the various skills in specific sociocultural or academic 
situations.  

The concept of looking at expert language users is not new. One group of 
language users that has been carefully analyzed to find effective literacy skills 
and strategies are expert readers. In 1988, Herrmann, wrote the following, "In 
the past 10 years our understanding of the reading process has changed 
dramatically. Reading is no longer thought of as the "mindless" application of 
isolated skills. Instead, recent research shows us that reading is a strategic, 
meaning-getting process requiring awareness and control of complex reasoning 
processes. Some readers learn how to be more strategic than others, but 
researchers are not quite sure why. Somehow, expert readers discover reasoning 
processes associated with strategic reading. With little assistance, they learn how 
to apply these processes to construct meaning and to study and learn from text."  

The results of a preliminary study by Johnston and Afflerbach in 1985 suggest 
that expert readers do use mediated, nonautomatic comprehension strategies to 
construct main idea statements rather than constructing them automatically, at 
least when reading difficult texts (Afflerbach, 1990, p. 34). In 1990, Afflerbach 
published a study on the influence of prior knowledge on expert readers' main 
idea construction strategies. This study found that expert readers automatically 
constructed the main idea significantly more often when reading texts about 
familiar topics. The author suggested several possible interpretations of this 
finding. "First, constructing a main idea statement for unfamiliar text may be of 
sufficient difficulty in and of itself to require use of a cognitive strategy. Second, 
lack of prior knowledge contributed to expert readers' dependency on 
comprehension strategies prior to main idea construction. These strategies, 
because they were not automatic, used resources in working memory, possibly 
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leaving fewer resources for tasks important to automatic main idea construction, 
such as building an accurate macrostructure of the text. In contrast, when expert 
readers encountered texts about familiar topics, well-developed schemata were 
easily accessed and applied to the task at hand. In addition, prior knowledge 
aided in the generation of accurate initial hypotheses, which facilitated 
comprehension monitoring and may have freed additional cognitive resources 
for main idea construction. Such automatic processing may have contributed to 
significantly greater automatic main idea construction for familiar texts" 
(Afflerbach, 1990, p. 43). 

What sets expert readers apart from average or poor readers? According to 
Afflerbach, Cho, Kim, Crassas & Doyle (2013), these successful readers are 
metacognitive. They plan their reading in relation to specific goals, and they 
monitor and evaluate their reading as it progresses. As they are motivated and 
engaged, they look forward to reading, in school and out. The readers have a 
deeper and developing understanding of the different possible purposes authors 
had when writing. Finally, these successful readers have high self-efficacy—they 
expect to be challenged by different texts and tasks, and they expect to meet 
those challenges.  

Code-switching speaks of the ability of a native speaker to switch between 
two or more languages, often learned from an early age on. In the sense of this 
article, it speaks of the ability of speakers to correctly switch between the codes 
in order to express themselves clearly under the expected sociocultural 
circumstances. Especially bilingual (or tri-lingual, etc.) speakers have a clear 
linguistic sense of what code to use under what sociocultural circumstances. How 
can foreign language teachers help students in their classrooms develop this 
ability to use a foreign language correctly under specific linguistic and cultural 
circumstances? In the sense of this paper, we are looking at expert code-
switchers. We do have to keep in mind that with speakers who switch between 
codes, confusion in correct usage of codes may happen if the individual codes 
were learned in a sociocultural situation without clear differentiation for the 
usage of the codes (the codes are no longer clearly used in one sociocultural 
situation). 

As there is not one strategy that meets the language learning needs of all 
students, one way to help students learn foreign languages is the inclusion of 
metacognitive teaching and learning strategies and practices, much like code-
switchers seem to do. Including metacognitive strategies, via multiple teaching 
practices, can contribute to creating a positive environment that is conducive for 
language learning. Using metacognitive strategies and practices to develop 
analytic cognitive abilities in a social communicative setting greatly helps our 
learning processes. Stimulating cognitive abilities is especially helpful for 
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teaching academic content and is also a great place to bring in previously learned 
L1 academic content in an L2 environment. The brain stores and uses 
information in a variety of ways. It is important to teach language in a structured 
and logical way, because that is how the brain works. Along with that, it is also 
good to use the foreign language that was just learned in a playful and 
imaginative approach, like by using games, or by doing creative activities. 
However, a structured, logical language teaching approach should also include 
relevant and authentic language. 

The idea of translanguage mentioned earlier has relevance for foreign 
language teaching and learning as it sees the ability to speak more than one 
language as a multifunctional, translingual and transcultural competence that is 
being used to operate effectively between and communicate in different 
languages linking an individual to other individuals, communities, and  national 
cultures (The Modern Language Association of America, 2007). 

 
Metacognitive foreign language teaching strategies 
The foreign language teacher may feel overwhelmed with the plurality of 

teaching strategies and practices for their classroom. Often teachers become 
comfortable with using a textbook, complemented with a number of proven 
classroom exercises. Another complicating factor that may contribute to teacher 
frustration is the fact that more rigorous examination requirements have been 
designed by higher educational policy makers. Teachers often end up teaching to 
the test in order to prepare students for some standardized assessment, without 
consideration of any individual needs students may have.  

Furthermore, in a number of western European countries the influx of non-
native speakers, for whom English often becomes their second foreign language 
(if they are living in countries where English is not the native language) makes 
foreign language teaching even more challenging as these students are learning a 
third (foreign) language via the second (foreign language). For example, in 
Austria, in 2013, there were 1,142,726 students in all primary and secondary 
school. Out of this group of students, for 226,547 students, German was not their 
mother tongue. This represents 20.2 percent of all students in primary and 
secondary schools. In the school year 2011-12, out of 1.093.078 students, 
1.068.993 had English as a foreign language as course subject (Statistik Austria, 
2013). How can teachers effectively address the learning needs of their students 
in this multilinguistic environment? In order to meet the need of individual 
students, a combination of the effective strategies and practices with a well-
designed metacognitive educational framework is needed. 

New educational policies on competence and skill development for specific 
content areas are developing and spreading. In this educational model, 
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competences and competence development are driving education and 
pedagogical strategies and practices. In order to meet the need for competence 
development, metacognitive skills are needed. Metacognitive strategies are 
learner-initiated strategies and actions that assist with the learning tasks on a 
higher mental level (Veenman, Van Hout-Wolters, & Afflerbach, 2006). These 
strategies and practices represent ways to understand, remember and recall 
information effectively, and utilize the necessary means to practice newly-
learned competences and skills efficiently. Technology can aid in the 
development of metacognitive strategies in relationship to learning content and 
language as students can use technological tools to apply what they have learned. 
It is great if we can teach our students to use metacognitive strategies and 
practices, which they can use to apply to language as well as content learning 
strategies (Jonassen, 2010, p. 340). 

What are some effective pedagogical strategies and practices that can be 
included in language teaching? To start with, it is so important to make foreign 
language input understandable and comprehensible. This can be done by 
different strategies and practices, like by referring to the student's L1, but also by 
using appropriate speech, clearly modeled explanations, specific teaching 
methods, and teaching aids, like visual aids, graphic organizers and using 
practical exercises that visualize the lesson. As they assist in the teaching process, 
these strategies and practices can be used creatively to help our students 
understand and learn better. Graphic organizers are another great teaching tool 
in the classroom to use with asking students introductory questions. They are 
great for explaining topics or themes, they can provide an excellent basis for 
teaching, and can even be used for assessment (pre, post). Visual organizers can 
be used to brainstorm with the students about a topic. It is also a good method to 
activate prior knowledge. It is always surprising how much students really do 
know about a topic. Furthermore, the students know they contributed to the 
topic with their knowledge. With the visual outline from a brainstorming activity, 
depending on the grade and level of the class, students can design artwork, work 
together on a topic, write a paragraph or essay. 

Visuals are excellent tools to make clear what is being communicated to the 
students,. The old cliché that a picture is worth more than a thousand words 
holds still true. However, visualization goes beyond showing pictures. 
Visualization should be used to clarify vocabulary and content in a relevant and 
authentic context. Visualization should include the bigger and practical picture. 
Modeling is another great strategy for teaching. When teachers actually 
demonstrate what students need to do for an activity or assignment, step-by-
step, and multiple times if needed, students get a clear picture of what is being 
expected of them. When students know what is expected of them, they will be 
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able to perform much better. Teachers also need to use the appropriate level of 
English so that our students will model that usage. The emphasis in modeling is 
on imitation rather than original behavior. However, we can also see it as a 
constructivist strategy where students adapt modeled behavior as a mental 
framework for their own purposes. From an educational point of view, it is clear 
that much learning occurs by observation. Modeling should be part of all 
learning, by teachers presenting examples of good work that they would like 
students to use (Jordan, Carlile & Stack, 2008, p. 60). 

Scaffolding is a strategy that draws on Vygotsky's Zone of Proximal 
Development. Scaffolding speaks of a joint knowledge construction aided by 
skilful teacher-managed discussion and support which helps learners to 
construct new knowledge. Scaffolding may consist of resources, challenging 
activities and mentoring provided by teachers or more experienced peers. The 
use of scaffolding is the best way to "release" the students from being dependent 
on the teacher for assistance and become more reliant on their own abilities. 
(Echevarria, Vogt, & Short, 2013, p. 122). Teaching the students to ask the 
questions themselves will allow the students to take more responsibility for their 
learning. Another way is to continually elicit more responses from the children 
(Echevarria, Vogt, & Short, 2013, p.123). Teachers should provide multiple 
strategies and practices that help students to process the information internally, 
before expressing it externally (Jordan, Carlile & Stack, 2008, p. 65). The Gradual 
Release Model is a great scaffolding and mentoring approach. It progresses from 
"the teacher does it" to "the teacher and students work together" to "the student 
works alone" and then the "students work together" (Levy, 2007). It helps 
foreign language learners to develop from a controlled teaching environment to a 
place where they implement and apply material themselves.   

There are many linguistics-based language teaching strategies and practices 
that are important to include in foreign language teaching. Based on the 
strategies and practices used in code-switching, we can see the importance of 
clearly defined language usage rules as seen in the six parts of linguistics: 
orthography, phonetics/phonology, morphology, syntax, semantics, and 
pragmatics. Linguistics looks at the way how language is really used in daily life.. 
Therefore, from a linguist’s perspective, grammar should not just be taught from 
a prescriptive perspective, but also from a descriptive, linguistic perspective. 
There are many other effective language teaching methods. For example, CLIL 
(Content Language Integrated Learning), Content across the Curriculum and 
immersion strategies are a few of the strategies that combine teaching content 
and the second language in a practical learning environment that considers the 
culture and background of the students. CLIL is a method in which an additional 
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language is used for the teaching and learning of both the content and language. 
(Abello-Contesse et al., 2013, p. 87). 

Even though each of these strategies and practices have relevance in their 
own way to foreign language teaching, foreign language teachers should not just 
focus on providing comprehensible input as a formula. Clearly identifying what a 
student knows and does not know might not be a straightforward task. Effective 
comprehensible language output also needs to be part of the foreign language 
learning process. Swain (1996) said the following regarding relevance of learner 
output, "The importance to learning of output could be that output pushes 
learners to process language more deeply (with more mental effort) than does 
input. With output, the learner is in control. By focusing on output, we may be 
focusing on ways in which learners can play more active, responsible roles in 
their learning” (p. 99). Swain and Suzuki (1996) further mention that the 
research shows the important role of output that pushes learners to make use of 
their resources and stretch their limited linguistic capacities to their fullest (p. 
568). 

Bilingual (or trilingual, etc.) speakers show through code-switching that they 
have separately constructed linguistic and cultural frameworks that they draw on 
for proper communication with the world around them. It is important that the 
language learner is at the center of any foreign language learning programs. 
However, the foreign language learner needs structured vertical top-down and 
bottom-up linguistic input to correctly learn how to use a foreign language. This 
means that a foreign language teacher will have to teach specific grammar 
structures so that students learn how to use them correctly. But the foreign 
language learners also need to be placed in a social interactive environment 
where they can use the language they are learning in a practical, authentic and 
relevant environment. On the communicative level, the teacher can function as a 
coach. The following model shows three ways the language learner can receive 
comprehensible input. This should be translated into comprehensible output, 
which in turn should contribute to receiving more comprehensible input (see 
Graph 1). 

There are a number of key words in the foreign language learning process. 
Language needs to be authentic – relate to real life, and be relevant – it needs to 
have practical meaning to the students.  It is helpful that language that is being 
used in the teaching process is contextualized. The content needs to be taught in 
a practical frame work that provides meaning and connection to the bigger 
picture of life. 
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Graph 1: The input/output process of foreign language learners. 

 

Another important key word that is often overlooked is "conceptualizing." In 
vocabulary teaching, the creative process goes from learning words, to forming 
concepts, to being able to use these concepts in creative (producing) ways. When 
students can create something new based on concepts they already know, the 
learning process is greatly aided. For example, students can write a paper using 
their own creativity based on concepts they already know about a certain topic, 
while including new ones they are finding through their own research. In this 
context, we need to see concepts as the bigger idea of which something is a part. 
For example, we can know the meaning of the word "car" vs. understand the 
concept of driving the car (as seen in the student's daily life). What is the concept 
that we want our students to learn, and how are we going to accomplish this? 

Anderson and Krathwohl, along with a group of scholars started to revise 
Bloom's Taxonomy of Learning in 1995. In 2001, they produced A Taxonomy for 
Learning, Teaching and Assessing: A Revision of Bloom's Taxonomy of Educational 
Objectives. Whereas the original was uni-dimensional, the revision had two 
dimensions, based on the two parts of objectives: (1) nouns describing the 
content (knowledge) to be learned, and (2) verbs describing what students will 
learn to do with that content; that is, the processes they use in producing or 
working with knowledge (Krathwohl & Anderson, 2002). 

When taking a closer look at this visualization of the revision of Bloom's 
Taxonomy, it can be noted that creating is the highest domain of the learning 
pyramid. Often teaching gets stuck in the domains of lower order thinking skills - 
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remembering, understanding and applying. Based on Bloom's Revised 
Taxonomy, teachers should realize that students need to progress to the highest 
stage where they are able to independently create their own work. In the case of 
language learning, students should be able to communicate in speaking and 
writing, while being able to use listening and reading successfully. Creating is a 
key skill that students should be able to use as a final step in the learning process. 
 
Fig. 1: Bloom's Revised Taxonomy. (n.d.). Teaching Center, University of 
Lethbridge, CA 

 

Mayer (2002) said the following about the Creating domain in Bloom's 
Revised Taxonomy, "Create involves putting elements together to form a 
coherent or functional whole; that is, reorganizing elements into a new pattern or 
structure. Objectives classified as Create involve having students produce an 
original product. Composition (including writing), for example, often, but not 
always, involves cognitive processes associated with Create. It can, in fact, be 
simply the application of procedural knowledge (e.g., Write this essay in this 
way). The creative process can be broken down into three phases: (a) problem 
representation, in which a student attempts to understand the task and generate 
possible solutions; (b) solution planning, in which a student examines the 
possibilities and devises a workable plan; and (c) solution execution, in which a 
student successfully carries out the plan" (p. 231). 
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Experimentation 
The purpose of these field experimentations is to see how foreign language 

learners are implementing creative strategies and practices similar to native 
expert speakers, and especially code switchers who easily construct 
comprehensible output. The assumption is that code switchers are able to 
implement these creative processes on a higher cognitive level, as they have to 
construct output, in a variety of situations that requires a high level of adaptation 
and creativity. As described earlier, expert readers are similarly able to utilize 
metacognitive strategies and practices that quickly assist them to understand the 
meaning and context of the text they are reading, while being presented with a 
measure of unknown information as they are reading texts that they are not 
familiar with. 

How can we practically apply some of these ideas and practices in the foreign 
language learning classroom? Are there ways to construct lessons under a 
cognitive and constructive aspect while still giving the student the opportunity to 
express their own creativity beyond just reproducing the learned content in pre-
arranged textual or oral contexts? I would like to present a few examples of 
possible lessons that address metacognitive learning strategies and practices of 
students of English as a foreign language. 

  
Experiment 1 - The Sound Exercise  
Only few external stimuli were used to see how subjects could utilize existing 

concepts effectively to create something new. In consideration of multi-sensory 
learning (McGann, 2010), the task that the subjects had to execute, combined 
auditory, visual, and tactile elements into a learning task. Subjects had to use 
listening skills, writing skills, and metacognitive skills. This assignment works 
best with intermediate to higher level students, but in adjusted form  has also 
been used with beginners (e.g. via drawing for first graders). The assignment 
consisted of the following task: Subjects had to listen to seven sounds without 
any preparation or introduction. The reason sounds were used was that they 
provide a low level of external input and allow for the students' maximum 
personal interpretation of what they heard and what it meant to them personally. 
No lesson preceded this activity. The sounds consisted of: 1. a telephone ringing 
(old-style telephone sound that sounds like an alarm clock; 2. a piece of packing 
tape being torn off a dispenser; 3. ocean waves; 4. fire crackling with crickets 
chirping in the background; 5. Morse code; 6. tropical birds chirping; 7. a person 
jumping in the water. 

First, subjects had to listen to the sounds, and write down in English what 
they heard. There was no right or wrong, or a need to correctly identify what was 
heard. During the second listening, students were asked to write down what the 
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sound meant to them, e.g., a telephone ringing could mean stress, or ocean waves 
could mean vacation. This question aimed at finding out what concepts students 
had attached to the vocabulary they selected to identify the sounds. The third 
time around, the students had to use the vocabulary and information from the 
previous two listening tasks to write a short (fantasy) story in English. If time 
allowed, two students combined their stories into one. 

The results have been interesting. Students were very proud of their work. It 
has been clear that students take pride in work that they create on their own. 
According the pyramid reflecting Bloome's Revised Taxonomy by Krathwohl and 
Anderson, these kind of exercises put learning in the hands of the students on the 
highest metacognitive level - creating. 

 
Experiment 2 – Listening Exercise 
The idea behind this lesson is using podcasts or web-based videos, like on 

YouTube, and information gap strategies. This particular exercise works best for 
intermediate students, but can be adjusted for lower or higher level students. The 
purpose is to use visuals to teach vocabulary with different parts of "how to", and 
the students need to put writing to it. For this exercise, a YouTube video with 
Jamie Oliver making scrambled eggs was used (see references: 
HyperionBooksVideo, 2009). 

The same clip has to be shown to students three times. Before playing the clip 
the first time, students wrote the alphabet down the side of a piece of paper. 
During the first listening, students needed to look or listen carefully for all 
ingredients (vocabulary) beginning with different letters of the alphabet 
(everything they saw or heard) e.g. a = apple, e = egg. The teacher checked and 
reviewed what the students had written. Students told the class what they had 
written down. 

During the second listening, students watched out and listened for all utensils 
(vocabulary) Jamie was using or which they saw in the kitchen, etc. and wrote 
them down. The teacher checked and reviewed what the students wrote down. 
Students shared what they wrote down. For the last listening, students watched 
out and listened for all the action verbs, e.g. mix, stir, cook, cut, chop, fry, etc. 
Again, the teacher reviewed the words with the students. In the end, after being 
checked, students rewrote the recipe (depending on proficiency level). When 
done, they had a recipe for scrambled eggs. If the school is equipped with a 
kitchen, it would be great to actually cook this recipe together. 

Students were been excited doing this exercise, and getting a recipe for 
scrambled eggs. A number of them said they would make it at home. The 
interesting thing is that Jamie talks very fast, and, the first time around students 
don’t understand much. It makes it easier to grasp the meaning when they are 
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listening for select words only. After listening to the presentation three times, 
students have a pretty good understanding of the message being communicated. 
They put it together in their own words, again creating something on their own. 

This lesson layout can be used in a variety of ways. It can be used for children 
and adults - it can also be adjusted to different proficiency levels. The theory 
behind this exercise is that students deconstruct the communication they are 
hearing into manageable parts that are easy to understand. When they 
understand the individual parts, they can reconstruct it using their own words. At 
the end, students are put in charge of their own learning processes, by recreating 
the recipe, and by cooking the actual food. 

 
Conclusion 
Teaching should be a creative process both for the teacher as well as for the 

students. When teachers have to function within the same pre-arranged mold 
during their teaching career, boredom and frustration can easily set in. Learning 
languages just from a textbook with little authentic language does not reflect the 
language learning processes in real life, as seen with expert language users like 
code switchers. However, even though school is usually a system with pre-
arranged expectations which don’t allow for much imagination, teachers who 
want to be creative can utilize creative teaching strategies and practices that can 
function within the pre-determined curriculum. Including higher, metacognitive 
strategies and practices within an existing curricular framework may be one 
solution that might benefit all. While top-down and bottom-up strategies provide 
the needed cognitive content, and where social, communicative strategies give 
the needed social framework to practice the learned language, metacognitive 
strategies will help develop long-term language learning, especially if we allow 
students to put them to use on a creative level.  

As we look at the ability of (native) speakers to code-switch between two or 
more languages, at a ground level, we often see that they have clearly defined 
language codes and structures, and that they can usually easily switch between 
them depending on the sociocultural situation they are in using effective 
language usage strategies. This is most clearly seen in sociocultural situations 
where these languages are used in separate sociocultural systems. Can teachers 
implement some of the principles of code-switching in their teaching? It is clear 
that the individual languages code-switchers use were mostly acquired or 
learned under real-life circumstances. The code-switchers needed to learn their 
individual languages in order to communicate in specific situations they were 
facing, be it sociocultural or family relationships. 

As seen in the two practical field experimentations the author has done, 
language learners greatly enjoy the possibility being able to create something 
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new out of existing knowledge. Especially in the first project, even though a 
subjective conclusion, one thing that stood out with mostly all students was a real 
sense of accomplishment and pride in the work they had done. The finished 
project was no longer seen as a prescribed and expected task. It was seen as the 
students' original work. However, in order to properly document it, more 
analysis needs to be done on a qualitative level to reflect the true perceptions of 
the students regarding these projects. 

Teachers should aspire to include metacognitive teaching strategies and 
practices that place the learning and communicative process in the hands of the 
learner while providing them with structured teaching that provides the targeted 
language content. Metacognitive strategies and practices that put the learning of 
content in the hands of the students should be used in the educational processes 
of the foreign language classroom. Giving students the opportunity to create 
something with the learned content on a higher level than basic exercises can 
greatly contribute to long-term learning. Many pedagogical strategies and 
practices are presumed to contribute to the individual learning process, but 
when students are able to conceptualize the learned content by applying it in 
practical situations, real learning has taken place. Including real life content and 
using strategies and practices where students have to create output based on 
learned content imitates the real life challenges code-switchers had to overcome 
which accelerated their language learning. 

 
Limitations 
Although the research through the use of the described exercises has reached 

its aims, there were some unavoidable limitations. First because of the small 
number of participants, the results of this study cannot be generalized for a 
larger population. Furthermore, as the exercises were only meant to be an initial 
investigative research project, no control mechanisms were put in place. 
Moreover, there were also a number of technological limitations, as some 
classrooms did not have the proper technological sound equipment. 
Technological adjustments were made during the research, but this may have 
negatively affected the project. Lastly, the study was qualitative in nature, but 
may benefit from quantitative test measures.  
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Abstract 
This paper investigates into texters’ capacity to phrase SMS texts and communicate in 

a second (foreign) language using standardised SMS language in this second language. It 
explores creativity features of SMS texts generated by Anglophone (Nigerian) teachers and 
learners of French as a foreign language (FLE). The paper is based on a content analysis of 
159 SMS messages formulated in French and randomly collected from over 88 Nigerian 
(Anglophone) texters.  It demonstrates that texters’ lack of foreknowledge in the standard 
SMS language in the foreign language coupled with the awkwardness of text input, may 
compel them to resort to subjective, arbitrary but highly innovative slangs to 
communicate their ideas through texting. Such texters forge new linguistic and 
communicative practices to express their thoughts and let the SMS technology work best 
for them. Some of the techniques often explored to overcome this lack of foreknowledge 
include the tendency of partially or completely phrasing SMS messages in the standard 
form of the foreign language (the use of purist language) as well as the act of intra-
sentential code-mix or tag-switching from the foreign language to the texter’s first 
language. Other creativity features observed in such texters’ communications include 
multiple forms of word and phrase shortening.   

 
Keywords 
SMS System, Foreign Language, French as a Foreign Language, Linguistic Creativity    

 
Introduction 
Beside engendering new forms and uses of language, the new information and 

communication technologies (NICT) have generated emergent forms of literacy 
that are closely associated with the introduction and uses of these new 
technologies (Barasa & Mous, 2014; Bodomo, 2009; Awoyemi, 2013; Bodomo & 
Lee, 2004; Ling, 2001). In effect, modern science and technology constantly need 
and create new words and expressions (terminologies and neologisms) to cover 
their concepts and ideologies. Development in science - such as inventions – has, 
in this respect, brought new vocabularies, new expressions and attitudes in the 
various linguistic communities (Feuba, 2009; Guth, 1980). The linguistic 
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innovations closely associated with the development in new information and 
communication technologies (computer mediated communication) have been 
variously labelled as ‘textese’, internet slang, ‘webslang’, ‘chattisch’, netspeak, 
netlingua, digital language and the like (Thurlow, 2007; Crystal, 2008; Russel, 
2010; Dansieh, 2013; Barasa & Mous, 2014). A number of linguists view these 
netlingua, textese and webslang as constituting a language on its own, and thus 
as an independent written register that is not necessarily based on the 
conventions of written living languages.  

However, linguists such as Sutherland (2008) view the language used in 
computer mediated communication as a kind of dialect of the standard of the 
respective languages from which they are based and arguably as veritable marks 
of illiteracy. He contends that “as a dialect, text (‘textese’?) is thin and –compared, 
say with Californian personalized license plates – unimaginative. It is bleak, bald, 
sad shorthand, Drab shrinktalk. In fact, linguistically, it’s all pig’s ear and best 
described as penmanship for illiterates”.  

Textese - notably the SMS language – is highly influenced by factors such as 
the technological context of text input, the goal of communication and the 
relationship between texters. It is often more or less considered as a 
standardised language or one that can be standardised (Awoyemi, 2013; 
Richardson & Lenarcic, 2009; Crystal, 2008). In effect, the texters or users of the 
language of computer mediated communication often have a foreknowledge of 
the codes used to communicate ideas in such a context. In line with this Awoyemi 
(2013) notes that users of the internet seem to have pre-knowledge of the codes 
they use for communicating ideas to their decoders. He further contends that this 
pre-knowledge of codes by users of netslang is a signal that one needs to be a 
member of the language community in which the netslang is employed to be able 
to decode the message and code switch as situation may demand. In the same 
light, Richardson and Lenarcic (2009) note, with respect to younger texters 
(students), that: 

 

Students do not need to be trained to use SMS they already do. To them 
it has become perhaps not a complete language but a generational 
register. The latter term in sociolinguistics, refers to a variant of natural 
language employed in a particular social setting. SMS is often a register 
that facilitates informal communication […] SMS to this cohort appears to 
be a code rather than an informal register […] The informal register that is 
SMS could allow creativity even in the composition of administrative text 
messages, however if it is perceived as a code then such users would feel 
more secure with a standardised list of message options. 
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It is observable that lexical innovations and dynamism in the use of internet 
slang have led to some standardised words (neologisms) and expressions in 
almost all languages. In English for instance, one may note such words and 
expressions as “luv” used for “love”; “u” standing for “you”; numerals such “4” 
and “2” used respectively for the English prepositions “for” and “to”;  
alphanumeric compositions such “B4” and “2d8” which stand respectively for 
“before” and “to date”. Similarly, in Chinese, one may note such standard SMS 
phrases and expression as “8807701314520” literally translatable as “hug hug 
you, kiss kiss you, whole life I love you”. “88” is similarly used in this language for 
“bye  bye”. “99” stands for “nite nite” which literally means “good night” among 
others (Wikipedia, 2010; Dansieh, 2011; Bodomo, 2009; Bodomo & Lee, 2004; 
Feuba, 2009; BBC-Focus on Africa, 2004). Similarly, in French, the shortened 
composition “G t’m” is often used for “Je t’aime” meaning “I love you”; “a 12c4” 
stands for “a un de ces quatres” meaning “see you around”; “RAS” stands for “rien 
a signaler” meaning “no comment” and “RDV” and “SVP” stand respectively for 
“Rendez vous” (meaning “see you …” in English) and “S’il vous plait” (meaning 
“please”). To these examples one may add “@+” standing for “à plus” meaning 
“see you later” in English. However, some texters have little or no knowledge of 
such standard words and expressions used in SMS languages to express 
particular concepts and ideas, especially when they are to use SMS in a foreign 
language. Such a cognitive deficit often causes them to resort to creativity, that is 
to “eventual, new, unexpected and relatively subjective” techniques that will 
enable them overcome the cognitive deficit and communicate their thoughts to 
their decoders in a more or less original and effective way. This study focuses on 
such creativity features in French SMS messages generated by some Anglophone 
learners and teachers of the French language. 

 
Conceptual framework 
Creativity, as a concept, has a high degree of slipperiness. Despite the myriad 

of investigations carried out on the subject in various academic and professional 
disciplines, it always seems commendable to rely on contextual definitions of the 
term in discourses involving its use. The concept of creativity can be defined from 
the neurological, psychological, pragmatic, psychometric, psychodynamic, 
biographical, cognitive and socio-cultural perspectives. Based on this 
multifaceted nature of the concept, a number of theorists have advocated the use 
of a “systems” approach which takes into consideration the different components 
of creativity (Bouillon & Busa, 2013; Szenrencsi, 2010; Tosey & Mathison, 2012; 
Chomsky, 2009; Cater, 2004; D’Agostino, 1984). Similarly, linguistic creativity 
(the topic of this paper) is viewable from multiple perspectives including 
generative, lexical, cultural and cognitive. The generative dimension of linguistic 
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creativity was mainly explored by Chomsky when he defined the phenomenon as 
the ability of particular language users to produce (create) and understand “an 
indefinite number of expressions which are new” to [their] experience “in an 
appropriate occasion, despite their novelty; and independent of detectable 
stimulus configurations”. The Chomskyan (generative) view of creativity has 
been criticized on grounds that it undermines the ability of all human beings to 
create and innovate in various ways and for various motivations. This view has 
therefore been replaced with the lexical perspective which views linguistic 
creativity, as human beings’ ability to create new meanings whenever necessary 
(Szerencsi, 2010; Cater, 2007). As Carter (2004, p. 13) succinctly remarks, 
“creativity is an all-pervasive feature of everyday language. It is not simply “a 
property of exceptional people but an exceptional property of all people”. 
Exploiting the lexical perspective of the concept, Fisher (2000) defines linguistic 
creativity as: 

 

An essential and pervasive, but multi-dimensional characteristic of all 
human beings (irrespective of age, education, intelligence, social status or 
(non)-artistic bent). Linguistic creativity is primarily the online activity of 
making new meaning by a speaker (in the broadest sense of the user of 
language in all forms and in all mediums), and the re-creation and re-
interpretation of meaning(s) by a receiver. Linguistic creativity is 
secondarily observable as a feature or product in a language. 

 
The cognitive perspective on the other hand, combines the two initial 

perspectives (namely generative and lexical). Irrespective of the perspectives, 
linguistic creativity involves a wide range of observable factors including novelty, 
value, appropriateness to context and unpredictability in terms of environmental 
circumstances. Fisher (in Bouillon & Busa, 2013) outlines three most principal of 
these factors/characteristics of linguistic creativity when he further opines that: 
a) Linguistic creativity is secondarily observable as a feature or product in a 

language. 
b) It is a graded phenomenon ranging from the more conventional and 

predictable to the less conventional and unpredictable, and 
c) It is manifested in all domains of language (lexis, grammar, text and discourse, 

as well as medium), the results of which may or may not become 
conventionalised and therefore entrenched in a particular language. 

 
Though not undermining the observations presented above, this essay hinges 

on a conception of creativity inspired by scholars such as Pablo (2010, p. 23) and 
Veale & Butnariu (2013). It contends that linguistic creativity visibly suggests the 
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idea of a user (creator) generating something (an output) that is somehow new 
but unexpected or different from what others, in normal circumstances, might 
have produced. This output (new usage) should satisfy specific goals which, 
circumstantially, might be clear or unclear. The expectation of novelty, value and 
appropriateness of context implies a second agent (an audience which usually 
involves more than one individual) that perceives or evaluates the result. 
Creativity features/techniques or linguistic adjustments include graphones, 
homophones, non-conventional spellings, accent stylization, omission of 
punctuation mark (punctuation “errors”), lack of word interspacing, complex 
capitalisation and use of onomatopoeic expression/exclamation among others 
(Barasa & Mous, 2013; Ricardson & Lenarcic, 2009; Dansieh, 2011; Feuba, 2009; 
Ling, 2005).   
 

SMS texting as a special communication context 
SMS texting is a pervasive linguistic and communication phenomenon in 

almost all the modern societies of the world. It has become part and parcel of 
many people, and is systematically revolutionising human communication 
system all over the world (Oluga & Babalola, 2013; Cater, 2004). Since the year 
2000, there have been a remarkable proliferation of mobile phones in Nigeria 
and this has been followed by an increase in the use of the SMS system. It is not 
surprising that, today, SMS texting is the most widespread communication 
method in Nigeria, especially among the youths. This is undoubtedly linked to the 
fact that it is highly affordable (Oluga & Babalola, 2013; Dansieh, 2013). In effect, 
most mobile phone networks present in the country (MTN, Airtel, Etisalat, 
Vodafone, etc.)  have made it cheaper and easier to communicate by SMS than by 
voice call. It is equally more cost effective and rapid to use an SMS than using the 
postal mailing system. Another advantage which distinguishes this method of 
communication from others is that SMS messages can be saved for future use or 
reference, unlike the spontaneous spoken word in a speech communication 
(voice call). Further, the SMS communication ensures simplicity as “it does not 
give room for unnecessary display of jaw-breaking vocabularies typical of a 
grandiloquent style. Messages are rather short and ideally in easy language. As 
Oluga and Babalola (2013, p. 337) insightfully observe, SMS messages “give room 
for simple, easy to abbreviate, comprehensible words and not necessarily ones 
that a line of the page of the text message will not contain or that will require an 
encyclopaedic dictionary for an encoder to get its correct spelling or for a 
decoder to get its intended meaning”. This indicates that the SMS system is 
conceived for purely simplified communication. Given the limited number of 
character (160), the encoder is always space and cost conscious to prefer mono 
or bi-syllabic words than “kilometric” words that may end up complicating the 
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decoding/interpretation of the message and render the communication 
ineffective.  

As earlier noted, the SMS language is highly influenced by factors such as the 
technological context of text input, the goal of communication and the 
relationship between texters. To this list of factors can be added socio-linguistic 
or cultural factors such as indigenous dialects, belief systems and customs. In his 
sociolinguistic study of mobile phone SMS usage in Cameroon and Nigeria, Feuba 
(2009, p. 39-40) corroborates this view as he notes that Nigerian SMS testers are 
influenced by their local languages, customs and belief systems “capable enough 
to give it a flavour and characteristics that could be identified as Cameroonian or 
Nigerian” Feuba further notes that the linguistic and cultural backgrounds of SMS 
texters  constitute veritable a pointer to the feature they are likely to incorporate 
into their messages. This therefore indicates that a thorough study of SMS 
language should go beyond the general and classical features of SMS linguistic 
specificities to cultural specificities.  

 
SMS texting and linguistic creativity 
As earlier mentioned, SMS texting allows for creativity, since the language 

used in the process is basically of an informal register. The very limited number 
of characters (160) per message coupled with the need to maximize cost as well 
as the ability of the encoder of the message to communicate effectively with the 
decoder, remarkably affect language use in text messaging. This is so as there 
naturally arises the need for the texter to achieve brevity and conciseness in his 
composition of the SMS message. Brevity or economy of language use is seen in 
the use of an abbreviated language which most often involves the use of short or 
contracted forms of basic words and expressions. Oluga and Babalola (2013) 
note that this characteristic (brevity) of SMS communication is very essential as 
“it is in line with the Shakespearean expression ‘the fewer, the merrier’”. It 
enables the communicator to go straight to the point, to avoid unnecessary 
digression and check inclusion of unwanted details and hit the nail on the head 
using comprehensible abbreviated language. 

According to Feuba (2009) the syntactic structure of SMS messages is most 
often highly disjoined and incoherent due to the fact that texters most often 
sacrifice form to content. He insightfully observes the priority given to content 
over style (format) when he notes that, in SMS text composition:  

 

Much attention is placed on what is to be communicated than on how it 
is communicated. This causes SMS to be credited with creating a language. 
Since most SMS communication is interpersonal, one may strongly rely on 
pragmatics and shared knowledge for interpretation. The character space 
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limitation of the messages themselves and the cumbersome text input 
make the terse and otherwise rude behaviour acceptable among texters.  

 
The awkwardness of text input calls for a great deal of creativity on the part of 

the encoder and really puts to test the latter’s capacity to phrase his message 
concisely, in an economy of words (Barasa & Mous, 2013, p. 236; Richardson & 
Lenarcic, 2009; Ling, 2005). As noted by Richardson and Lenarcic (2009), the 
relatively limited supply of 160 characters that constitute the expanse of a single 
text message very much compels the author of such a message to adopt a strategy 
to “relate cogent meaning and this becomes a shared approach to generate a 
dynamic mobile social network”. Linguistic creativity in SMS texting is therefore 
seen in the development by texters of a whole lot of imaginative and innovative 
techniques. In effect, new communication technologies notably the SMS system 
have empowered texters (especially the youths) to develop and explore 
imaginative ways and techniques of making the technology work best for them 
(Barasa & Mous, 2014; Thurlow, 2007, Thurlow & McKay, 2003). Some of these 
techniques aimed at making the technology work best for them include 
phenomena such as multilingualism, abbreviation, the use of numeral and 
graphones, the use of single pronounceable letters and multiple other forms of 
word and phrase shortening.  

 
Linguistic creativity and effective communication 
Communication can be defined as the sharing of human experiences, 

generally with another individual or a group (mass) of people. It entails the 
sending (by the communicator) of a message in a way that the ‘communicatee’ 
otherwise called decoder will clearly understand and possibly react to this 
message through feedback. The process, of course, depends heavily on careful 
utilisation of language. Indeed, language is linked to communication as the 
ultimate aim of language is communication. Awoyemi (2013, p. 35) observes that 
the two phenomena (communication and language) are complementary, people-
centred and conditioned by three principal factors including the particular place, 
the time and the physical or temporal setting at which they take place. He further 
demonstrates the complementariness between the two phenomena when he 
posits that “if communication is to be truly close and meaningful; if complex ideas 
are to be communicated with clarity and understood without any ambiguity, then 
it follows that the users of any language must be skilled in its use”. 

Therefore, for communication to be effective, the formulation and sending of 
the message by the encoder should be in such a way as to enable the receiver 
decode and clearly understand the full meaning of the message. It is based on this 
premise that one may argue that the use of certain language(s) within a social 
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circle or community requires mutual intelligibility of meanings (between the 
encoder and the decoder) for appropriate understanding and to avoid the 
problems of (mis)interpretations (Liali & Omobowale, 2011, p. 474). 

According to Nwamuo (2010, p. 21), multiple interferences or noises often 
occur in the process of communication and act as veritable barriers to effective 
communication. These interferences include social noise, environmental noise, 
psychological noise, semantic noise, syntactical noise and channel noise. Three of 
such noises can be observed in computer based communications namely 
semantic noise, syntactical noise and channel noise (Oluga & Babalola, 2013; 
Barasa & Mouss, 2014). The first (semantic noise) refers to the noise that arises 
from semantics, the meaning of words; the second refers to interferences arising 
from syntax and the context in which words are used in the communication. 
Meanwhile the third (channel noise) comes from communication accessories 
such as the SMS system (Nwamuo, 2010). 

Creativity features in SMS language can constitute veritable barriers to 
effective communication. Eventhough it is generally believed that users of the 
SMS system seem to have a foreknowledge of the codes they employ within their 
community (of meanings) to communicate their ideas to decoders, it is 
observable that occurrences of self-expression are common in SMS 
communication. These instances of self-expression (personalized styles of 
message composition) are serious causes of semantic noise. Richardson and 
Lenarcic (2009, p. 848) corroborate this view when they note that sometimes, it 
is a little bit hard to read SMS messages because of too many abbreviations. 
Messages formulated in ‘text speak’ are sometimes very hard to decipher, 
especially when personal and subjective linguistic creations are used in their 
composition. In the same line of argument, Oluga and Babalola (2013, p. 343) 
succinctly note that: 

 

One thing that is characteristic of the abbreviated language of mobile 
phone text messages is the vagueness/ambiguity of its abbreviated words 
or expressions used […]. As for text message language vagueness, some 
people use words that are difficult to decipher by some other people, may 
be because there is no general acceptability or common knowledge of some 
abbreviations while some are local ore esoteric abbreviations known only 
by people within a given group or place. 

 

There exist more or less standardized SMS expressions that may facilitate 
effective communication within particular community of texters. Nevertheless, 
the SMS system allows for self-expression and arbitrary and subjective linguistic 
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creativity that may only fuel semantic noise in a communication process and 
render, in some instances, communication relatively ineffective.         

 
Data and method 
This study is based on two principal data collection tools namely observation 

and content analysis of sampled SMS texts. A corpus of 159 texts messages in 
French was randomly gathered in a period of 3 months and considered for the 
study. The SMS messages considered were generated by over 88 Anglophone 
(Nigerian) teachers and learners of the FLE (French as foreign language) from 
the University of Calabar (Nigeria). The texters were randomly selected. Most of 
the students (texters) were in their third or fourth year of French language 
learning, meanwhile teachers considered were those with more than five years of 
teaching experience. The researchers considered third and fourth year students 
as the latter’s level of language in French ranged between intermediate and 
advanced. The two categories of texters, were all drawn from various tribal 
backgrounds notably Efik, Igbo, Ibiobio, Yoruba, Obudu, Tiv, Hausa among others. 
They were all bi/multilingual. The SMS collected were formulated for various 
purposes and done under varied circumstances such as informing students or 
teachers about language classes; extracurricular activities, relevant domestic and 
academic chores, socialising, or for networking purposes among others. The SMS 
texts were the products of unidirectional communication:  student to student, 
student to teacher, teacher to teacher and teacher to student.    

The SMS messages were analysed by researchers on the basis of language 
features and some sociolinguistic variables. The principal aim of the study was to 
explore creativity features in the SMS texts gathered. As earlier indicated, the 
researchers considered linguistic creativity as situations in which texters 
generated (created) something that is somehow new and unexpected or different 
from what French speaking texters, in normal circumstances, might have 
produced. This new usages of language (new creations) were considered to 
satisfy specific goals which, circumstantially were clear or unclear. Therefore, 
creativity features/techniques or linguistic adjustments considered for the study 
included multilingualism (intra-sentential code mix, tag/emblematic switching), 
graphones, homophones, non-conventional spellings, accent stylization, omission 
of punctuation mark (punctuation “errors”), lack of word interspacing, complex 
capitalisation and use of onomatopoeic expression/exclamation among others 
(Barasa & Mous, 2013; Ricardson & Lenarcic, 2009; Dansieh, 2011; Feuba, 2009; 
Babalola & Rotimi, 2009; Ling, 2005).    

 The researchers tried as much as possible to be faithful to the original SMS 
messages. In the same vein, in effecting the translations of the SMS messages into 
English, the researchers tried to retain the entire syntactic structures of the 
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original SMS in French. Such translation maintained the spelling, capitalization, 
punctuation as used in the original SMS. 

 
Discussion of findings 
Findings reveal that basically three forms of creativity features can be 

observed in the SMS in French considered for the study namely transferred 
patterns of English SMS language into French, pure French expression and 
subjective creation of word and expressions (individual creation) as indicated in 
Table 1 below. 

 
Table 1: Creativity Features in terms of Words 

Creativity Features Words and Symbols 

n % 

Pure French  10856 61.26 
Standard SMS language (In French) 103 0.58 
English expression 6761 38.16 
Total 17720 100 

 
As shown in Table 1 above and Table 2 below, most (61.26% [in terms of 

words and symbols] and 64.77% [in terms of number of text messages]) of the 
SMS texts were phrased in ‘pure’ French or rather in French expressions 
containing very minor mistakes that still reflected the texters’ intention to 
compose their SMS messages in relatively ‘pure’ French. This is an indication that 
most of the Anglophone texters considered for the study did not have a 
foreknowledge of the more or less standardised SMS French expressions and 
words. This lack of foreknowledge has made them to rather employ a relatively 
purist approach consisting in using standard or correct French expressions and 
words in their compositions of their SMS texts. As D’Agustino (1984, p. 89) has 
clearly pointed out, cognitive deficit (for instance lack of foreknowledge about 
standardised SMS language in French) may motivate linguistic creativity for 
some particular language users. While revisiting Chomsky’s concept of Cartesian 
creativity, he pointedly contends that “linguistic creativity is predictable on, but 
not of course exhaustively explainable in terms of a system of rules and forms, in 
part determined by intrinsic human capacities”. Relating this observation to our 
findings, we may argue that a certain number of texters showing cognitive deficit 
preferred more formal and purist language use than exploring other linguistically 
creative and personalised techniques.   
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Findings equally indicate that an insignificant portion of the SMS messages 
(0.58%) was phrased in standard SMS language (in French), with mostly features 
such as vowel deletion, graphones (letter homophony), alphanumeric 
homophony, punctuation ‘errors’ and initialisation. Vowel deletion, as an SMS 
feature, is often used for the purpose of brevity. A situation of vowel deletion is 
said to have occurred when the texter creates a contracted version of the word(s) 
he/she intends using. While the vowels of the intended word are omitted, the 
consonants are maintained to represent the whole word. Examples drown from 
our sample include ‘msg’ for ‘message’; ‘ns’ for ‘nous’ (we); ‘j t’m’ for ‘je t’aime’ (I 
love you), ‘d’ for ‘de’ (to); ‘ptit’ for ‘petit’ (small) and ‘dmain’ for ‘demain’ 
(tomorrow).   

As a feature of the SMS language, alphanumeric homophonies have to do with 
the more or less arbitrary blending of letter and number to represent word, 
phrases or clauses. In such situations, the texter often partially substitutes the 
word, phrase or sentence with phonetically similar letters or numbers that sound 
almost the same as the substituted word or phrase. Example drawn from our 
sample include ‘2min’ standing for ‘demain’ (tomorrow); ‘2’ used for the French 
preposition ‘de’ (to); ‘7 fam’ for ‘cette femme” (this/that woman) and ‘K7’ for 
‘cassette’ (cassette).  

Graphones (otherwise called letter homophones) were equally observed 
among the standardized SMS expressions used by the texters considered for he 
study. The word “graphone” is a neologism used to refer to a feature of SMS 
language in which words are written the way they are pronounced (spoken like 
written) (Barasa & Mous, 2013). Letter homophony is the type of graphones we 
found the most in the sample. Examples include ‘C’ for ‘ce’ (this); ‘d’ for ‘de’ (to); 
‘Q’, for ‘que’ (that) and ‘M’ for ‘aime’ (to love);                     

Punctuation ‘errors’ were equally observed among features of SMS messages 
in French. These punctuation ‘errors’ basically included violation of grammar 
rules at the level of punctuation. Our sample indicates ‘errors’ such as omission of 
punctuation markers and arbitrary use of these markers (commas for instance at 
the place of full stop or vice versa) to fragment sentences. Example include:  
(i) ‘Non!!!! dmain, Je viens’ standing for Non, je viens demain’ (‘no, I will come 

tomorrow)  
(ii) ‘M je vous souhaite bon moi’ standing for ‘Monsieur, je vous souhaite un bon 

début de moi’ (‘I wish you a happy new month, sir’) and  
(iii) ‘G vien d’avoir ton adresse Je viens quand.’ used for Je viens d’avoir ton 

adresse. Je viens quand ? meaning ‘I have just received your address. When 
can I come over?”   
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Initialisation as a feature of SMS language was equally noted. Intialisation is a 
word shortening process whereby letters are used to represent whole word or 
sentences. Example from the corpus include ‘SVP’ for ‘s’il vous plait’ (please) and 
‘RDV’ for ‘rendez-vous’. Texters also employed some English expressions (both 
SMS and non-SMS language) in their formulation of their texts. Expressions and 
words in English covered over 38.16% of the contents of the SMS messages. A 
remarkable phenomenon has been texters’ utilisation of French-English or 
pidging English-French code-mixing (tag-switching) or multilingualism in their 
texts. Table 2 below provides some statistics on the texters’ utilisation of this 
technique (code switching). 

 
Table 2: Creativity Features in terms of SMS Texts 

Creativity Features SMS Texts 

N % 

Pure French 103 64.77 
Tag switching/intra-sentential code-mix 56 35.23 
Standard SMS language (In French)  00 00 
Total 159 100 

 
Code switching/mixing consists of alternating between two or more 

languages in the same speech. As Crystal (2001) explains, code or language 
switching occurs when an individual who is bilingual alternates between two or 
more languages during his/her speech or message with another bilingual person. 
This type of alteration or code switching between languages occurs commonly 
amongst bilinguals and polyglots. It may take different forms, including 
alternations of sentences, phrases from both languages succeeding each other 
and switching in a long narrative. This study particularly considered inter-
sentential code-mix or tag-switching as a creativity feature (Feuba, 2009). 
Babalola and Rotimi (2009, p. 3) observe that ‘tag-switching’, ‘emblematic 
switching’ or ‘extra-sentential switching’ that are used to refer to a switching 
between an utterance and the tag or interjection attached to it. This type of code-
mix may involve a native tongue and a foreign language, or two foreign languages 
or dialects of the same language. It may equally be viewed in communication (a 
sentence) initiated with one language and concluded in the other (Milroy & 
Muysken, 1995, p. 8). For example, one could start a sentence in French and 
conclude it in English, or initiate a sentence in Standard English and complete it 
in a non-standard variety of the same language.  
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Texts considered in the study were generated from bi/multilingual texters 
who use multilingualism as one their multiple strategies to avoid gap in SMS 
communication. Multilingualism here is motivated by two principal factors 
namely (i) mutual intelligibility and (ii) lack of foreknowledge about 
standardised SMS language in French (foreign language). Conscious of the fact 
that they are communicating with fellow bi/multilingual interlocutors, the 
texters often alternate between local and foreign languages creatively and 
sometimes using lexical innovations in their communication.  Examples of 
multilingualism drawn from our sample include the following: 
a) Na Wa for u, Tu m’a menti! Standing for ‘C’est terrible! tu m’as menti!’ meaning 

“It’s terrible! You lied to me!  
b) ‘Je suis rentré B4 la fin de cours. caus je suis tro malade’ which stands for ‘Je 

suis rentré avant la fin du cours, parce que j’étais grièvement malade’ meaning 
‘I went home before the end of the class because I was seriously ill’ .  

c) Mr. le cours aujourd’hui ? à quelle heure ? Je ask caus, je ne suis là’ which 
stands for ‘Monsieur, le cours d’aujourd’hui se tiendra a quelle heure ? Je 
demande parce que je ne serai pas là.’ meaning ‘Sir, when will the class hold 
tomorrow ? I am asking this for I shall not be around. 

d) O Boy, tu e devien yahoozee ou columbi, monsieur. Je n’ai pas beaucoup Naira 
pour vous. Used for « Ça alors ! Monsieur, vous êtes devenu escroc ou coureur de 
jupons ? Je n’ai pas beaucoup d’argent à vous donner”, meaning. What! Sir, have 
you become a crook or wooer? I don’t have much money.  
   
Texters resorting to code-mixing may be attributed to such factors as reduced 

linguistic incompetence in French. In effect, some of the Anglophones texters 
considered for the study did not have a very good mastery of French meanwhile 
some of them visibly thought in English and did not have the equivalent of the 
French expressions in SMS language, to express the English concepts they had in 
mind. To avoid gap in communication, they resorted to tag-switching or 
emblematic switching as strategies to pass their messages across. 

The findings however indicate that most (64.77%) of the SMS texts were 
formulated in pure French visibly to simplify communication. It may be observed 
that it was easier and more practical for most of these texters to overcome the 
lack of foreknowledge of standardised SMS language in French by using coinages 
in pure French. The following illustrations may demonstrate this tendency: 
a) “On se voit demain au cours. Apporte ton ordinateur s’il te plait” meaning see 

you tomorrow in class. Please bring your laptop. 
b) “RDV plus tard après le cours. Je serai là” meaning see you later, after the class. 

I shall be there. 
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It is clear that a typical French speaking texter (especially one versed with 
SMS language in French) would have coined these sentences in a different way. 
He may have formulated example (a) as “on c voi dmain au cours. STP aporte ton 
ordi” and example (b) as “RDV + tard après le cours. G seré là”.        
 

Conclusion and suggestion 
This paper has attempted to explore creativity features in SMS texts in French 

produced by some Anglophone (Nigerian) teachers and learners of the French as 
a foreign language. It tried to demonstrate that composing an SMS text in a 
foreign language may be faced with a certain number of challenges among which 
the lack knowledge of SMS language in the said foreign language. As shown in this 
study, non native speaker/learners of a particular language tend to be extremely 
creative in their phrasing of SMS messages in foreign languages; more because of 
their lack of foreknowledge about the relatively standardized SMS expressions 
and words used in these foreign languages to communicate ideas as well as 
because of their desire to simplify communication. Some may even resort to 
multilingualism or code-mixing involving modern languages (first language and 
second language) or local/indigenous and vehicular languages in order to 
achieve conciseness in their SMS messages. 

Based on findings and observations made in this study is may be suggested 
that courses in SMS language be included in foreign language programmes at 
university level to groom students on communicating using this type of language. 
It is but obvious that SMS communication is today widely used and learners of 
foreign languages may be compelled to use such a language to communicate with 
people belonging to linguistic communities that use the second language and this 
type of informal written register (SMS language in French or any other foreign 
language). A relatively high proficiency in SMS language (in the foreign language) 
on the part of foreign language learners, would automatically be needed for 
communication to be effective.     
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Abstract 
The process of second language acquisition relies on the use of different language 

learning strategies. In order to improve the success of the language learning process, 
language learners and teachers need to be able to assess the effectiveness of these 
strategies. This article uses existing literature to identify and explore the three primary 
parameters that determine the effectiveness of a language learning strategy: efficiency, 
relevancy, and motivation. The paper also discusses the different personal and individual 
factors which affect the effectiveness of the different strategies, as well as the synergetic 
effect between the parameters. 

 
Key words 
second language acquisition, language teaching, language learning strategies, 

relevancy, motivation 

 
Introduction 
Second language acquisition is a long and intricate process. This process relies 

on the utilization of language learning strategies, which are defined as operations 
used by the learner to in order to aid the acquisition, storage, or retrieval of 
information (Rigney, 1978). Numerous strategies are combined and used in 
order to cover all aspects of the new language: from vocabulary, to grammar, to 
phonology and more (Ritchie & Bhatia, 1999). No single strategy can suffice by 
itself in order to learn all aspects of a language. Rather, a combination of language 
learning strategies, used both together as well as separately, is required in order 
to make the most out of the individual language learning strategies (Gu & 
Johnson, 1996). What this paper proposes is that no single parameter suffices in 
assessing the effectiveness of language learning strategies. 

Language learning strategies are not equally effective, meaning that some 
strategies will allow the language learner to acquire the new language better and 
faster than others (Oxford, 1989; Gerami & Baighlou, 2011; Lavasani & 
Faryadres, 2011). This difference stems both from the inherent qualities of the 
strategies, as well as from a range of individual characteristics of the learner, 
such as gender (Oxford & Nyikos, 1989) or level of grammatical sensitivity 
(Skehan, 1991). When deciding which strategy to use, it is in the interest of the 



Journal of Language and Cultural Education, 2(3) 
ISSN 1339-4045 (print), ISSN 1339-4584 (online)  

SlovakEdu   

 

97 

language leaner to choose the most effective strategy for learning each aspect. In 
addition to the inherent benefit of using the most effective strategies possible, 
choosing the appropriate language learning strategy also prevents one from 
encountering the undesirable consequences of using ineffective strategies, which 
slow and hinder the student's progress. This was evident in a study of 
unsuccessful learners in an intensive English program (IEP), whose rate of 
progress was slow compared with that of their classmates due to the use of 
ineffective strategies (Vann & Abraham, 1990). In addition to this, using 
ineffective strategies can create a sense of anxiety which further reduces the 
ability of the language leaner to properly learn the language, by making the 
language learning process more difficult (Pintrich & De Groot, 1990). 

It is clear why gauging the effectiveness of language learning strategies is so 
important. What this paper seeks to achieve is to outline the parameters by 
which teachers, students, and autonomous language learners can gauge the 
effectiveness of the different language learning strategies. Based on an analysis of 
existing literature on the subject, three primary parameters emerged by which 
the overall effectiveness of a language learning strategy can be assessed. These 
parameters are efficiency, relevancy, and motivation, and the remainder of the 
paper is dedicated to a discussion of each of the parameters, as well as to 
highlighting their synergetic effects.  

 
Efficiency 
Defined as “the production of the desired effects or results with minimum 

waste of time, effort, or skill” (“Efficiency”, n.d.), efficiency is an important 
parameter to consider when gauging the effectiveness of language learning 
strategies. The advantage of efficient language learning strategies over inefficient 
ones is evident in the rate of progress of the language learners, as well as in their 
success at achieving proficiency (Oxford, 1989; Gerami & Baighlou, 2011; 
Lavasani & Faryadres, 2011).  

A wide range of factors affect the choice of language learning strategies used 
by learners, and their subsequent degree of success in the language learning 
process. These factors range from qualities such as gender (Oxford & Nyikos, 
1989), to personality traits such as extraversion and conscientiousness (Kang, 
2012), to the learner's current level of proficiency in the language (Vesselinov & 
Grego, 2012), and to inherent aptitudes and abilities, such as associative memory 
and grammatical sensitivity (Skehan, 1991). The influence of this wide range of 
personal characteristics on the efficiency of language learning strategies means 
that no single strategy can be perfect for everyone, as each person will find some 
strategies to be more efficient than others. 
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Such personalization is harder to accomplish the more rigidly structured the 
course is, though it can still be accounted for even in that type of setting. This is 
possible as long as the students have control over the strategies that they can use 
in order to learn the material, even if the material itself is chosen entirely by the 
teacher (O'Malley, Chamot, Stewner-Manzanares, Russo, & Küpper, 1985; Oxford 
& Nyikos, 1989). In addition, some of the personal factors still can be accounted 
for by teachers even in the structured classroom setting. An example of this is the 
general level of proficiency of the students, which can be roughly estimated and 
generalized for all the students in a certain class, based on their grades and how 
long they have studied the language. Even accounting for this single factor can 
have a meaningful impact when determining which language learning strategy to 
use (Vesselinov & Grego, 2012). 

An interesting thing to note is the advantage of autonomous language learning 
courses in this case (or any other situations where the learning process is highly 
individualized). In those circumstances, the learner’s traits and qualities can be 
taken into account to a higher degree when determining which strategy is most 
efficient for him or her, than in a traditional structured group or classroom 
setting.  

 
Relevancy 
The relevancy of the learning material to the student’s goal is another one of 

the parameters which are crucial to the success of a language learning strategy. It 
is measured by the congruence between the person's goal in learning the 
language, and the strategies applied.  

Every person has a goal in mind when he or she sets to learn a foreign 
language, and these goals can vary from person to person. Some, for example, 
want to achieve full fluency for the intellectual challenge or for academic 
purposes, while others just want to be able to speak the language when going on 
vacation. Others may have a more specific interest in mind, such as wanting to be 
able to understand poetry in the language, or follow recipes for cooking. Thus, 
relevancy is mostly a matter of prioritization; is the person learning the 
vocabulary words that they are going to need, or are they wasting their time 
learning words that they will have little use for (Nation & Kyongho, 1995; Nation 
2006)? Are the grammar rules that they are learning actually necessary for their 
ability to speak and write at the desired level, or are they irrelevant (Holec, 
1981)?  

If, for example, a person is learning a language only for the purpose of being 
conversationally fluent (as opposed to also being able to read and write), then 
the amount of vocabulary words that they need to learn is lower than if they 
were seeking to also achieve the capacity to have unassisted comprehension of 
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written texts (Nation, 2006). In this case, the language learner achieves 
diminishing returns from learning additional vocabulary words past a certain 
point, meaning that they could have spent this time on other aspects of the 
language, learning things which would have more useful, such as practicing a live 
conversation with a native speaker (Yasui, 2010).  

This is also evident in the case of language learners with special interests, 
such as a specific scientific or academic field, who can benefit more from learning 
specialized vocabulary than from learning general service vocabulary after a 
certain point (Nation & Kyongho, 1995). Indeed, as far as vocabulary is 
concerned, English for Academic Purposes (EAP) courses that go beyond the high 
frequency vocabulary used in academia, have been proven to be of little value for 
learners with specific purposes (Sutarsyah, Nation, & Kennedy, 1994). 

The relevancy of the language learning strategy and the material that it covers 
to the learner’s goals is an important parameter to consider. While it is possible 
to make progress using efficient language learning strategies, a language learner 
who is learning material that is not relevant for them (or that is less relevant than 
other available material), will take longer to achieve their goals than if they had 
learned the more relevant material.  

 
Motivation 
The language learner’s motivation has a significant positive impact on both 

the learner’s rate of progress, as well as on their eventual proficiency in the 
language (Oxford & Shearin, 1994; Dornyei & Ottó, 1998; Noels, Pelletier, 
Clément, & Vallerand, 2000). Language learning motivation is composed of 
several aspects, including expectancy of success or failure, interest, perception of 
rewards, perception of relevance, overt decision to learn, persistent learning 
behavior, and high involvement (Gardner & Lambert, 1972). Each one of these 
aspects has a positive relationship with the learner’s level motivation. Thus, an 
effective language learning strategy should improve these aspects in order to 
maximize the student’s level of motivation, and consequently increase their 
success at learning the language.   

Presently, motivation is becoming an even more important aspect of language 
learning due to the increased prevalence of people engaging in autonomous 
language learning programs (Blake, 2006; Blake, 2011). In these cases, low 
motivation rates can lead not only to limited engagement with the material, but 
also a high rate of attrition among learners who stop learning the language 
entirely (Reinders & White, 2011).  
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Synergy between Parameters 
While the sections above dealt with the each parameter for gauging the 

effectiveness of language learning strategies, this section suggests that there is a 
meaningful synergy, or interaction, between the parameters. This is evident in 
that improvement of one parameter can have a positive impact on another. The 
learner’s level of motivation, for example, is increased by the use of language 
learning strategies where the outcome of studying is at least equal to the amount 
of effort that the learner has put into studying (Oxford & Ehrman, 1995). This 
answers the definition of efficiency, indicating that using efficient language 
learning strategies can increase the motivation of the language learner to learn, 
which is an added benefit to using efficient language learning strategies. 

Similarly, since perception of relevance is one of the key factors influencing 
the learner’s motivation to learn the language (Gardner & Lambert, 1972), using 
language learning strategies which focus on teaching relevant material also has 
the added benefit of increasing motivation. These examples of synergy between 
the parameters illustrate the complexity of language learning strategies, and 
show the importance of considering all of the parameters when gauging the 
effectiveness of a language learning strategy.  

 
Further directions for research  
This paper has explicated the importance of efficiency, relevancy, and 

motivation: the main parameters which are relevant when assessing the 
effectiveness of language learning strategies. In addition to accounting for these 
parameters in research as well as in practice, future studies should also seek to 
explore the interaction between the parameters, as studying this interaction can 
lead to a more comprehensive understanding of what facilitates second language 
acquisition. One possible research topic is the comparison between the degrees 
of significance of the different parameters when contrasted with each other. For 
example, when choosing one of two strategies, where one offers a higher level of 
efficiency and the other is more motivating to the learner, which is the better 
strategy to use? That is, to what extent is one of the parameters more important 
when it comes to determining the overall effectiveness of the strategy? There are 
obviously many more facets to the relationship between the different 
parameters; this example is merely intended as an illustration of one possible 
strand of research and its practical implications. 

 
Conclusion 
Effective language learning strategies allow the learner to acquire a second 

language better than ineffective ones. This paper suggests that when approaching 
the task of assessing the effectiveness of a language learning strategy, one needs 
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to consider three primary parameters: efficiency, relevancy, and motivation. 
Since these parameters are influenced by a variety of personal factors, the 
assessment process is individualized; a strategy that works best for one person 
does not necessarily work as well for another person. In fact, the same strategy 
can have varying degrees of effectiveness for the same person at different stages 
of the learning process. Another complication arises from the synergy between 
the different parameters; since none of the parameters is insulated from the 
others, a change in one parameter can lead to changes in the other parameters 
too. Overall, the more these factors are taken into account, the more accurate the 
assessment process.  

In essence, these parameters are meant to serve as guidelines for researchers, 
language learners, and language instructors. By accounting for them, these 
practitioners can successfully gauge the effectiveness of different language 
learning strategies and determine the most effective ones for learning each 
aspect of the language. This improved understanding of language learning 
strategies increases the success of the language learning process by increasing 
the level of proficiency, reducing the time required to achieve proficiency, 
making the material more relevant to the learner’s goals, and by increasing the 
learner’s motivation to learn, which makes the process more enjoyable to 
participate in, and lowers the attrition rates among learners. 
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Abstract 
In this paper a range of methods for measuring the phonetic distance between 

dialectal variants are described. It concerns variants of methods as wordnet method for 
testing lexicostatic similarities and phonostatic differences, graded map and statistical 
analysis of linguistic levels. In addition, all features like simple (based on atomic 
characters) and complex (based on feature bundles) have been studied. The dialects were 
compared with each other directly and indirectly via a standard dialect. The results of 
comparison were classified by clustering and by training of a multidimensional map. The 
results were compared to well established scholarship in dialectology, yielding a 
calibration of the methods like information visualization technique. These results indicate 
that computational techniques are more sensitive in feature representations of dialects 
and such visualizations of information have good measures of phonetic overlap of feature 
bundles. The results of clustering give the sharper classification, but the graded map is a 
nice supplement. The findings show that Kurdish has composed of different regional 
groups which are relate to one ancestor which it might be the proto-Kurdish language and 
it is not a group of languages. 

 

Key words 
linguistic atlas, computational linguistics language, dialect, Kurdish, Azerbaijan-e Qarbi 
 

Introduction  
In traditional dialectology, isoglosses are the main focus which divided maps 

into dialect areas. Indeed, isoglosses sometime abridge dialectal reality too much, 
not only when they fail to coincide, but above all, when language varieties are 
spread through migration or war. This paper features computational dialect 
comparison and classification methods. First, we will explain the area and the 
language which we want to deal with it through the paper then we will show 
comparison of variations and methods applied here. By using these visualization 
and computational methods, the problems signaled above are solved. On the 
basis of the output of the comparison methods, then we can classify the dialects. 
The data used for comparing dialects comes for the most part from the Linguistic 
Atlas of Azerbaijan-e Qarbi (LAAQ), which was compiled by Asadpour (2002-
2011). From this atlas we chose 85 dialects. They were chosen to contain “easy” 
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cases as well as difficult ones. The 85 dialects are evenly scattered over the 
Kurdish language areas across Azerbaijan-e Qarbi, so we think they are 
representative of dialects in this area. In the LAAQ for each dialect always the 
same 300 linguistic items are translated and transcribed in phonetic script. From 
this huge database we chose 100 words, which we believe are representative for 
the range of sounds in the varieties. So in all we compare and classify 85 dialect 
varieties. It would be interesting to compare LAAQ languages not only to Kurdish 
dialects in other parts of Iran, but also with other neighboring dialects in 
neighboring countries as well. This study is the first computer developed 
linguistic atlas of Kurdish dialects especially in Iran which has been a rather long 
time in the making. 

As mentioned the surveyed region covers a population of over 2873459 
million people in some 3151 localities. It is bounded on the north and the 
northwest until south by four international frontiers, those of Iraq, Turkey, 
Armenia and Azerbaijan and the eastern part is closed to the Urmia Lake and 
three other internal administrative boundary with Zanjan, Tabriz and Hamedan 
and all run by the crest of the main ridge of Zagros with different mountain ridge 
of up to 1500 feet above the plain and by a straight line up and southward across 
Kurdistan back to the Iraqi frontiers. Among the languages existed in the region 
as Kurdish, Turkish Azeri, Armenian and Assyrian-NeoAramaic, Kurdish is a 
more prominent and predominant language in the area, therefore we focused on 
this language. Kurdish belongs to Northwest Iranian languages according to 
(Dorleijan, 1997; Haig, 1998; Haig and Matras, 2020) and some other believes it 
relates to Indo-European languages. The language is sub-divided into different 
dialect groups as Northern dialects (Kurmanji), Central dialects (Sorani), Gorani 
dialects and ZaZa (or Dimili) dialects. The majority of Kurdish dwell in the Middle 
East. The modern studies about the Kurdish people and language increased 
during the decline period of the Ottoman Empire. But still there is a dearth of in-
depth qualitative and quantitative research in Iranian Kurdish dialects. The most 
important dialects among these main four groups based on the numbers of 
speakers and the existence of literature might be Sorani and Kurmanji. All 
Kurdish dialects differ considerably from each other to this point that many 
scholar wonder whether there is one Kurdish language in a linguistic sense or it 
consists of different languages (Comrie, 1981; Dabir-Moghaddam, 2006; 
Dorleijan, 1997). The Kurdish dialects beside similarities have significant 
differences with other Iranian languages which it needs further diachronic 
studies (MacKenzie, 1961a, believes that Kurdish have a lot in common with 
Southern Iranian languages). In defining Kurdish as one or a group of languages it 
needs extralinguistic studies beside linguistic one. Factors like ethnic, 
anthropological, perceptual and cognitive studies of the awareness of speakers. 
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Dorleijan (1997); Haig (1989); Haig and Matras (2002) all believe that applying a 
group of languages for Kurdish might be more promises but for evaluating this 
hypothesis we will try to show the distribution of the two main dialects of Sorani 
and Kurmanji in Northwestern part of Iran. A place that geopoilitically is very 
important due to many factors. Kurmanji Kurdish is mainly spoken in Eastern 
and Southeastern areas of Turkey, Northern Iraq, Northwestern Iran and 
Northeast Syria. Moreover there is Kurmanji speakers in Armenia, Caucasian 
republic, Turkmenia and Northeastern Iran (Khorasan). The most updated 
estimation of Kurmanji speakers in 1996 is at 22 million and for Sorani is might 
be 18 million (Asadpour, 2012, in press; Hassanpour, 1992).  

 

Discussion and data analysis 
One of the important things in phonology is the arrangement of phonemes 

and since different languages have different phonotactic structures (Lass, 
1998, p. 248). Please note that in LAAQ by Asadpour (2011, 2012) there is a 
comprehensive literature on phonology of Kurdish dialects based on previous 
findings. we will focus here on the final findings in order to draw the linguistic 
maps and computational analysis. 

 
Phonological system of Sorani Kurdish in LAAQ 

 

Vowels 
In Sorani Kurdish we have 11 simple vowels and 7 diphthongs based on 

field data. 
 

Simple vowels 
 

back low vowel /ā/ soap [ʔā∫] – brave [ʔāzā] – load [bār] 
high front vowel (long i) /ī/ belief [ʔīmān] -  old [pīr] – thirty [sī]  
high back vowel (long u) /ū/ -----  -  red [sūr] – mulberry [tū] 
semi-high back vowel  /ō/ nation [ʔōmat] -  smell [bōn] – [ʔatō] you 
semi-high front vowel  /ē/ you (pl.) [ʔēwa] – pain [hē∫] – three [sē] 
back low vowel  /a/ this [ʔawa] -  festivity [bazəm] – plane 

[randa]   
high front vowel (simple i) /i/ Iraj [ʔiradʒ] -  pole [tirak] – hungry [bǝrsi] 
high back vowel (simple u) /u/ -----   -  pack-saddle   [kurtān]– spittal [tu] 
semi-high back vowel 
(simple o) 

/o/ room [ʔotāq] -  frog [boq] – sour milk [do] 

semi-high front vowel 
(simple e) 

/e/ now [ʔestā] -  food [t∫e∫t] -  up [sare] 

semi-high central vowel /ə/ -----  -  full [pər] – ------ 
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Diphthongs 

/aw/ Kind of bird [kaw]  -  night [∫aw]  

/āw/ water [ʔāw] –  sun [tāw]   

/āy/ mother [dāyk]  – pull [rāyke∫a] 
/ew/ mountain [ķew]  –  apple [sew] 

/ey/ (prepositions) [dey], [ley], [tey]   

/oy/ For him [boy] -  to go [roy∫tən] 

/ūy/ face [rūy] -  blow [fūylēka] 

 
 

i ī u ū ē e ə o ō a ā  

+ + + + - - - - - - - High 
- - - - - - - - - + + Low 

- - + + - - - + + - - Round 
- - + + - - - + + - + Back 
- + + + +  -  +  + Tense  
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In Sorani vowels can be occurred within the words in different positions. In 
this dialect /ǝ/ alternates between other vocalic sounds. Unlike Kurmanji dialect, 
the /ǝ/ in Sorani can occur in stressed positions. Two allophones of the Sorani 
phoneme /ε/ and /ǝ/are in complementary distribution: [ε] and [ǝ]. The 
complementary distribution is dependent on the environment in which /ǝ/ is 
found. When /ǝ/ occurs before the glide /j/ or high front unrounded vowel /i/ 
but not in the same syllable, it surfaces as /ε/, the same phenomena happen in 
Suleymaniye Kurdish as stated by McCarus (1958, p. 15).  

 
 
Complementary distribution of /ǝ/ 
a. [ε]: /həyə/ → ['hε.yə] ‘there is, are’ 
b. [ə]: /həybu/ → ['həy.bu] ‘he had’  
In addition to the complementary distribution of [ε] and [ǝ] before high front 

vowels and glides, there are also three allophones of /ǝ/ which occur in free 
variation within other positions: [ǝ], [ε], and [æ]. Generally, stress plays a role on 
when and where the allophones will be used. The front vowels [ε] and [æ] are 
typically found in stressed situations whereas [ǝ] is found in unstressed 
situations (for the findings on SK cf. McCarus 1958, p. 15). 

Vowels in monosyllabic words go through a deletion process under 
morphological affixation. In initial position, when a preposition is affixed onto a 
morpheme, the vowel in the preposition will be deleted if the morpheme begins 
with a vowel. All prepositions within Sorani variation include schwa /ə/ and are 
affixed onto the beginning of a word.  
/lə/ ‘in, from’ + /era/ ‘here’       ['lera] ‘here, in this place’ 
/lə/   ‘in, from’ + /t∫we/ where     ['lat∫we] where 
/lə/   ‘in, from’ + /sar/ on      ['lsar] on the bove 

 
Sorani consonants 
This dialect has 28 consonants which can occur in all positions of the 

morpheme. There is however, one that has limited distribution: the voiced 
labiodental fricative /v/.  
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 Bila
bial 

Labiod
ental 

Den
tal 

Alveo
lar 

Post 
Alveol
ar 

Vel
ar 

Uvu
lar 

Phar
yneal 

Glot
tal 

Stop p b  t d   k g q  ʔ 
Affricate     t∫ dз     
Fricative  f v s z  ∫ з x γ  )ʕ(   

ħ 
h 

Nasals m  N   ŋ    
Lateral   L ł      

Flap   ſ       
Trill   R       
Glid w    y     

 
As it is stated in next pages, /ſ/ appears in the initial, mid and final position of 

one syllabic word, while /r/ appears only in mid and final position. /r/ also 
occurs in intervocalic position as well. When a trill appears as an intervocalic it 
might be as the onset of second syllable. Consequently when trill and flap occurs 
simultaneously they could be in contrastive distribution. When two nouns 
combine together to make a compound noun a marker like /a/ will be add. 
McCarus (1958: 93) has found the same thing in SK while in SK /ə/ is used and 
the same phenomenon has happened in Arabic. 
 
/nīw-/ (half) + /-a-/ + /-ro/ (of)  [nīwa'ro] (afternoon) 
/renus-/ (pen) + /-a-/ + /-spy-/ (white) + /-aka/ (definite article)       

 [renusaspya'ka] (white color). 

Contrastive distribution of trill and flap: 
['bſin] (injury) and  ['brin] (cut) 
['kaſ]  (donkey) and ['kar] (deaf) 
 
When a flap and trill form a morpheme in a cluster, they treat as a phonetic 

cluster and the result is a geminate trill within the syllable.  
/?awkurſe/  [?awku'rre] (this boy)  
/pərſa/  [pə'rra] (it is full) 
/xərſa/  [xə'rra] (it is circle) 
 
Another consonant which is important regard to phonemic distribution is the 

voiced velar nasal /ŋ/. This consonant might not appears in word or syllable 
initial position. 
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[raŋ] (color), [daŋ] (voice), [zaŋ] (ring) etc. 
 
McCarus (1958, p. 16) in SK found that there is a voicing distinction in the 

obstruent system of SK and the same exist in Sorani dialect. Although, there are 
some assimilation processes that neutralize this distinction, most voiced 
obstruents and sibilants remain voiced even if a voiceless obstruent or sibilant 
follows. Fricatives and stops go through a limited regressive assimilation when 
followed by other stops and fricatives (also cf. McCarus, 1958, p. 17).  

  
[bā∫] (fine)    [bāʒbu] (it was fine) 
[pe∫] (before)   [peʒmarga] (a person who scarify his/her body for others) 

 
In Sorani, stops are fully released in all positions. Aspiration occurs in single 

stop initial and mid words and stop/stop or stop/fricative clusters. In 
Suleymaniye Kurdish, McCarus (1958) makes no mention of aspiration in final or 
medial positions. However, Sorani in AQ does not have a contrastive distribution 
among aspirated and unaspirated phonemes. 
 
 

Aspiration within voiceless stops 
/kalâna/ (a kind of food)  ['khalâna] 
/tawazǝn/ (lazy)  ['thawazǝn] 
/kulla/ (a kind of animal) ['khulla] 

 
In Sorani of AQ, palatalization takes place on three stops and one fricative, /p, 

k, g, f/. Palatalization occurs on the phonetic level. The four stops are palatalized 
before high front vowels and glides the same phenomenon has happened in 
Suleymaniye Kurdish which is another Sorani variation (c.f. McCarus 1958, p. 17). 
In the surface representation, the consonants are represented phonetically as [pj, 
kj,gj, and fj]. 
 
 

h ſ ł t∫ ∫ s f k t P Voiceless 
ħ r l dʒ з z v g d B Voiced 

 
 
and individual phonemes are as follows: 
 

x m w n y ʔ ŋ 
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Final position Mid position Initial position  

[top] (ball) [səphla] (useless) [phir] (old) /p/ 
[badbæxt] 
(unlucky) 

[bæħædab] (polite) [bīr]  (imagination) /b/ 

[saxt] (hard) [batamā] 
(wanting) 

[tēr] (garlic) /t/ 

[bard] (stone) [badbaxt] 
(unlucky) 

[dəl] (heart) /d/ 

[of] (interjection) [bafr] (snow) [fu]  /f/ 
[mərov] (human) [bəva] (don’t touch) ------- /v/ 
[qals] (nervous) [məsqāl] (a bit) [səpla] (useless) /s/ 
[marz] (border) [dazu] (string) [zəl] (big) /z/ 
[t∫əl] (forty) [∫əleŋ] (big 

cucumber)  
[lāfāw] (water 
tearing) 

/l/ 

[t∫əł] (a thin 
branch) 

[∫əłeŋ]   (doing 
big stuff) 

------- /ł/ 

[sūr] (red) [mərān] 
(murdering) 

------- /r/ 

[sūſ] (circulating) [məſān] (making 
noise) 

[ſāзīn] (shaking) /ſ/ 

[ra∫] (black) [t∫e∫t] (food) [∫əłpa]  
(interjection) 

/∫/ 

[roʒ] day [bʒār]  (to weed) [ʒyān] (life) /ʒ/ 
[phərt∫] (hair) [phət∫kſān]  (to 

tear) 
[t∫łes] (gluttonous) /t∫/ 

[brindʒ] (rice) [mədʒewr] 
(mosque labor) 

[dʒgā] (place) /dʒ/ 

 [dāik] (mother) [∫əkhānden] (to 
break) 

[kəteb] (book) /k/ 

[barg] (leaf) [māŋā]  (male cow) [gal] (people) /g/ 
[dāx] (hot) [barxola] (small 

goat) 
[xezān] (family) /x/ 

[∫aq]  (kick) [manqał] (brazier) [qałā] (castle) /ɢ/ 
[məłγ]  [āγā] (mr.) [γæws]  /γ/ 

[bałām] (but) [mamkməʒ] (baby) [mut∫a]  (farm) /m/ 
[barz] (tall) [mazən] (big) [zargata] (honey) /n/ 
[yāyi] (o aunt!) [hawyā] (hope) [yek] (one) /y/ 
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y ū 
u 

e 

a 

ə 
o 

ī 

ā 

aw āw 
āy 

ey 
ay 

[wə∫trāw] (middle 
of river) 

[hawr] (cloud) [walāt] (land) /w/ 

[gunāħ] (sine) [baħr]  (sea) [ħāł]  (mood) /ħ/ 
[rifāh] (wealth) [bahr] (result) [hāł] (corridor) /h/ 
------- [ta?min] (support) [?āw] (water) /ʔ/ 
[daŋ] (voice) [haŋāuten] 

(managing aim) 

------- /ŋ/ 

 
 
Kurmanji Vowels 
The vowel inventory in Kurmanji of AQ includes nine vowels which is more or 

less similar to Sorani, the Kurmanji dialect vowel inventory includes /i, a, u, e, ǝ/. 
Similar to Sorani, in Kurmanji long vowels are in complementary distribution.  
 
 

I ī y e ə u ū o y  
+ + + - - + + - + High 
- - - - - - - - - Low 
- - + - - + + + + Round 
- - - - - + - + - Back 
+ +   - + -   Tense 
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Simple vowels 
 

Low back vowel /ā/ [bār] (load) 
High front /ī/ [∫īr] (milk) 
High back /ū/ [dūr] (far) 
Low back /a/ [dar]  (in) 
High back /u/ [kurd] (Kurdish) 
Semi-high back /o/ [do] (juice of yogurt) 
Semi-high front /y/ [∫yr] (lion) 
Semi-high central /ə/ [dəl] (heart) 

Semi-high front /e/ [per] (bridge) 
 
 
Diphthongs 
Diphthongs which exist in this dialect are as follows: 
 

/aw/ [khaw]  (a kind of bird) 
/āw/ [lāw] young  
/āy/ [dāyk] mother  
/ey/ [dey] well  
/ay/ [hay] (aware, information) 

 
Kurmanji Brasdost consonant system: 
There are 36 consonants for Kurmanji 
 

 Bilabial Labiodent
al 

Dental Alveolar Post Alveolar Velar Uvular Pharyneal Glottal 

Stop p ph 
b 

 t th 
Ŧ d 

  k kh 
g 

q  ʔ 

Affricate     t∫ Є dʒ     
Fricative  f v s Ś 

z 
 ∫ʒ x γ  )ʕ(   

ħ 
h 

Nasals m  n   ŋ    
Lateral   l Ł      

Flap   ſ       
Trill   r        
Glid w    y     
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In Kurmanji aspiration is phonemically distinctive in word-initial position 
only in comparison to Sorani. Kurmanji in aspirated and unaspirated position is 
in contrastive distribution and aspiration occurs only in mid and initial position. 
Some minimal pairs are as follows: 

['pā∫i] (back)   # ['phā∫i] (after) 
['pāni] (width)   # ['phāni] (the heel) 
['ka] (where)  # ['kha] bogrush 
['kar] (monkey)  # ['khar] (piece) 
['ti] (thirsty)  # ['thi] (husband’s brother) 
['Єər] (flexible as plastic) # ['t∫ər] (to tear) 
['Єaŋ] (mist)  #  ['t∫aŋ] (nail) 
['t∫āl] (combination of black with white) # ['Єāl] (a well) 
  
Moreover, if a syllable doesn’t start with a consonant or glide /ʔ/ occurs in 

initial position which is a distinctive feature. In Kurmanji trills and flaps do not 
usually occur in the same environment. Flaps generally occur intervocalically. In 
some instances, however, flaps do occur in word-final position. Trills occur in the 
word final position and also within clusters. Kurmanji does allow trills in word-
initial position.  

['per] (bridge)    ['peſ] (full) 
 

ʔ h ſ ł t∫ ∫ s f k th t p Voiceless 
ʕ ħ r L dз з z v g Ŧ d b Voiced 

 
Isolated phonemes: 
  

Ś Є ph x m w n y ŋ 

 
Final position Mid position Initial position  

[kap] (nose) [tepel] (finger) [pātak] (teared 
cloth) 

/p/ 

------- ------- [ßātak] (back of 
neck) 

/ßh/ 

[bāb] (father) [goteba] (told) [bā] (wind) /b/ 
[mat] (aunt) [pheter] (more) [tāv] (speed) /t/ 
------- -------  ['thāv] (sun) /th/ 
------- ------- [Ţāzî] (nude) /Ŧ/ 
[dusad] (two hundred) [barāxodan] 

(watching)  
[dūr] (far) /d/ 



Journal of Language and Cultural Education, 2(3) 
ISSN 1339-4045 (print), ISSN 1339-4584 (online)  

SlovakEdu   

 

115 

[daf] (a musical 
instrument) 

[bafr] (snow) [fero] (to mix) /f/ 

[badav] (beatiful)   [revi] (intestine) [vera] (come) /v/ 
------- ------- [Śa] (dog) /Ś/ 
[dars] (lesson) [kūsal] (turtel) [sem] (poison) /s/ 
[gaz] (meter) [tebzî] (rosary) [zu] (soon) /z/ 
[∫el] (soft) [delovān] (kind) [lāw] (young) /l/ 
[gał] (male cow) [gałłāk] (many) [łām] (face) /ł/ 
['per] (bridge) [harem] (I will go) [rāv] predicate) /r/ 
['peſ] (full) [deſi] (itching) [ſāv] (run away) /ſ/ 
[?ā∫] (soup) [de∫em] (you can) [∫el] (soft) /∫/ 
[debēʒ] (said) [rēʒu] (coal mining) [ʒen] (woman) /ʒ/ 
------- ------- [Єel] (forty) /Є/ 
[ket∫] (girl) [bot∫e] (why) [t∫el] (glutonous) /t∫/ 
[gendʒ] (young) [bendʒegara] (ashtry) [dʒān] (corpus) /dʒ/ 
------- ------- [Ҝāl] (old) /kh/ 
[ki∫k] (checking) [varīkeren] (to send) [kāl] (not arrived) /k/ 
[pung] (a kind of plant) [kegar] (reason) [gaz] (meter) /g/ 
[?āx] (soil) [kuxek] (cough) [xo]  (self) /x/ 
[bəq]  (frog) [taqin] (explosion) [qend] (piece of 

sugar) 
/q/ 

[mām] (uncle) [hamu] (all) [māl] (home) /m/ 
[sakenin] (to 
stand)            

[nīna] (isn’t)    [nam]  (wet) /n/ 

[Śiŋ] (chest) [haŋavin] (honey) ------- /ŋ/ 
[hay]  (inform) [ayb] (blemish) [yār] (friend) /y/ 
[daraw] (lie)    [bewiawayi] (this 

way) 
[wār] (earth) /w/ 

------- [maħzar] (presence) [ħākem] (ruler) /ħ/ 
------- [duhi] (yesterday)   [harin] (to go) /h/ 
------- ------- [ʔaz] (I) /ʔ/ 
------- ------- [ʕalowk] 

(Turkey) 
/ʕ/ 

 
  



Journal of Language and Cultural Education, 2(3) 
ISSN 1339-4045 (print), ISSN 1339-4584 (online)  

SlovakEdu   

 

116 

Comparative analysis of Sorani and Kurmanji phonemic structures 
I explored the phonemic features of these variations separately, now we are 

going to compare these two dialects. Based on my findings and even previous 
results on other dialects which have done by other scholars, we can conclude that 
these two dialects are similar regard to phonemic features and some of the 
differences which exist might be as a result of contact with other neighboring 
languages like Azeri Turkish and to some extend Farsi and Arabic made some 
distinctions. Generally, based on data, there are 8 similar vowels /a, e, o, i, ī, u, ū, 
ǝ/. Moreover, /y/ is not detected anymore in Sardashti but compare to other 
Sorani sub-variations like Saghezi, Baneyi etc. the reason might be considered in 
cross linguistic studies.  

In terms of vowel length both of them have /ī, ū, e/, in addition in Sorani 
stress is very important in vowel length while in Kurmanji it is conversely except 
in some few cases although the length in this case is due to the position of stress 
in onset or coda. Regard to contextual situation, in Sorani there are some 
limitations in arranging vowels and consonants in any position while in Kurmanji 
there is more freedom like use of trills and flaps which we exemplified in 
previous sections. In Sorani there is complementary distribution in the use of /a/ 
while in Kurmanji it is /ǝ/ and in both cases when vowels add to preposition, 
syncopation occurs. The researcher believes that based on previous findings on 
other variations and with more studies on Kurdish dialects we might see that 
there is 8 similar vowels in all Kurdish dialects /a, e, o, i, ī, u, ū, ə/ which five 
vowels are in common even among other languages. However, because of 
assimilation process in Kurdish with regard to the distribution if Kurdish in 
different regions, vowel system of this language has a lot of changes which needs 
further studies. 

Consonant inventory in Sorani and Kurmanji is very similar except for some 
few consonants which in Kurmanji are phoneme while in Sorani are allophone. 
Both dialects have aspiration in initial position and to some extend in mid 
position but aspiration in Kurmanji has contrastive feature while in Sorani there 
is no such function. In Sorani we have palatalization while in Kurmanji it occurs 
few often. 

 
Conclusion 
Some features like race, history, ethnic relation, peaceful coexistence and etc. 

are some criteria for solidarity and unity in a society. A speech community has 
common race, language and geography although there might be differences in 
idiolects, accents and dialects in an ethnic group or nationality. But generally we 
can conclude that in the stream of language change to diversity and creating new 
and different dialects, what is obvious in lexical and phonological levels is that 
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lexemes change faster and what is more static and robust it might be syntactic 
rules. It seems that this rule react in the same way for phonemic system as well. 
Because the findings in this paper show that what is different in phonemic 
system of Kurdish is the amount of phonemes and it is the matter of existing or 
non-existing of some phonemes in different dialects not the way of their 
combination. Therefore, we can say that in progressing from a proto-Kurdish 
language all are the same and differences might be in adding or deleting some 
phonemes. Vowels and consonants are for the most part similar and in the same 
parallel and the main differences which can be as a result of contact with other 
languages such as Persian, Turkish, Arabic, Neo-Aramaic etc.  

Beside many differences that Kurdish dialects have, there are many 
similarities among them as well and we can make a distinction between these 
similarities and individual features of a language and extract their universal 
features. Based on these features we can evaluate mutual intelligibility, the 
common core among languages and also make a comparison among dialects. 
Anyway, none of these terms are definite and on the one hand we can talk about 
more than one Kurmanji dialect e.g. Northern Kurmanji or Southern kurmanji, 
Sorani, Gorani etc. Indeed the main distinction between Kurmanji and Sorani is 
not clear. If we travel across Azerbaijan-e Qarbi we can understand that gradually 
the linguistic features of these variations will change. It is possible that Sorani 
might have mutual intelligibility with Kurmanji Kurds. Khan (1979) stated that 
with few changes in structure of one language they can communicate easily.  

However, if the dialects shift away from their shared factors, this could 
increase the difficulty in speaking with each other. Due to the difficulty that 
speakers from different dialects have with each other when first communicating, 
it is a valid assessment that Kurdish dialects are not completely mutually 
intelligible. However, because there is the capability of understanding between 
the dialects, it is a fair evaluation that mutual unintelligibility is not an issue for 
this speech community. 
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Abstract  
In recent decades, a profound interest in all kinds of lexicographic work has been 

observed, and – in particular – in monolingual English dictionaries compiled specifically 
for the use and convenience of EFL learners. On the practical side, this should be viewed in 
the context of the growing importance of TEFL problems, which eventually led to the 
regular publication of EFL GAZETTE in the late 1970s, a newspaper concerned primarily 
with English as a foreign language. Among the subjects discussed within the canvas of this 
monthly publication, the whole array of English training courses are presented and 
reviewed, English language institutions are introduced, the issues revolving round 
specialised Englishes, and – most significantly to our present discussion – learners’ 
dictionaries are also a particular focus in the current discussion of both lexicographic 
theory and practice (see, for example, Hartman, 1979, 1983; Ilson, 1985; Cowie, 1981, 
1987). Obviously, the science of metalexicography hardly existed as a formal discipline at 
the time of the advent of first monolingual learners` dictionaries. It was evident, however, 
that non-native dictionary users needed detailed guidance on particular points of 
grammar and usage. As a result of the vast improvement in the resources available to 
lexicographers, EFL dictionaries have undergone numerous core changes. New features 
acquired the status of convention, as the monolingual learner’s dictionary developed into 
a distinct genre (Rundel 1998). These features included a shift towards the enlargement of 
vocabulary suitable for precise definition, syntax and inflection in a detailed, usable form 
(on this issue see Cowie, 1983b; Benson & Ilson, 1986). 

Accordingly, the main objective of the paper is to outline recent developments within 
EFL lexicography. These may be said to include the following points in no particular order 
of importance: (i) navigation, (ii) style/register, (iii) phraseology, (iv) lexical relations, (v) 
grammar and syntax, (vi) illustrations, (vii) examples. 

This paper enlarges on issues raised earlier in Włodarczyk-Stachurska (2010). 
 
Key words 
lexicography, style, register, labels, navigation, examples 

 
It is evident that EFL dictionaries are far from being a novelty in any sense. 

Originally, at the beginning of the 17th century, monolingual dictionaries were 
merely lists of words and these lists of words were expanded into the first 
lexicographic publications. As Jackson (2002, p. 37) reports, the beginning of the 
18th century brought a new focus to the monolingual English dictionary, with the 
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publication of A New English Dictionary in 1702. Bailey’s Universal Etymological 
English Dictionary of 1721 had a fundamentally different aim, because, according 
to Collinge (1990, p. 674): 

 
It set out to include all words, not for the sake of completeness itself 

(…) but for the purpose of explaining derivation. The Universal 
contained cant terms, proverbs and dialect words, and in its 1740 
edition was the first dictionary to mark stress position. Later, in 1730, 
the Dictionarium Britannicum was published which was to form 
working basis of the outstanding lexicographical achievement of the 
century. 

 
As far as the more recent history of the EFL dictionary is concerned, the first 

of the modern dictionaries was The New Method English Dictionary (1935) 
compiled by West and Endicott, which was almost immediately displaced by 
Oxford Advanced Learner’s Dictionary (henceforth: OALD) (1942), published in 
Japan, under the name of Idiomatic and Syntactic English Dictionary. In 1978, the 
Longman Dictionary of Contemporary English (henceforth: LDCE) appeared, and 
in 1987 Collins Cobuild Advanced Dictionary (henceforth: CCAD) was published 
for the first time. Specialists in the field of lexicography agree almost 
unanimously that neither LDCE nor CCAD were as revolutionary as it was 
originally claimed (see, for example, Cowie, 1999a, p. 105; Hausmann & Gorbhan, 
1989, p. 44-56), though Cowie (1999a, p. 105) comments that they “(…) bring the 
learner’s dictionary into line with more recent developments in linguistics.” 

As Cowie (1999) goes to great lengths to explain, there has taken place an 
expansion of the established conventions of dictionary macrostructure (here the 
term is understood after Burkhanov, 1998, as the arrangement of the stock of 
lemmata in the word list) with a set of features that were shaped by the actual 
needs of non-native users of English. In the course of time the features obtained 
the status of conventions. The following fundamentals should be noted: 

1) Vocabulary control – as a consequence of Hornby, Palmer and West’s 
research into vocabulary, they created a learner-oriented dictionary. The 
important aspect of vocabulary control was the emphasis placed on meaning and 
idioms of the most common words. The other thing was the notion of the 
restricted defining vocabulary (limited number of lexical items in their direct 
senses), either in the form of an explicit list or the use of simple vocabulary and 
grammatical structures in the defining process (for the more detailed discussion 
on the history of MLD see, among others, Rundell, 1998). 

2) Grammatical and syntactic information – the attempt to meet the 
encoding needs of the EFL students led to a more detailed description of 
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grammatical categories and syntactic preferences. (Initially Palmer, 1938, 
presented a systematic account of verb complementation, subsequently Hornby 
absorbed the scheme). 

3) The role of examples – the examples appeared to be a special need, 
particularly required by the non-native learners of English. From the times of 
Hornby and his fellows they started to appear extensively. The examples 
functioned as a model that learners could use. 

4) Phraseology – the roots of the idea of the tendency of writers and 
speakers to store, retrieve, and process language very largely in chunks are dated 
back to the times of the work by Palmer and Hornby in the 1930s. According to 
Cowie (1999b, p. 10),  their research revealed the prevalence of ready-made 
sequences in everyday speech and writing, and helped pave the way for the 
strong upsurge of interest in phraseology of the 1980s and 1990s. According to 
Rundell (1998, p. 317), the concern for describing and explaining phraseology 
has been one of the key features of the MLD ever since. 

One may venture to say that the situation has changed substantially since the 
advent of the second and third generation of learners’ dictionaries. According to 
Cowie (1990, p. 691), the main reason behind this was the growth of critical 
awareness among the EFL lexicographers, as well as the growing awareness of 
the study needs of the foreign students. Zgusta (1988, p. vi), who introduced user-
perspective theory, contributed to models that allowed practical lexicographers 
to compile dictionaries aimed at target user groups by taking cognizance of their 
specific needs and reference skills. As a consequence, Cowie (1990, p. 691) 
concludes that “(…) the interests of researches have broadened to take account 
not only of what a dictionary contains but also of the user’s motives in turning to 
it in the first place.” Obviously, one has no choice but to agree with Hartmann 
(2001, p. 87) who indicates that such needs are different for different user 
groups. 

On the whole, one is entitled to say that in recent years EFL dictionaries have 
been designed to meet the needs of all potential users. The ongoing changes are 
the obvious consequences of developments in descriptive linguistics, as well as a 
growing awareness of the needs of EFL students. At the same time, as pointed out 
by Cowie (1981, p. 206): “(…) there is a real danger of opening the gap which is 
known to exist between the sophistication of some features of dictionary design 
and the user’s often rudimentary reference skills. Dictionary makers should (…) 
have the limits of acceptable innovation.” 

Before we proceed with our discussion, one further issue needs to be 
addressed, namely the concept of user-related research. The starting point in the 
aforementioned discussion was the Exeter conference organised by Hartmann 
back in 1972. The conference started a period of intense investigation into both 
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the users and uses of learner`s dictionaries. Since that time, studies have been 
conducted in different countries, at different levels, and against a variety of first-
language backgrounds. In 1987 Hartmann published a critical survey of the 
research and singled out four points of focus (after Cowie, 1999, p. 177); that is: 
1) identifying the specific categories of linguistic information (e.g. meaning, 

spelling, pronunciation, grammar) perceived as important by particular 
groups of dictionary users; 

2) seeking to throw light on the users themselves, and on their assumptions and 
expectations in turning to the dictionary; 

3) investigating the study of occupational activities in the course of which and in 
support of which a dictionary is used; 

4) investigating the reference skills which users have developed, or need to 
develop, to use their dictionaries more effectively, and evaluating teaching 
programmes or aids designed to enhance such skills. 
 
Clearly, some revealing observations seem to emerge from studying the 

findings of the above-mentioned fields of enquiry. (Some scholars have 
questioned the value of dictionary users’ views gathered by means of 
questionnaires, see Cowie, 1999, p. 178). To start with, user-oriented studies 
emerged in the late 1970s lexicographic. Tomaszczyk (1979) examined two 
groups of users. The first of which consisted of university students, and the 
second group of users included translators and instructors. When asked what 
dictionary they consulted for information of a given type, MLDs owners 
expressed the highest level of satisfaction with the information provided (see 
Tomaszczyk, 1979, p. 111). Cowie (1999) informs us that – along similar lines – 
Béjoint (1981), Marello (1989) and Al Ajmi (1992) investigated the learners’ 
attitudes towards MLDs. Thus, for instance, as pointed out by Marello (1989, p. 
109), students generally prefer to use the monolingual dictionary as a source of 
meaning. Not surprisingly then, also Al Ajmi (1992, p. 157 in Cowie, 1999a) 
remarks that advanced users of the MLD show a greater degree of interest in its 
guidance on grammar, spelling and collocation. 

However, the results of the research into the attitudes of users towards the 
dictionaries seem to pose something of a paradox. Note that – on the one hand – 
there is the high value that students place on their dictionaries. Yet, on the other 
hand, they show considerable ignorance both of their structural elements and – 
worse still – possible functions the dictionaries may serve. Tomaszczyk (1979, p. 
116) concluded that while beginners and intermediate students tend to know 
their dictionaries very well, they make unreasonable and contradictory demands 
on them. To be more specific, complaints centred on deficiencies and 
inadequacies of dictionaries (typically: locating idioms, phrasal verbs and finding 
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collocations), and these aspects are also mentioned by Sora (1984) and Coviello 
(1987), see also Cowie (1999). It is for precisely this reason that, when an MLD is 
acquired, a wide gap – if not chasm – oftentimes emerges between a students` 
perception of the dictionary’s value and its genuine usefulness as a learning aid 
(see Cowie, 1999, p. 184). 

It must be pointed out at this point that a user’s understanding of the 
information categories that the MLD contains seems to be largely limited (such 
views are expressed by Moulin, 1987; Stein, 1989; Atkins & Varantola, 1997 
among others). Hence, not surprisingly, a discussion conducted from this vantage 
point must necessarily go to the question of whether the failure to use 
dictionaries effectively results from inadequacies on the part of users or from 
deficiencies in the dictionaries themselves. In an attempt to answer this question, 
Tomaszczyk (1979, p. 111) argues that the fault never lay entirely with 
lexicographers, but rather with the limited understanding and skills of 
dictionary-users. Additionally, Bareggi (1989), Nuccorini (1994), Nesi and Meara 
(1994) investigated users’ dictionary skills. For the details concerning both the 
genesis and history of the research see, in particular, Cowie (1999, p. 82-192). 

Simultaneously, it must be borne in mind that EFL dictionary users are not 
always fully aware of the differences between a monolingual English general-
purpose dictionary and a monolingual English dictionary compiled for foreign 
learners (Stein 2002, p. 72). Hence, to proceed with the discussion further it 
seems justifiable to outline the basic differences between these two types of 
dictionaries. According to Stein (2002, p. 72-73), they are as follows: 

1) The vocabulary listed in an EFL advanced learner’s dictionary focuses on 
the fundamental word stock and usually includes neologisms, regional words and 
expressions and specialized technical terms. It usually contains about 50, 000 
items. In contrast, a general-purpose dictionary contains a significantly greater 
number of archaic expressions, neologisms, regionalisms, loanwords and 
technical terms which are not found in the native speaker’s general repertoire of 
words. Desk-size dictionaries usually contain at least 70, 000 entries. 

2) The origins of the monolingual English dictionary for native speakers can 
be traced back to as early as the 17th century. Those first works were meant to 
explain to the layperson complicated and problematic Latin and Greek 
borrowings. Taking into consideration the hard word tradition of monolingual 
English lexicography, it was from its beginnings directed at the decoding 
reference needs of the dictionary users. English Dictionarie by Cockeram which 
consists of three volumes is a remarkable exception. The second volume contains 
basic English words and translates them into more sophisticated vocabulary for 
those who wanted to make their speech sound more stylish and elegant. 
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The research carrying out by Quirk (1974b) and Greenbaum et al. (1984) has 
indicated that the decoding reference needs are also of significance to users of 
general-purpose dictionaries in contemporary times. The dictionary is used 
mainly to obtain information about the meaning of words and the studies by the 
two authors report spelling as the second most important reason for looking up a 
word in a dictionary. Naturally, most of us are familiar with this situation when 
we intend to write a letter, an essay, etc., and are not certain how to spell a given 
word. In the above-mentioned cases, general-purpose dictionaries are applied for 
encoding purposes. Therefore, they contain lexicographical information which 
meets the decoding and encoding reference needs of the users, however, the 
decoding aspect seems predominant. The information that can be accessed in EFL 
dictionaries fulfils both needs of the users. Special attention is paid to the 
encoding needs though, so as to enable users to form accurate and correct 
expressions. The ability to produce well-formed utterances is often associated 
with a solid knowledge of the grammar of a language. The most important and 
distinctive characteristic of EFL dictionaries is the description of the behaviour of 
words in terms of grammar. 
1) The language of EFL dictionaries used in the definitions of words is 

maintained at an easy level because foreign users are still learners. 
2) Pronunciation can be provided in different ways by EFL dictionaries and 

general-purpose dictionaries. The later indicate pronunciation by means of a 
respelling system or by the phonetic symbols whereas the former use 
exclusively the International Phonetic Alphabet. 

3) EFL dictionaries can be characterized by the application of more explicit 
references to language use so as to facilitate foreign learners to achieve the 
appropriate stylistic level. The above is possible due to the application of 
labels and notes with regard to the usage. 

4) EFL dictionaries contain a significant number of example sentences and 
phrases which illustrate how the item in question is actually used. The 
purpose is to provide further help to the foreign learners. 

5) Lastly, as yet EFL dictionaries do not contain etymologies (see in this respect 
Ilson 1983). 
 

Fair enough, from the very beginning EFL dictionaries have changed 
beyond any doubt and any recognizable measure not only with respect to 
the medium. One may reasonably state that this is the consequence of the 
fact that EFL pedagogical lexicography is actually gaining more and more 
popularity among the research communities. In particular, it holds true 
for the major British pedagogical dictionaries. Aat present these are the 
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following: Oxford Advanced Learner’s Dictionary (OALD), Longman 
Dictionary of Contemporary English (LDCE), Cobuild Collins Advanced 
Dictionary (CCAD), and Cambridge Advanced Learner’s Dictionary (CALD). 

Since all the aforementioned dictionaries aim to improve and to add to the 
user’s language skills as efficiently as possible numerous attempts have been 
made aimed at minimizing the ‘looking up in the dictionary’ problems. On the 
whole, one may say that the recent developments reflect lexicographers’ 
awareness of the problems and efforts to minimize them. It goes without saying 
that any attempt at assessment of these four works can in no way be exhaustive, 
and it is not in any way a matter of primary concern of the present study, 
therefore it is bound to be highly selective. Keeping this in mind, I shall 
concentrate on selected aspects that seem to indicate a certain development 
within EFL lexicography. These may be said to include the following points in no 
particular order of importance.  

 
1. Navigation 
To start with, in most cases the aim of the look up exercise is to find a precise 

piece of information about a specific unit, rather than to find out everything 
about it. Note that in case of longer entries it can be a source of difficulty. Yet, 
dictionary entries may have and often do have a more complex structure. 
Additionally, they may include subentries (according to Burkhanov, 1998, p. 226, 
the notion of a subentry may be defined as a part of the entry that contains a 
derivative, a compound lexeme, i.e. one-word lexical item, related to the simple 
lexeme which heads the entry line, or a multi-word lexical item) and run-on 
entries (in the words of Burkhanov, 1998, p. 204, a run-on-entry is a form in bold 
type nested at the end of the entry, headed by a lexeme which is the closest to the 
base lexical stem). To illustrate this, let us draw reader’s attention to the fact that 
in CALD there is an all-pervading tendency to add subentries to the headwords. 
Let the CALD (2005) sample entry illustrate the point discussed here: 
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In contrast to this, in OALD (2005) one may clearly observe a tendency 
towards run-on entries. Take, for example, the entry detriment: 

 

 
 
Note that both types of the aforementioned entries are used for items related 

to the main headword (either semantically or formally), although each dictionary 
would appear to have its own individual policy providing the rules according to 
which the words are arranged as main entries, subentries or run-on entries. 

 
2.  Style/Register Differences 
It is safe to assume that EFL dictionary users – first and foremost – expect the 

dictionary to describe the standard language, the form of natural language that is 
understood by the majority of the native speakers of a given language. It is 
noteworthy to verify what the EFL dictionaries say with respect to the social and 
regional variety of the language they describe. The questions that should be 
answered at this point are about the actual form specified (the questions indicate 
the actual form specified; that is either British English or American English or 
both). 

In fact, the LDCE gives the impression of being the most user-friendly 
dictionary in terms of this specific aspect. Let us quote what the editors of LDCE 
(2003, p. xv) have to say on the matter: 

 
 

This dictionary has full coverage of both American and British 
English. If a word is only used in British English, it is marked BrE. If a 
word is used in American English, it is marked AmE. If there is another 
word with the same meaning in British or American English, it is shown 
after the definition. Labels before the definition show you if a word is 
used in informal, formal, legal, or technical English. 

 
Despite the long history of interrelationships between British and American 

dictionary making and their present-day interconnectedness, there are strong 
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national biases in works published on both sides of the Atlantic. As pointed out 
by Algeo (1995, p. 205): 

 
Such bias is to be expected since the dictionaries of each nation are 

designed to serve the interests of that nation. They supply the 
information wanted by each country’s citizens to serve the interests of 
the nation (…). They also promote that nation’s position and status 
abroad and satisfy the curious passion of the chattering classes in non-
English-speaking countries for “pure” form of the language of their 
later acquisition. 

 
In this context, one feels tempted to ask a number of questions. To start with, 

one could pose the following question: “Do students of language realize of the 
existence of various regional/social dialects of English?” Secondly, one feels 
tempted to ask: “Why do lexicographers decide to distinguish only the two 
varieties of English (BrE and AmE) and fail to account for other lexical differences 
that stem from the existence of other dialects?” Setting the specialized 
pronouncing dictionaries such as Wells’ (2000) Longman Pronunciation 
Dictionary aside, Longman’s LDCE is the only EFL dictionary that discloses its 
pronunciation model for the American variety of English. CCAD that – without 
any exaggeration – may be considered one of the latest developments on the EFL 
market (1995, p. ix):  

 
(…) gives priority to the English of most general utility worldwide. 

Dialect words are not feature [of the dictionary], nor is the language of 
small social groups or specialists; instead space is reserved for 
international English, predominantly British English but with a lot of 
American usage recorded. 

 
In the following dictionary nothing is mentioned about American English 

pronunciation and as far as the British accent is concerned it is RP. Also, CALD 
(2005, p. x) provides both ways of pronunciation (although it gives BrE as well 
AmE, the user does not know if it is the standard variety): 

 
British and American pronunciations of the word are shown after 

the headword. These are written using the International Phonetic 
Alphabet (IPA) (…) Labels in SMALL SLOPING CAPITALS tell you how a 
word or phrase is used, for example if it is informal or humorous.   
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As to the model of pronunciation employed in OALD (2005, R116) we read to 
the following effect: 

 
The British pronunciation given are those of younger speakers of 

general British. This includes RP (Received Pronunciation) and a range 
of similar accents which are not strongly regional. The American 
pronunciations chosen are also as far as possible the most general (not 
associated with any particular region). If there is a difference between 
British and American pronunciations of a word, the British one is given 
first, with AmE before the American pronunciation. 

 
Note that many British-American pronunciation differences are systematic 

ones, and – therefore – are less significant for the users of dictionary entries. 
However, some of the differences words; axe and ax provide a case in point. 
Although both spellings can be found on both sides of the Atlantic the former 
variant is most frequently considered as the BrE form, while ax is considered as 
chiefly AmE, though – as shown by Algeo (1995, p. 210) – the lexicographic 
sources are far from being consistent in this respect. Last but not least, in spite of 
the growing interest in the collocational value of EFL dictionaries, of which the 
recent study of Osuchowska (2007) bears witness, particular dictionaries tend to 
deal with collocational patterns by examples, if at all. Such national collocational 
differences as those that account enters in the banking sense, for example, credit 
account/charge account, current account/checking account are seldom to be 
found in most dictionaries perhaps – as pointed out by Algeo (1995, p. 211) with 
the exception of The BBI Combinatory Dictionary of English (1986). In general, 
however, handling dialect differences is by no means a strong point of the 
majority of the EFL dictionaries available on the market.  

 
3. Phraseology 
As Stein (2002, p. 77) succinctly puts it, one may speak of three types of 

lexical units with which EFL lexicographers usually have difficulties as to where 
to place them within the bodies of their dictionaries, and this lot includes verb + 
particle combinations, idioms and affixes. Note that the practice employed by the 
editors of the LDCE seems to be highly complicated. In the Preface (2003, p. xiv) it 
is said that: “Idioms and phrases are shown at the first important word of the 
phrase or idiom. For example have egg on your face is shown at egg and have a 
nice day is shown at nice. Idioms and phrases are listed together with the other 
senses of the word in frequency order. Phrasal verbs are listed in alphabetical 
order after the main verb. If the phrasal verb has an object, this is shown as sb 
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(=someone) or sth (= something). The symbol  means that the object can come 
before or after the particle (italics by AWS).  

Note that the non-native speaker of English is supposed to know whether or 
not a word is important or not in order to find the fixed meaning of an idiom or a 
phrase. Unfortunately, non-native dictionary users have no criterion to decide 
about the importance of the words and – therefore – they are consequently at a 
loss. A much more satisfactory solution is the practice adopted by the editors of 
CALD (2005, p. ix) where the subentry policy has been adopted: 

 

If a word or meaning of word is always used in a particular 
grammatical pattern or with particular words, this is shown at the 
beginning of the definition. Idioms (phrases which have a special 
meaning that is not clear from the separate words) and other fixed 
phrases are shown separately with their own definitions. Idioms and 
fixed phrases are usually listed at the first important word. If you are 
not sure where to find them, look in the ‘Idiom Finder’ on page 1515. 

 

The complicated way of finding a lexical unit can also be found in OALD 
(where the user is supposed to state which word is more important). As far as 
CCAD is concerned phrasal verbs are assembled as subentries under the main 
verb, in case of idioms CCAD does not tell the user under which headword idioms 
are listed where they consist of several open-class lexical items. 

 
4. Lexical relation 
All in all, one may say that lexical relations, especially synonymy, hyponymy 

and antonymy seem to be an area where more recent dictionaries have broken 
new ground. For example, in CCAD there is the ‘side column’ to show the lexical 
relation of a particular word. Take, for example, the following entry taken from 
the CCAD (1995): 
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It seems that a very convenient way of showing major lexical relations is to be 

found in LDCE (2003: xvi) where “synonyms (= words with the same meaning), 
opposites, and related words are shown after the definition”. Let us exemplify the 
practice employed by the editors of LDCE (2005) by means of female entry:  

 

 
 
Sporadic as it is, the way of presenting information of this type has featured in 

EFL lexicography for over 30 years. On the other hand, there has been another 
area where more recent dictionaries have broken new ground. Standard lexical 
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relations appear to play a crucial role in the way concepts are stored and linked 
in the mental lexicon (Aitchison, 1987, p. 72). This helps to understand why they 
feature so principally in the case of non-native English speakers. As Rundell 
(1989, p. 327) points out, most learners are familiar with the experience of 
defaulting to an opposite or superordinate term to encode an idea for which their 
lexical resources are limited. 

 
5.  Grammar and Syntax 
Ever since the advent of a scheme of verb patterns, the provision of syntactic 

information has been essential for the editors of major EFL dictionaries. 
Basically, one may speak of two main ways in which this kind of information can 
be conveyed (Rundell, 1998, p. 329). Namely, the information may be conveyed 
either:  
1) explicitly (typically through coding systems of one type or another), 
2) implicitly (by being build in the wording of definitions and examples). 

According to the same scholar (Rundell, 1998, p. 329-330), two trends may be 
identified here; that is: 
1) a well pronounced move towards more transparent coding, 
2) a more syntactic effort to ensure that information supplied in codes is 

mirrored in examples and in definitions as well. 
At the same time, as Stein (2002, p. 86) stresses, in the case of EFL 

dictionaries, the following features are the real hallmarks: 
1) the explanation of meaning, 
2) specifications of word’s grammatical behaviour, 
3) the illustration of the meaning and the syntactical use of a word with real 

language examples.  
In the case of each of the four dictionaries targeted here it holds true that 1) 

the grammatical information is specified in an abbreviated form and 2) for the 
explanation of a word normal print is used while for the examples italics are 
used. In this context one is tempted to address the following pertinent question, 
that is: “Since considerable variations still exist between different EFL 
dictionaries, what grammatical coding system assumes the most grammatical 
knowledge on the part of user?” In general, one may say that current research 
into dictionary use has shown that non-native speakers of English have great 
difficulty in handling grammatical codes. The major reason behind it may be the 
fact that, as Stein (2002, p. 89) suggests, “(…) grammatical description obviously 
varies according to the overall grammatical system underlying the syntactic 
analyses in each dictionary.” It is usually common that the explanation is given 
after the headword. Obviously, there is the grammatical equivalence between the 
headword and the definition (that is when the headword is a noun, it shall be a 
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noun phrase, when it is a verb the information provided has the grammatical 
status of a verb). On the whole, learners expect to find information quickly within 
their dictionaries and to be able to grasp it immediately.  Let us at this point have 
a closer look at selected definitions. In LDCE (2005, p. xiii): 

 
Part of speech is shown first, then information about whether a 

word is countable, uncountable, transitive, intransitive etc. 
Common grammar patterns are shown before the examples, so that 

you can see clearly how the word operates in the sentence. 
Common prepositions are also shown before the examples. 
Information about irregular forms of verbs, nouns, and adjectives is 

shown at the beginning of the entry. 
 
Most regrettably, in the case of CALD the coding system implied requires 

users to consult explanatory tables given on a separate page. The editors of CALD 
(2005, p. ix) say that “(…) labels in square brackets give you grammar 
information. These labels are explained inside the front cover of the dictionary.” 
Likewise, the lexicographic description of the words in CCAD also requires 
verification aided by explanatory pages and – therefore – one feels that the 
situation seems to be somewhat off-putting for the user as there are ten of them 
(1995, p. xxiv-xxxiii). For a detailed discussion concerning the grammar element 
in EFL dictionaries see Bèjoint (1994b) among others.  

 
6.  Illustrations 
According to Stein (1991, p. 101), dictionaries have featured illustrative 

materials since as long ago as 1958 and she indicates that, except CCAD, all EFL 
dictionaries make extensive use of them. Although illustrations are still widely 
used in lexicographic practice, one may speak about certain new directions and 
innovations in this area. According to Rundel (1998, p. 335-336), these novelties 
include: 
1) diagrams clarifying spatial or temporal terms, 
2) illustrations showing the related meanings of polysemous words, 
3) illustrations clarifying the differences between confusables like borrow and 

lend or rob and steal, 
4) illustrations that show the literal meanings of words which are often used 

metaphorically, 
5) illustrations showing cultural stereotypes, 
6) illustrations of what sometimes called ‘scripts’, showing the various actions 

and events relating to a particular situation, with the associated lexis. 
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Lexicographical teams at Oxford (OALD) and Harlow (LDCE) distinguish four 
main types of illustrative materials (Stein, 2002, p. 127), that is to say: 
1) illustrations showing common animals, objects, plants, etc., 
2) illustrations ‘showing things that are not easily explained in words, such as 

shapes, complex actions or small differences between words which are 
similar but not the same’ (F49), 

3) illustrations depicting ‘groups of related objects. These explain the differences 
between similar objects, show the range of shapes and forms covered by a 
particular word, and serve as an important aid to vocabulary expansion’ 
(F49), 

4) illustrations showing ‘the basic or physical meaning of words that are 
commonly used in an abstract or figurative way’ (F49). 
 
Stein (2002, p. 131) stresses that “(…) illustrations in dictionaries are always 

text- bound. They either occur within a dictionary entry, to the right or the left of 
the definition, or they may precede the text or follow it”. Burkhanov (1998, p. 96-
97) emphasizes that “(…) furnishing graphic illustrations, then, is an important 
technique of lexicographic description.” All in all, everyone would agree that they 
could encourage not only language comprehension, but also language production 
at the same time.  

 
7.  Examples 
Cowie (1978, p. 131) indicated 30 years ago, while commenting on the work 

of Hornby (the early master of lexicographic work), that an invented example 
could include a range of information types, and fulfilled several functions 
simultaneously. At present, all EFL dictionaries base every part of their text on 
corpus data and – as a consequence – corpus-derived dictionary examples. One 
has grounds to believe that most scholars in the field probably agree that, “(...) 
where the corpus provides natural and typical examples that clearly illustrate the 
points that need to be made, there is no conceivable reason for not using them” 
(Rundell, 1989, p. 334-335). 

One of the most obvious changes pertaining to EFL dictionaries in recent 
years has been the application of the corpus data to the process of compiling 
dictionaries. The impact of the following development has been profound within 
the field of pedagogical lexicography. Another aspect worth mentioning in this 
context is the contribution made by laymen. Such aspects as pragmatics, cultural 
allusion and encyclopaedic information, as well as the guidance on grammar can 
hardly be omitted. All of the aforementioned aspects seem to reflect a move from 
the model of general-purpose dictionary towards EFL dictionary, in which the 
needs of the user take absolute priority over all other factors. 
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The fact that English is the lingua franca, and more and more people have 
acquired – to a varying degree of mastery – a certain command of English, has 
caused fierce competition on EFL lexicographic market. The positive aspect of the 
rivalry is the fact that the lexicographers are constantly experimenting with new 
ideas and solutions. Stein (2002, p. 125) indicates that the year 1992 “(…) 
marked a new venture in EFL lexicography. Oxford University Press and 
Longman both produced a new EFL dictionary which included a cultural 
component.” All the cultural editions were based on EFL versions of particular 
dictionaries (the examples of the aforementioned are: The Oxford Advanced 
Learner’s Dictionary of Current English, The Longman Dictionary of English 
Language and Culture). From the Preface one may learn that the overall aim of 
the dictionary may be encapsulated as follows (LDCE, 1998, p. v): 

 

This is a full dictionary with 40,000 general language words, but 
also with 15, 000 cultural references in addition, all of which have been 
fully updated. These range from literary figures to pop culture, from 
Shakespeare to Psych, from Maya Angelou to the Simpsons. Historical 
events, such as the Gettysburg Address; sporting heroes, such as Ayrton 
Senna and Michael Owen; products, such as Viagra or m’n’ms, are all 
entered. 

 

Given the rapid changes in communication technologies, popular expressions, 
and advertising slogans, it might seem problematic for EFL learners to find a 
dictionary covering a particular field of study. At present, one is given the 
impression that there are more and more niche reference works that in some 
way tend to cover an existing gap on the lexicographic market. The Longman 
Business English Dictionary, published in 2007, or Fire Fighting Dictionary target 
the practical language needs of specific foreign language learner in the process of 
study. 

 

Conclusion 
It is hardly surprising that the intense contemporary interest in EFL teaching 

has recently fostered the development of a deep concern with language learning 
tools, and – in particular – lexicographic tools. With little experience in the 
selection and use of dictionaries, one may be tempted to seize upon voluminous 
reference works, being under the impression that there exists some correlation 
between the book size and the language input. Simultaneously, it is apparent that 
vocabulary-learning tools are immensely varied.  

Understandably, the process of the transition from the usage of a bilingual to 
monolingual learner’s dictionary is certainly a difficult step – not only for the 
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learners, but also the teachers. The development of both encoding and decoding 
skills in the L2 is regarded as a vital curriculum component that has to be given 
adequate consideration in language teaching. This is inevitably conducive to 
more differentiated vocabulary use and greater variation in linguistic expression. 
Moreover, it provides the foreign learner with direct access to a different culture 
and society. At the same time, it shows learners the way the linguistic 
information is presented within dictionaries. By laying open the recent 
achievements in EFL lexicography and by pointing out the areas where further 
changes and improvements would be welcome, this paper aimed to shed some 
light on the issue of several developments in EFL lexicography: not only new 
types of dictionaries, but also, if not merely, new techniques of the meaning 
explanation. 

 
References 
Dictionaries: 
Collins Cobuild Advanced Dictionary. 6th edition. 2009. New York: Harper Collins. 
Cambridge Advanced Learner’s Dictionary. 3rd edition. 2008. Cambridge: 
Cambridge University Press. 
Longman Dictionary of Contemporary English. 2005. London: Pearson. 
Oxford Advanced Learner’s Dictionary. 2005. Oxford: Oxford University Press. 
 
Other sources: 
ALGEO, J. (1995). British and American biases in English dictionaries. In B. B. 

Kachru & H. Kahane (Eds.), Cultures, Ideologies and the Dictionary. 
Lexicographica Series 64 (p. 205-212). Tubingen: May Niemeyer Verlag. 

AITCHISON, J. (1987). Words in the Mind. Oxford: Blackwell. 
ATKINS, B. T. S. & VARANTOLA, K. (1997). Monitoring dictionary use. 

International Journal of Lexicography, 10(1), 1-45. 
BEJOINT, H. (1981). The foreign student’s use of monolingual English 

dictionaries: A study of language needs and reference skills. Applied 
Linguistics, 2(3), 207- 215. 

BURKHANOV, I. (1998). Lexicography. A Dictionary of Basic Terminology. 
Rzeszów: WSP. 

COWIE, A. P. (1981). Lexicography and its Pedagogic Applications. Tübingen: Max 
Niemeyer Verlag. 

COWIE, A. P. (Ed.). (1987). The Dictionary and the Language Learner. Papers from 
the EURALEX Seminar at the University of Leeds, 1-3 April 1985 (p. 60-80). 
Tubingen: Niemeyer. 



Journal of Language and Cultural Education, 2(3) 
ISSN 1339-4045 (print), ISSN 1339-4584 (online)  

SlovakEdu   

 

137 

COWIE, A. P. (Ed). (1999). Phraseology: Theory, Analysis, and Applications. Oxford: 
Oxford University Press. 

COWIE, A. P. (1999a). English Dictionaries for Foreign Learners: A History. Oxford: 
Oxford University Press. 

COWIE, A. P. (1999b). Learners’ dictionaries in a historical and theoretical 
perspective. In T. Herbst (Ed.), The Perfect Learners` Dictionary? (p.111-138), 
Tübingen: Max Niemeyer. 

HARTMANN, R. R. K. (Ed.). (1979). Dictionaries and their Users. Exeter: University 
of Exeter. 

HARTMANN, R. R. K. (1983). The bilingual learner’s dictionary and its uses. 
Multilingua, 2(4), 195-201.  

HARTMANN, R. R. K. (2001). Teaching and Researching Lexicography. Harlow: 
Pearson Education Ltd.  

ILSON, R. F. (1983). Etymological information: Can it help our students? ELT 
Journal, 37, 76- 82. 

ILSON, R. F. (Ed.). (1985). Dictionaries, Lexicography and Language Learning. 
Oxford: Oxford University Press. 

ILSON, R. F. (1990). Lexicography. In Malmkjaer (Ed.), The Linguistics 
Encyclopedia (p. 291-298). London: Routledge. 

JACKSON, H. (2002). Lexicography: An Introduction. London and New York: 
Routledge. 

OSUCHOWSKA, D. (2007). In Search of the Collocation Value of EFL Dictionaries.  
Rzeszów: Wydawnictwo Uniwersytetu Rzeszowskiego. 

QUIRK, R. (1974). The social impact of dictionaries in the UK. In R. McDavid & A. 
Ducket (Eds.), Lexicography in English. Annals of the New York Academy of 
Sciences, 211, 76-88. 

RUNDELL, M. (1989). Dictionary use in production. International Journal of 
Lexicography, 12, 35-53. 

STEIN, G. (1989). Illustrations in dictionaries. International Journal of 
Lexicography, 4(2), 99-127.  

STEIN, G. (2002). Better Words: Evaluating EFL Dictionaries. Exeter: Short Run 
Press Ltd. 

TOMASZCZYK, J. (1979). Dictionaries: Users and uses. Glottodidactica, 12, 103-
119. 

WŁODARCZYK-STACHURSKA, A. (2010). On sociolinguistic variation: the case of 
English women terms. Radom: Wydawnictwo Politechniki Radomskiej. 

ZGUSTA, L. (1988). Idle thoughts on an idle fellow; or, vaticinations on the 
learners’ dictionary. In M. L. Tickoo (Ed.), Learners’ Dictionaries: State of the 
Art (pp. 1-9). Singapore: Seameo Regional Language Centre. 

 



Journal of Language and Cultural Education, 2(3) 
ISSN 1339-4045 (print), ISSN 1339-4584 (online)  

SlovakEdu   

 

138 

Contact address 
dr Anna Włodarczyk-Stachurska 
Department of English Studies 
Faculty of Philology and Pedagogy 
University of Technology and Humanities 
Chrobrego 31, 26600 Radom, Poland 
a.stachurska@uthrad.pl 

  
  



Journal of Language and Cultural Education, 2(3) 
ISSN 1339-4045 (print), ISSN 1339-4584 (online)  

SlovakEdu   

 

139 

 
(Multi)cultural Inspirations  

in Humanistic Development of Contemporary Students 
 

Aneta Rogalska-Marasińska, University of Lodz, Poland 
anetarm@yahoo.com 

 
Abstract 
Contemporary life in global perspective brings many challenges. If we want to change 

the world, help our planet to rebuild itself and improve/repair social relations, the 
presence of culture is indispensable. To avoid mono-dimension acting and mostly 
pragmatic perspective in realizing the idea of SD, a hermeneutic interpretation of 
intercultural experiences should be implemented, practiced, and developed to serve us in 
everyday life. Thus the role of school, teachers and educators is fundamental. Also the use 
of qualitative methods of research (like textual analysis), which help to enter into other 
cultures and traditions, and help to find cultural inspirations in some elements of cultural 
heritage, as literature (legends) and music, seems to be reasonable and of deep 
importance. Entering into other cultures develops students ability of reflexive thinking, 
posing questions, formulating problems, making comparisons with their own culture. It 
enhances the abilities of analysis and synthesis, and helps to experience new situations. 
Such openness to various influences may be very motivating to learn more about 
ourselves and to better understand the Others. The practice of making senses of what 
students learn and experience as a result of those intercultural meetings intensifies their 
humanistic and sustainable development. It also inspires educators to look for new 
teaching-learning methods, new methods of research, and to look for new solutions taking 
under considerations individual knowledge, experiences, and attitudes of their students. 

 
Key words 
Culture, multiculturalism, hermeneutics, interpretation, education 

 
1. The place of culture in human life and in sustainable development 
According to abovementioned presumptions, the standpoint which I favour, 

promotes culture as a lever of human development. Such role and interpretation 
of culture has not been present in international documents (Agenda 21, 1992; 
Our Common Future, 1987; Rio Declaration, 1992; Vasak, 1977) from the 
beginning of contemporary times (after II World War). It has emerged slowly 
from the vast field of unclear concepts and suggestions of practical solutions how 
to cope with new problems of planetary society (Agenda 21 for Culture, 2004; 
Hawks, 2001; Rio +20 and culture, 2012; Rogalska-Marasińska, 2014; Throsby, 
2008). The paradigm of human life in XXI c. is connected with the idea of 
sustainable development, but for some decades it has been understood as to be 
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realized only in the field of environment, social relations, and economy. Culture 
was a Great Absentee in that “game”. A real turning-point brought just the last 
year.  

In May 2013 UNESCO organized the International Congress Culture: Key to 
Sustainable Development in Hangzhou, China. Final declaration The Hangzhou 
Declaration. Placing Culture at the Heart of Sustainable Development Policies from 
its very issue has been commonly regarded as a historical document changing the 
attitudes towards culture in the whole vision of developing the global 
sustainability. In the document we read that the Congress “addressed culture’s 
contribution to the social, environmental and economic development pillars of 
sustainable development, as well as to strengthening peace and security” (2013, 
p. 3). Authors also state: 

We reaffirm that culture should be considered to be a fundamental enabler of 
sustainability, being a source of meaning and energy, a wellspring of creativity 
and innovation, and a resource to address challenges and find appropriate 
solutions. (…) We believe that the time has come, building on these important 
statements of principle and lessons learnt, for the full integration of culture – 
through clear goals, targets and indicators – into agreed development strategies, 
programmes and practices at global, regional, national and local levels, to be 
defined in the post-2015 UN development agenda (2013, p. 5). 

In September 2013 UCLG (United Cities and Local Governments) released a 
paper Culture as a Goal in the Post-2015 Development Agenda which is a 
continuation of Hangzhou Declaration. The main goal of the document and 
entailing activities transmits the expression: Ensure cultural sustainability for the 
wellbeing of all. That’s a very promising statement which should be now altered 
in most possible ways and interpretations, as culture “is both a driver and an 
enabler of SD” (2013, p. 3).  
 

2. Hermeneutic reading and interpretation 
The second part of the paper is devoted to the philosophical background, 

which has been essential for my research process. I will present the presence of 
culture in some philosophical concepts of humanistic provenance, and I will show 
how we can be inspired by them nowadays, especially in education. Such re-
reading of philosophical treatises is a kind of communication between 
contemporary receiver/reader and previous sender/philosopher. It is a kind of 
game between both of them. That interpersonal game is an intellectual 
relationship between two players who experience new situation, and 
hermeneutically interpret it according to their personal and cultural abilities and 
backgrounds (c.f. concepts of games presented by such philosophers such as 
Schiller, Huyzinga, Gadamer, and Wittgenstein). The art of communication 
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between “me” and “you” depends on senses and meanings made by the 
interpreter/both interpreters (in the situation of dialog). Uncovering senses is a 
never-ending circular/spiral process of moving from one case, or particular 
situation to generalization, and then returning backwards (but not to the same 
place). The context of reading the text, as it is always a socio-cultural context, 
influences our understanding, often coming up to unknown solutions. If we enter 
into multicultural relations, decoding the message of the text will be even more 
unpredictable.  
 

Roots of hermeneutic reading and interpretation in intercultural 
experiences.  

From ancient times , through Middle Ages, Renaissance times and modern 
epoch we have been constantly convinced about the significance of culture in 
human life, and its fundamental role in becoming a human being. Now I would 
like to look closer to thoughts expressed a German philosopher and poet 
Friedrich Schiller (1759–1805) who spoke about the significance of aesthetics in 
human education. In his famous Letters Upon the Aesthetic Education of Man 
(1794) he showed a man as a being which was shaped by two main natures: “a 
state” and “a person”. Both elements are opposite to each other, but at the same 
time they influence each other, they are both-sided and mutually subordinated 
forces (impulses/drives). A “state” uses the drive of sense, uses feelings, and 
sensuality. Thanks to the “state” nature a man uses his senses to detect the world, 
and is able to lead a real existence in definite time (otherwise he would only be a 
possibility, a phenomenal being as Kant would say). So, a “state” is responsible 
for all the things that undergo changes. It refers to physical must, comes from 
man’s physical existence, and uses man’s instincts. The “state” is a guarantee of 
life. 

On the contrary a “person” is responsible for all the things that are permanent 
and eternal in each human being. That element we could name a part of absolute 
identity in ever-existing “self” (Kant’s “thing-in-itself”, or transcendental object). 
The “person” represents mind, intellect, creates human personality, because a 
man obeys to moral must. The “person” is responsible for our form, as we can 
shape it ourselves. That side of our nature aims to make our activities formal, 
wants to control/harness our earth-bound instincts, intents to eliminate time and 
get closer to “ideal unity”. Schiller thinks that a beneficial coexistence of both 
drives may happen only thanks to culture. Culture in his theoretical approach is 
named “a mutual education of power of feeling and power of reason”. So, the 
most valuable, indispensable, and fundamental for each man is to develop the 
third nature, a middle state – “aesthetic state”. Schiller is sure that: “(…) there is 
no other way to make a reasonable being out of a sensuous man than by making 
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him first aesthetic” (Schiller, 1972, p. 134). In that state a man is influenced by a 
play-impulse. The subject and aim of that play-impulse is a “living form”, in other 
words a man morally shaped, and at the same time a man of interesting, 
individual, unique personality, sensitive and open-minded on impulses and 
experiences, trying to play his life according to beauty rules. Beauty is the 
essence of the aesthetic state. People’s behaviours and activities should have the 
character of beauty, not ugliness. We should be proud of our acts and be happy to 
share them with others, not be ashamed of them. For Schiller the best fulfilment 
of humanity is when beauty and aesthetic play are core elements of our life. True 
game is undertaken by few, but with no doubt everyone has the chance to make 
his life an aesthetic play. The great philosopher was convinced, that: “(…) to 
speak out once for all, man only plays when in the full meaning of the word he is 
a man, and he is only completely a man when he plays” (Schiller, 1972, p. 104). 
Human freedom is also manifested in that play. But it is a freedom which has its 
boundaries demarcated by “aesthetic state” demands (Siemek, 1970; Dankowska, 
2003; Marasiński, 2009). The experience of culture and beauty is not restricted to 
special time in human life, time of celebration or feast. It should be a part of 
everyday life, most natural way of self-expression. Acceptance of that perspective 
does not totally neglect situations of getting closer to polarized human natures. It 
may happen in some reasonable moments, and should be a short-term activity 
(i.e. craziness of New Year’s Eve or a carnival night in Rio de Janeiro, or on the 
contrary – acting due to formalized procedure in front of the danger of human 
safety). In other way a lot of anomalies may occur (Schiller, 1972, p. 67 – 68).  

Coming to the conclusion we may after Schiller say: 
 

(…) the light of the understanding only deserves respect when it 
reacts on the character; to a certain extent it is from the character that 
this light proceeds; for the road that terminates in the head must pass 
through the heart. Accordingly, the most pressing need of the present 
time is to educate the sensibility, because it is the means, not only to 
render efficacious in practice the improvement of ideas, but to call this 
improvement into existence (1972, p. 70). 

 
Hermeneutics as an arm of human spirit protection.  
Basic humanistic research procedure is linked to philosophical hermeneutic 

presumptions. They make an opposition to positivistic paradigm and 
mercantilistic perspective (Gadotti, 2009). I agree with those scientists (Portera, 
2008; Prokopiuk, 2010) who declare unsatisfactory level of human cognition 
when using contemporary varieties of neo-positivistic, pragmatist way of 
thinking and acting.  
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Contemporary hermeneutic philosophy is an important part of human 
culture. It reveals and expresses existence of human spiritual experience 
connected to human senses and values. It is then a kind of meta-principle which 
should be treated as a pedagogical and philosophical strategy (Prokopiuk, 2010). 
Hermeneutic strategy enables to understand and interpret a text which is 
transmitted from “you” to a receiver – “me”. So it helps to make, find, and create 
comparisons with contemporary educational conditions. Hermeneutic methods 
build bridges between even very remote cultures, traditions, and times (epochs).  

The most important and famous representatives of hermeneutic philosophy 
are: Friedrich D. E. Schleiermacher (1768–1834) who built scientific foundations 
of the hermeneutic philosophy and introduced the idea of “hermeneutic wheel”. 
Wilhelm Dilthey (1833–1911) who developed hermeneutic philosophy in 
relation to “philosophy of life”. He spoke about “objective spirit” which consists of 
all the facts that are common for all societies: language, art, customs, traditions, 
any social institutions. The spirit is an expression of a defined culture living in a 
defined time. So hermeneutic understanding is contextual and historical. Martin 
Heidegger (1889–1976) was convinced that a man becomes familiar with other 
people and worlds they have created through dialogue and using art as a means 
of understanding. Hans Georg Gadamer (1900–2002), un unquestioned creator of 
hermeneutic philosophy made the experiences of his colleagues more general 
and introduced studies of “historically influencing moments”. The role of those 
special moments is to enable the understanding of the world, transmissions of 
tradition, self-cognition and self-understanding. Language gives the possibility to 
“talk” with tradition and another man. Language is a unique medium to 
experience the world. Thanks to it, both horizons (a horizon of interlocutor and a 
horizon of a fact under interpretation, a horizon of one man and another) melt in 
one, new quality. That is what Gadamer calls a “fusion of horizons”. Thanks to 
that fusion human agreement is able to emerge. Concluding, today we use such 
key hermeneutic notions, as: 
a) understanding – an attempt to find a meaningful sense, 
b) interaction – a communication of free individuals or cultural texts, 
c) texts – from hermeneutic point of view all human situations are texts which 

need an interpretation, and make meanings, 
d) shaping and influencing emotions, feelings, initiating empathy and impelling 

spiritual sphere of human being, 
e) openness and “going into” the world – constantly initiating “a game/play in 

action” giving a chance for a creative and constructive character of cognition. 
It is worth of our efforts to go “into” our thinking (mind), “into” feelings, “into” 
texts, and “into” information we hear. It is much better and inspiring then only 
to think, feel, read, or listen, 
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f) language – symbolic and meaningful expression of culture, 
g) fusion of horizons – new quality made of different perspectives, 
h) senses and meanings – a man always is a subjective, contextual, and historical 

creature, and in such manner should be read out, 
i) hermeneutic wheel – constant movement from one element to the whole, and 

from generalization back again to the detail, 
j) pre-understanding – human understanding which is connected to one’s 

previous experiences. Starting new reading/interpretation of any cultural text 
a man makes projections of already learnt contents. 

 
As presented above, education which tends to be qualitative should take 

under consideration hermeneutic attitude towards human development. 
Intercultural education is undoubtedly one of them. In such perspective, 
representatives of different cultures, races, religions living on a same territory 
initiate open, regular and active relations. They behave so, because they feel such 
a need, not fear. The exchange of goods links them with respect. When the 
double-direction, or better – circular learning takes place it brings mutual profits: 
contacts base on dialogue and partnership. Both sides learn more about each 
other and as a consequence – build new qualities. “Me” stands in front of “you”. 
No one is a stranger. There are only two Others – equal in dignity human beings. 
Such meeting is accompanied by curiosity and acceptance. The most important 
value of the situation is that each of them enriches the view of himself thanks to 
comparisons inspired by the whole personality of that Other. 
 

3. Entering into remote culture to learn more about ourselves and the 
others – research report 

 
A. Methodology – Selection of the textual analysis method 
If we accept the significance of culture in our life, and agree that it’s presence 

is principal for contemporary and future coexistence, we should try to learn as 
much as we can about cultural spirit and “products”. In research cognition the 
textual analysis method (Duraj-Nowakowa, 2012; Gnitecki, 2007; McKee, 2003) 
seems to be very adequate to those general and fundamental principles. It gives 
many possibilities of going into each cultural text – into everything what has a 
meaning for us – and reading through hermeneutic interpretation, which means 
something from the reader’s standpoint. Textual analysis is a methodology – a 
data gathering process – for those who want to understand how members of 
other cultures (subcultures) interpret and make relations with the world in 
which they live. By textual analysis we can interpret every cultural issue which 
“speaks” to us – which we can make meaning from. Thus it may be: literary text, 
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commercial, T-shirt, billboard, image, television programme, music, or even 
furniture. Particular cultures in particular times create such texts with particular 
meaning. Uncovering the meaning and making our cross cultural senses shows us 
the variety of ways in which it is possible to interpret reality. By interpreting 
other cultures, we enhance the ability to better understand our own culture: by 
comparison, by reflection, by perceiving advantages and limitations of our 
relations with the world (social, cultural, environmental, and economic spheres). 

 
B. Research background 
The theoretical background of my research refers to: 

1.  Schiller’s conception of an “aesthetic state” of human nature (as a most 
desirable state of a man), 

2.  Philosophical principles of hermeneutic reading, which enable to uncover 
individual senses and meanings in cultural texts, 

3.  Global agreement for common presence of culture (4th pillar of sustainable 
development) to make international society culturally sustainable. 
 
C. Research aims and problems 
Aims and problems that I could formulate were strictly connected with the 

group of my responders. Those were students of the I and II year of philological 
studies at the Faculty of Philology of University of Lodz, Poland. Those students 
decided to undertake the pedagogical course to become broadly educated 
teachers of languages. That means: teachers aware of new global tendencies, 
changes and challenges of contemporary life, and aware of the distinguishing role 
of educators in the development of young generations. Such expectations 
constituted a strong argument for me to build adequate aims and problems.  

 
Research aims 
The main aim of my research was: to invite students to enter into the world of 

culture and to help them to develop “aesthetic state” of their human nature. 
As a consequence of such postulate I formulated two equally important sub-

aims: 
1. To learn and characterize students’ abilities to understand and interpret 

cultural texts. 
2. To develop students’ knowledge about cultural variability, to develop their 

sensibility to every human being and his/her environment of living (natural, 
social, cultural, and economical), and to develop the attitude of openness and 
respect toward other people. 
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Research problems 
The aims influenced the character of my problems. The main problem was: 

How far the textual analysis method is useful in developing students’ “aesthetic 
state”? 

From that general research question I derived some more detailed ones: 
1.  How deep can contemporary students understand and interpret cultural 

texts? What is their knowledge about other people, how do they perceive the 
complexity of human environment, what are their intercultural experiences 
and reflections (the scope of their hermeneutical pre-understanding)? 

2.  How students create comparisons between their own life and that learned 
about? (Schiller’s “person” state) 

3.  What kind of values and attitudes do they find in cultural texts? Do they 
perceive the complexity of a human problem? (Schiller’s “aesthetic” state) 

4.  How the experience of reading a cultural text inspires them to formulate new 
reflections? What questions students post? What arises from the ‘meeting’ of 
students’ and the author’s of the text different perspectives (what fusion of 
horizons emerges out of it?) 
 
D. Research procedure 
Desk research 
The research procedure of textual analysis method was divided into two 

steps: desk research and field research. The desk research devoted to a 
researcher/a teacher was conducted by myself.  

The vast perspective of itemized problems forced me to choose the proper 
cultural text. The researcher should follow some useful hints: 
1.  How is the text, that I look for, educational? What is the scope of information, 

level of knowledge that my students may gain? (developing Schiller’s “person” 
nature). What emotions, feelings may the text evoke? (Schiller’s “state” 
nature). What values and attitudes towards life and other people may 
students uncover in that text? (Schiller’s “aesthetic” nature). 

2. How the text corresponds to four pillars of sustainable development? 
(developing Schiller’s “aesthetic” nature). What elements of the text refer to: 
natural environment, society, culture, and economy? 

3.  Is the text suitable for my students? (Schiller’s “aesthetic” nature). Are they 
able to uncover the analytical criteria that I assume to be found? (Schiller’s 
“person” nature). Does the text affect different senses? If not, how may I 
supplement the main text by adding interrelated inter-texts? (Schiller’s “state” 
nature). 
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Following those hints I have found the appropriate text. It was a description 
of a pearl trip which took place in the waters of Persian Gulf near the shore of 
Bahrain in 1969. An American journalist and traveler Grant C. Butler was invited 
by the captain of the boat to take part in one day pearl-fishing trip. This is a part 
of his book concerning the event: 

 
Soon we were seated on his Persian carpet under the wide awning of the high 

rear deck. Captains are fined if they do not provide awnings to shade their 
fishermen when they emerge from their marathon dives. The captain is responsible, 
too, for the general health of his crew, and sees to it that they consume nothing 
during the day except a handful of dates and occasional coffee. A full stomach cuts 
down on wind intake and may be harmful to the diver as well as shortening his stay 
on the sea bed. The main meal, at night, is rice and mutton cooked on the opened 
deck.  

We watched the first divers getting ready for their perilous mission to the 
bottom of the gulf. First, with a sort of moan, the diver drew in two lungful of air 
and then, with a whistling sound, expelled each breath completely. Just as he dove, 
he inhaled a third time, half filling his lungs with just enough air to last until he 
bobbed back to the surface. The diver wore only a loin cloth. A knife for prying loose 
the oyster was his sole weapon against the frequent sharks in the area. When 
jellyfish were around, the diver wore a coarse black suit to guard against the stings.  

This day there were no jellyfish and the divers went overboard, cleanly cutting 
into the bright, still waters while their pullers inside the boat stayed on the alert. 
Pullers and divers actually take turns. The puller tends the palm-fiber rope which is 
tied to stationary oars extending over the water. One end of the rope holds a stone 
in canvas sling. The diver puts his right foot in the sling and the combined weight of 
the stone and his body carries him smoothly to the bottom. He can stay about two 
minutes, although legendary divers are said to have stayed down five to six minutes.  

On the bottom, where time is precious, the diver balances on his left foot, feeling 
through the murky water to the elusive mollusks. Because of the stinging salt water, 
he dives with only one eye open and often works with eyes closed on the bottom. 
Meantime the weighted sling is pulled back to the boat and the diver collects his 
pearl oysters in a basket stung around his neck.  

Upon the rug-covered deck, Fakhri (...) unlocked a wind-weathered chest and 
unwrapped a red cloth. There gleamed in white, pink and pale yellow the pearl 
harvest of this fishing trip. Once the whitest of Bahrain pearls brought extravagant 
prices in Baghdad, while Bombay bid high for those with golden tint (Butler, 1969, 
p. 239 – 240). 
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Tab. 1 – Textual analysis of a literary text made by a researcher (desk research) 
 

No. Analytical units 

Analytical criteria 

 

Trust Responsibility Work Art 

(music) 

1. Hosts’ 
hospitality 

Safe and 
comfortable 
place (Shaded 
with a 
Persian 
carpet) for 
American 
journalist and 
his friends 

   

2. Captains 
characteristi
cs 

 Proper 
conditions of 
work; 
Health 
responsibility
; 
No 
consuming 
during day 
(except dates 
and coffee); 
Hot meal in 
the evening 

  

3. Diver’s 
preparation 
to diving 

  Breathing 
technics: 
inhalation of 
lungs (moan, 
deep breath, 
whistling 
sound) 

 

4. Security 
equipment 

  A knife against 
sharks, coarse 
black suit 
against jellyfish 
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5. Diving 
technics 

Diver with a 
fixed stone 
goes done the 
ocean; 
He stay under 
water about 2 
min. 

Pullers stay 
on boat in 
alert; 
Puller keeps 
the rope; 
He pulls up 
and takes out 
the rope with 
a stone 

  

6. Pearl-fishing 
technics 

  diver balances 
on his left foot; 
searching 
mollusks; 
one eye opened 
or both eyes 
closed 

 

7. Motivation 
to an 
effort/work 

  Legendary 
divers stayed 
down five to six 
minutes 

 

8. Reason/effec
t of a whole 
day work 

  Very high 
prices for 
white, pink and 
pale yellow the 
pearl harvest 
laying on the 
deck of the 
boat 

 

Source: author’s analysis 
 

The description of the event found in the text presents very positive social 
interactions. Men working on board create a responsible and trustful community. 
They feel that they are like one organism. Captain is responsible for his divers 
and cares about their health and safety under water. Divers are very skillful, firm, 
and courageous men. Pullers and divers are true partners and can rely on each 
other. Thanks to these elements cooperation is very successful. Captain, divers 
and pullers also trust their guests and show them their hospitality. The picture 
that emerges from the text is very convincing and interesting, and at the same 
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time invites to hermeneutical dialog. A careful and reflective 
researcher/teacher/reader is inspired to ask some questions, as:  
1) How is it possible that those men manage to find pearl-oysters in such tough 

circumstances (extremely salted water, sharks, jellyfish)? 
2) Why they do not have any advanced diving equipment (even masks or 

lamps/torches)? 
3) What keeps them to be so brave? 
4) Where and when did they learn to be such pearl-divers? 
5) Is it their traditional occupation? 
6) What is their culture and cultural heritage? 
7) Are there any artistic expressions which accompany such unusual practice?  

 
When we post such questions it is clear that some facts in that story are 

missing. In the perspective of textual analysis method we should use the framing 
procedure (Brainbridge, 2011). Framing Butler’s text we will easily find out that 
his description is incomplete. If we treat Butler’s text as a first text, what should 
be the second text then? To show the context of the prime text, and to help us 
clarify the analysis and construct possibly holistic meanings we need additional 
materials. For the second text I’ve chosen parts of Quran and the Epic of 
Gilgamesh, while for the context itself (background) I’ve written my own 
description about historical Dilmun Kingdom and contemporary Bahrain 
(Rogalska-Marsińska, 2010).  

In my textual analysis I’ve also chosen four, external to the text, analytical 
criteria (Rubacha, 2008): trust, responsibility, work, and art (music), and defined 
them according to the sources. From my previous knowledge I have known that 
music for pearl divers is an absolutely inseparable element of their work. It is not 
“just” music, but tunes that are rooted in 6000 BC tradition and make Bahrainis’ 
cultural artistic tradition one of the most unique in the world. Thus preparing 
materials enabling my students successfully enter into such remote culture I’ve 
understood that I have to present them some samples of recorded music (Bahrein 
et Shardja, 1984). After Bainbridge I call them an intertext For him intertexts are: 

(…) interrelated, interdependent texts that relate to either primary or 
secondary texts, and can inform us about how meaning is made from the primary 
text. They can include production records, academic articles or other media 
programs in a similar genre (Brainbridge, 2011, p. 231). 

So, to complete information about Bahrain’s music I wrote a specialist text 
about pearl divers’ singing (Rogalska-Marasińska, 2010). Their work and a whole 
culture of pearl diving cannot exist without music. That music is an integral part 
of diving, enables to exercise capacity of lungs, develops the consciousness of 
breath depths, and leads divers into a kind of trance.  
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The traditional way of pearl diving is an unusual art. It is not only a problem o 
manual abilities, of the dexterity and physical immunity of the organism, but also 
of the whole religious and spiritual aspect. Each time it is an expedition of an 
individual man into the ocean abyss.  

 
Field research 
The desk research and evaluation of the text on Bahrain pearl-divers’ culture 

showed that the text, supplemented by additional materials is appropriate for 
next step of research because: 

1. It is educational. It describes particular and unknown in European culture 
way of fishing pearl oysters, describes some ritual behaviours of Bahrain 
workers, it refers to cultural (literary, epic) and Islamic background of that 
traditional activity. Prime and secondary texts, and intertext move us to different 
culture, influence on our senses, and inspire the reader to imagine and feel that 
different world. Harsh and odd music intensifies individual experiences, and may 
evoke students’ distinctive reactions. The analytical criteria are clear and should 
be easily found/decipher in adequate analytical units.  

2. The complete text (main text with supplements) corresponds to four pillars 
of sustainable development: 

a) environment – description of the salted water of the Persian Gulf and its 
threatening inhabitants (sharks and jellyfish), descriptions of divers meals, and 
description of types of pearl; 

b) society – description of the crew members and their social relations, 
interactions and division of work, presence of values and attitudes like: trust, 
responsibility, and work; 

c) culture – divers’ songs sung by the whole crew, ways of treating guests, 
arrangement of boat deck “furniture”; 

d) economy – estimated value of white, pink, and yellow pearls in different 
parts of the world. 

3. Responders of the research as university students had already passed 
matriculation exams. The level of their general education should be sufficient to 
enter into multicultural world and lead a communication between them (free 
individuals) and cultural proposition. 

Sixty four (64) students participated in the research. Students had 2 hours of 
time to write down their standpoints about Bahrain’s culture. They were asked to 
carry out semantic, semiotic, and rhetorical analysis of all meaningful and well-
matched cultural texts. For the requirements of that paper I only present the 
results of semiotic analysis. There were eleven (11) working groups with the 
average amount of six (6) persons per a team. They had time for discussion, 
making interpretations, uncovering meanings, and suggesting senses. At last they 
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had to work out the clear standpoint of the group. Reflections and opinions were 
contextual, and depending on personal perspectives. Sometimes the official 
group opinion was occupied by emotional debates and hot presentation of 
individual interpretation. Students could consult their understanding with the 
researcher, but they were assured that every point of view was acceptable. Such 
cooperation was an added, educational value in working with textual analysis 
method. At the end of group essays students were asked to write down their full 
names. That factor inspired students to honestly engage themselves in the 
survey. 

The results of students interpretation are presented accordingly to the order 
of four research problems. 

1. How deep can contemporary students understand and interpret cultural 
texts? What is their knowledge about other people, how do they perceive the 
complexity of human environment, what are their intercultural experiences and 
reflections (the scope of their hermeneutical pre-understanding)? Students’ 
answers are arranged according to four pillars of sustainable development: 
a) natural environment:  
– generosity of nature is seen in the forms of precious pearls, 
–  small knife is the only weapon against such beasts like sharks. 
b)  society: 
–  difficult, hard, and dangerous work of pearl-divers, 
–  strong social bonds between divers, they depend on each other, they trust each 

other, 
–  divers surmount obstacles and difficulties, 
–  divers are physically and psychologically enduring, 
–  divers are brave and patient, 
–  divers can scarify their lives to get pearls. 
c) culture: 
–  an evening description of a fishing boat helps to imagine the whole situation, 

and see it like a place from a dream or a fairy-tale, 
–  pearl-diving is accompanied by rituals and traditional music, 
–  pearl-diving itself is a kind of ceremony – it needs its own, ritual music, 
–  that music is to entertain workers and to bring them good luck during fishing 

time, 
–  singing helps divers to be more effective, 
–  those strange songs help to express internal emotions, 
–  singing drives away bad ghosts, 
–  music reminds us a walrus’ mating period – music is mysterious and full of 

strange/unknown passion, 
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–  the music changes – at the beginning it is full of slow and low murmurs, then it 
becomes more dynamic, voices start to be accompanied by instruments. In some 
listeners the music evokes aggression, I feel sad. 

d) economy: 
–  pearls – small and inconspicuous things which mean a lot for some people, 
–  work as a must, 
–  work as a means of survival, 
–  real divers are poor, they take such risky work to earn money for their families, 
–  divers, like many other people in different parts of the world are exploited by 

employers. 
2. How students create comparisons between their own life and that learned 

about? (Schiller’s “person” state) 
–  tough divers’ and pullers’ work full of renouncements (limited food) and 

dangers (salted water of Persian Gulf, sharks, burning jellyfish) are the source of 
our big respect, 

–  the whole diving process is a part of Bahrain’s culture which is very impressive 
for observers/readers,  

–  each of us knows how pearls look like, but we have never thought how they are 
collected, 

–  a diver endangers his life to satisfy empty fancies of rich people, 
–  we deepened our knowledge about a different culture, 
–  we learnt how people can be tough and enduring in their work which is 

completely unknown to us – we can admire only the last “product” of their work 
in a jeweller shop,  

–  we learnt a new meaning of a word “time”. Two minutes are just a while for us – 
for divers it is a struggle for life,  

–  the reader is put in front of different emotions: we see the fragility of existence, 
we move the pearl-divers battle into our lives. Each of us is such a pearl-diver: 
every day we ship out into the ocean of life. Realizing our work tasks we remind 
those diving men as we devote ourselves with similar conviction. Each “pearl” 
being picked up by us brings into our lives moments of luck and happiness. If we 
don’t ignore them, but celebrate them, they make a deeper sense of our lives. 

3.  What kind of values and attitudes do they find in cultural texts? Do they 
perceive the complexity of a human problem? (Schiller’s “aesthetic” state) 

a)  captain – responsible, concentrated on a task, thinks about crew’s safety during 
the whole time of expedition, 

b)  a crew – constitutes the main body of the expedition. Men are worried about 
themselves as they know that they risk their lives diving for precious pearls. 
They are also worried for the existence of their families: if they find no pearls at 
the bottom of the Gulf, the life of a whole family will be even more difficult, 
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c)  guests/observers/readers/participants of the event – feel very strong emotions. 
They experience captain’s anxiety and divers fear when they plunge into deep 
water, 

d)  other values are quoted in the section 1.b). 
4.  How the experience of reading a cultural text inspires them to formulate new 

reflections? What questions students post? What arises from the ‘meeting’ of 
students’ and the author’s of the text different perspectives (what fusion of 
horizons emerges out of it?) 

1.  Why the author uses water/ocean metaphors to show human nature? Does he 
make the analogy between the form of descending, going down the Gulf, going 
deeper, and going into ones soul? 

2.  What spheres of European life may be joined with those showed in the text? 
3.  When are we captains of our ships, and when we create a crew? How do we 

interpret ourselves when we change our social roles? 
4.  What is the role of observation and interpretation of life facts? Does it bring 

more experience than practical activity? 
 

Findings/results 
The analysis of collected answers proves that the main aim of the research “to 

invite students to enter into the world of culture and to help them to develop 
‘aesthetic state’ of their human nature” has been gained. Students through their 
textual analysis, hermeneutical entering into presented materials, and thanks to 
fusion of horizons were able and keen to give interpretations which solved all the 
research questions. Though the cultural texts were difficult for them (most of the 
students learned about Bahrain culture for the first time) the perception of such 
remote culture was very good and interesting. Students were truly involved in 
responding to such cultural challenges.  

Textual analysis is a very valuable method. It offers a capacious frame of 
presumptions, and then enables to fulfil it with very different realizations. That is 
why the method is so inspiring for a researcher and a responder. It may develop 
students “aesthetic nature” on different levels of education, and in various 
research topics. It treats a student rather like a co-researcher than only a 
responder. As an effect of my research I learnt that students have huge potential 
to understand and interpret different cultural texts, so it is worth to put them in 
front of such challenges. Young people get the chance to develop themselves, 
become more open-minded, free themselves from prejudices and stereotypes, to 
build peaceful world. Proper preparation of interesting materials during desk 
research promises students’ engagement in field research. If they see and feel 
that they are treated seriously, as partners of an important event, they are willing 
to learn more, to look for individual answers, and to find unique solutions. They 



Journal of Language and Cultural Education, 2(3) 
ISSN 1339-4045 (print), ISSN 1339-4584 (online)  

SlovakEdu   

 

155 

do not reject the philosophical ideas of developing human beings (Schiller’s 
conception of aesthetic man or hermeneutic looking for truth), they are not afraid 
of undertaking new ideas (sustainable development) to create better life. They 
try to deepen their knowledge and interpretations to understand more about 
themselves and environments they live in. 
 

Conclusion 
The usage of textual analysis method shows its huge possibilities, especially 

convenient in educational practice. The method can be used by researchers, 
teachers, and students, with the intention to develop their research and reflective 
abilities and skills. It inspires asking questions, analyzing data, making individual 
reflections, and experience new situations through very personal 
communication, and thanks to individual senses and meanings.  

Hermeneutical way of uncovering the world and its inhabitants needs people 
with wide cultural background, and at the same time opened to multicultural 
challenges. The presence of culture protects us against living in mono-
dimensional world with weak social interactions. If we want to live as free human 
beings responsible for our decisions and acts, we should develop the “aesthetic” 
sphere of our nature. Schiller’s conception of aesthetic education should be again 
present in human development. Otherwise abilities of understanding other 
people and interpreting various facts will stop at the level of never realized 
postulates.  

Entering into new cultures is always a challenge. With the awareness of its 
complexity, and being equipped in adequate methods, gathering information and 
making senses of them can be a fascinating process of self-development. Playing 
intercultural and interpersonal games (and experiencing the overlap of horizons 
of cognition) inspires students to evaluate contemporary life from different 
perspective. That perspective refers to emerging new paradigm of sustainable 
development. At last culture has been recognized as a fundamental and 
constructive element of a new, humanistic and still awaiting for common 
implementation order. That order which builds its identity on equity and 
understanding needs humanistic approaches between cultures, individual 
people, in gathering data methods, and way of their interpretation. We are 
surrounded by lots of cultural texts which we should be able to understand and 
make meaning from them to develop our humanistic personality. Hermeneutic 
freedom of understanding and interpretation sounds in sustainable development 
of culturally educated people. 
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Abstract 
All individuals must eat in order to survive but what people eat, when they eat, and the 

manners in which they eat are all patterned by culture. Thus, the author tries to take this 
story as a case, examines the different cultural influence on the different peoples’ daily life, 
analyzes the importance of cultural customs in intercultural adaptation. Finally, the author 
gives some suggestions about how to strengthen the cultivation of intercultural 
communication awareness and intercultural communication competence, in order to 
adapt to a new cultural custom and a new culture and delegate the unnecessary 
misunderstanding and wrong behavior in intercultural communication. 
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1. Introduction 
All individuals must eat in order to survive but what people eat, when they 

eat, and the manners in which they eat are all patterned by culture (Xu, 2012). 
Also, every culture has its ways of doing things in daily life, such as ways of eating 
drinking, dressing and son on. Especially, Chinese people value eating very much, 
and there is an old but still – being - quoted saying – Food is the first necessity of 
human being in Chinese culture. It is said that there are about 8000 dishes 
throughout China. Chinese food is famous for its variety and abundance. One of 
the Chinese famous main eight cuisine is Sichuan food. Sichuan food contains lots 
of seasonings and is bitter, spicy and hot. Sichuan cooking is different from other 
cooking in China. 

One of them is Sichuan hot pot, which can be a proof of its history of at least 
1700 years. Today Sichuan hot pots have been increased in category to include 
the “Red Pot” (Spicy hot pot flavor with beans and lobster sauce being basal 
materials), the “White Pot” (seafood hot pot flavor with bone broth) and “Double 
Pot”. Moreover, more and more contents are included in the hot pot, or we may 
say, we can put almost everything edible into it. The Chinese people, specially, the 
young people like to eat hot pot very much. My son likes hot pot very much. In 
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America, my son is studying there and often invites his friends and classmates to 
gather together for hot pot.  

Once, my son told me the story which happened with his classmate who came 
from Sri Lanka. The story gave me deep impression. Maybe, the story will show 
us how to adapt to a new culture and its cultural customs, so as to make better 
intercultural communication. Thus, the author tries to take this story as a case, 
examines the different cultural influence on the different peoples’ daily life, 
analyzes the importance of cultural customs in intercultural adaptation. Finally, 
the author gives some suggestions about how to strengthen the cultivation of 
intercultural communication awareness and intercultural communication 
competence, in order to adapt to a new cultural custom and a new culture and 
delegate the unnecessary misunderstanding and wrong behavior in intercultural 
communication. 
 

2. A Case 
One evening, my son invited his friends and classmates to attend the part at 

his house in the United States of America. The attendants were from China, 
France, Sri Lanka, Egypt, and America. They came to my son’s house in time and 
were very eager to taste Chinese food. My son wanted to show his cooking skill 
and to make his friends and classmates taste special  

Chinese food. He prepared Sichuan hot pot well and hoped his friends and 
classmates would enjoy real Chinese food.  

At my son’s kitchen, in the center of the table stands a tall polished copper 
chafing dish, surrounded by a dozen plates of different meat and vegetables and a 
tray of different ingredients for the sauce. The meat has mutton, beef, pig and 
chicken. The sauces include: fermented beans, sesame paste, chili oil, shrimp 
sauce, chopped chives, sesame oil, soy sauce, vinegar, salt, glutinous rice wine, 
pickled vegetable, pepper, mixed together, often with the addition of fresh soup, 
the flavors harmonize surprisingly well. 

When my son’s friends and classmates saw the hot pot, every one was in high 
spirit and so excited to eat the food in the hot pot at once. First of all, my son 
should show how to use Chinese chopsticks to his foreign friends and classmates. 
At this time, one friend from Sri Lanka said to my son and other friends like this: 

“It is not easy for me to use Chinese chopsticks. I’ll use my fingers to eat food 
in the hot pot.” 

My son and other friends hardly believed their ears and surprised at her 
saying  with opening more their eyes and did not know how to give her an 
answer. My son and other friend thought she could use her fingers to eat food in 
the hot pot. Maybe, she might have a special power or magical skill. After a while, 
my son had to say to her, “Ok, as you like.” 
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The meat and other vegetables were being cooked at the table by dipping it a 
piece at a time into the water in the chafing dish, and then clipping it a second 
time into bowl in which the sauce had been mixed. After a while, the water in the 
hot pot was boiled and the food was cooked well.  

At the that time, my son with smile said to his friends and classmates: “ Now, 
the food in the hot pot is ready for your enjoyment. Almost every one of my son’s 
friends and classmates except the friend from Sri Lanka did hurriedly use their 
chopsticks to find their own favorite food in the hot pot. 

At the same time, every one wondered at their friend from Sri Lanka and saw 
how she could use her fingers to eat food in the hot pot. However, when my son’s 
classmate from Sri Lanka saw the boiled water in the hot pot, she dared not use 
her fingers of her right hand to grasp food in the hot pot. Meanwhile, my son and 
other friends and classmates burst into laughter. Suddenly she flushed on her 
face for her misunderstanding how to eat food in the hot pot. 

 
3. Analysis and suggestions 
Globalization enters a world in which people of different cultural 

backgrounds increasingly come to depend on one another. To understand and 
accept cultural differences becomes imperative to be effective in intercultural 
communication in global society (Chen, 2010). From the above case, people can 
easily see that my son and his classmate from Sri Lanka both did not understand 
other cultural features including cuisine cultures, so as to cause a little cultural 
conflict in eating Chinese food of the hot pot. The case gives us a good lesson. 
Every culture has its own ways of doing things in daily life including eating, 
drinking etc. Maybe, some people feel in their hearts that the way that they do 
things is the only right way to do them. Other people’s cultures often make as 
laugh or feel disgusted or shocked. Now, it is necessary for us to analyze the case 
from a perspective of intercultural communication. Firstly, we should know some 
differences between Chinese culture and Sri Lankan culture, and then discusses 
about how to avoid misunderstanding different cultures and their cultural 
customs involving behaviors and ways of doing things in daily life. Finally, the 
author will give some suggestions about how to improve intercultural 
communication competence and to adapt to a new cultural customs and a new 
culture. 

 
3.1 Different cultural characteristics and their own unique cuisine 
cultures 
China and Sri Lanka are both civilized ancient countries and have different 

histories, cultures including cuisine cultures and table manners. Only can we 
know some knowledge about the two countries’ cultures and cultural customs 
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including table manner, we may quite well understand their people and different 
behaviors and ways of doing thing in daily life, and will learn the real reason why 
the case happened. It is fundamental for us to further discuss about the case. 
 

3.1.1 Traits of Sri Lankan culture and table manner 
Sri Lanka is an “island country in the Indian Ocean, separated from the 

southeastern coast of peninsular India by Palk Strait” (Safra & Aguilar-Cauz, 
2005), Culture of Sri Lanka is very unique like its beautiful places, ancient ruins, 
weather conditions, etc. Though the culture of Sri Lanka society is more than 
2500 years old, it is really Buddhism that was the most influential civilizing force 
of the country. People got delimited ideas about what is right and wrong, 
beneficial results of good deeds in this life itself and vice versa. Lives of the 
Buddha and his noble disciples had a good impact on the people. People were 
taught to be sincere, kind, truthful, harmless and to help the downtrodden, etc. 
(Culture of Sri Lanka, 2014) 

Sri Lankan food consists out of a large variety of vegetables, sea food and all 
sorts of tasty meals. Rice and curry is certainly the No.1. The traditional way to 
eat rice and curry is to use the fingers of the right hand to shape little portions of 
the rice and curry into small balls that can be easily popped into the mouth. It is 
believed that a Sri Lankan meal tastes better when the diner uses the fingers 
instead of a fork and spoon. Eating with the fingers is not messy if managed 
correctly. Properly handled, the food should touch only the fingertips and not get 
stuck on the lips or beard. 

Sri Lankan people say that using their fingers is better for “mixing” the food as 
well as they refer to their long tradition saying that the taste is much better when 
avoiding cutlery (Food in Sri Lanka, 2014). 
 

3.1.2 Traits of Chinese culture and table manners 
China has a long history. It is a multi-ethnic nation with the world’s largest 

population. Of the four oldest recorded civilizations in the world, the Chinese 
civilization is the only one that has an uninterrupted history. For many centuries, 
her people have been farming and living on the vast land, creating and 
developing her unique culture (Liao, 2008). 

Chinese food is known for its variety and abundance. According to data on the 
subject, the number of well-known ancient and modern Chinese dishes amounts 
to 8000. The ingredients may be roughly classified into 600 categories. There are 
48 different basic ways of cooking, including roasting, frying and boiling, all of 
which bring out the best of the ingredients. Besides, Chinese cooking lays 
emphasis on the three essentials: color, flavor and taste, and thus every dish on 
the Chinese meal table looks like a piece of art, good-looking and delicious. China 
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is a vast country. Each area has a wealth of local specialities in its cooking. This 
means that the range of ingredients and cooking styles is incredibly wide and 
varied (Zhou, 2010). 

Chinese people like to use chopsticks to eat food. Chopsticks are the simplest 
possible tool for conveying bite-sized morsels of food from a plate or cooking 
vessel to the mouth. The coordination required to master his survival tool gives a 
child an opportunity to prove to his elders that he or she is no longer dependent 
on the spoon, and can reach out for his or her own food like everyone else (Gong, 
1986). 

Chinese people choose chopsticks as their tableware rather than knives and 
forks since Confucianism consider a knife and fork a sort of violence, resembling 
cold weapons. On the contrary, chopsticks reflect gentleness and kindness, the 
main moral teachings of Confucianism (Xu, 2007). 
 

3.2 Suggestions 
All human beings have certain basic needs, such as eating, drinking, keeping 

warm and dry, and so on. However, the way in which they take care of their 
needs depends on the culture in which they grow up. All cultures have ways of 
eating, dressing, finding shelter, marrying, and dealing with death. The food that 
we think are good to eat, the kind of clothes we wear, and how many people we 
can marry at one time are all parts of our culture (Zhang, 2012). 

Especially, our own culture seems very natural to us. We feel in our hearts 
that the way that we do things is the only right way to do them. Other people’s 
culture often makes us laugh or feels disgusted or shocked. Therefore, 
communicating with people from different countries can be fascinating precisely 
because of different cultures. Yet such different cultures can all too easily give 
rise to misunderstandings. 

Needless to say, intercultural communication settings, it is all too easy to 
become trapped by invisible walls or barriers to communication. Although those 
walls are hard to perceive, they are not imaginary. The only way to “escape” is to 
learn to see them and avoid making the communication mistakes that come from 
them (Cao, 2011). Hence the author tries to discuss how to improve intercultural 
communication competence, so as to adapt to a new food culture from the several 
following aspects. 
 

3.2.1 Cultivation of intercultural communication competence 
As we know, communication, language and culture cannot be separated. 

Successfully intercultural communication demands cultural fluency as well as 
linguistic fluency. If we are to communicate effectively in English, we need more 
than just competence in English grammar and vocabulary. To be culturally fluent, 
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we should be aware of and sensitive to the culturally determined patterns of 
verbal and nonverbal communication which speakers of the target culture follow, 
how they treat time and space, and why they think and behave the way they do 
(Zhang, 2008). Just as the way the other people do in eating is worthy for any one 
to learner. 

Therefore, we should learn and master the target culture well. Because 
culture is a system of shared beliefs, values, customs, behaviors, and artifacts that 
the members of a society use to cope with their world and with one another, and 
that are transmitted from generation to generation through learning. Also, 
learning about culture can therefore be a stimulating awakening as you give 
meaning to your actions and the actions of others (Samovar, Porter & Stefani, 
2012).  

To some extent, people have intercultural awareness, that is, and good 
fundamental condition to train their intercultural communication competence. 
And then people who have intercultural communication competence, can 
communicate efficiently and effectively with people from other cultures, to 
achieve mutual understanding and to gain better cooperation. In other words, 
with adequate competence, people will be able to know when, where, how, to 
whom to say/ do what, understand why and in what ways people are similar and 
different, to facilitate further understanding, so as to promote friendship 
interaction and communication among different cultural backgrounds. 
 

3.2.2 Cultivation of intercultural communication awareness  
Intercultural awareness is the cognitive aspect of intercultural 

communication competence that refers to the understanding of cultural 
conventions that affect how we think and behave (Chen, 2010). To some extent, 
intercultural awareness is the foundation of intercultural communication 
competence. People who have good intercultural awareness, can show their own 
understanding of cultural differences and make appropriate reaction toward 
different cultures. If so, people should have good intercultural sensitivity and 
global thinking. 

Firstly, person has individual’s ability to develop a positive emotion toward 
understanding and appreciating and respecting cultural differences that 
promotes appropriate and effective behavior in intercultural interaction and 
communication. In this way, person with intercultural sensitivity can easily avoid 
misunderstanding and misbehavior and has a a strong desire to motivate 
themselves to understand, appreciate, respect, and even accept cultural 
differences so that they will adapt to a new culture or new cultural customs 
including food cultures and table manners. 
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Secondly, person should know that global communication thinking is essential 
in intercultural communication competence. The person with good global 
communication thinking can stimulate their own interest in interacting and 
communicating with the people from another cultural background and to give 
particular attention to the details of intercultural activities and explore globally 
significant questions and create a coherent response that considers multiple 
perspectives and draws useful and defensible conclusions. Meanwhile, they 
should have such an ability to articulate and explain the perspectives of others in 
a global context and compare them with their own perspective to construct anew 
view from intercultural communication perspective. 

 
4  Conclusion 
Everyone should know that when people coexist on the same earth, the ways 

to live in may vary from culture to culture, cultural differences will not 
necessarily create conflict. However, cultural differences follow and should nerve 
be neglected. Any personal attitude towards them should know, respect and 
understand the different cultures. From the above case and analysis, it is not 
difficult for us to find that any person should learn that host’s culture and cultural 
customs including food culture and table manner, in order to avoid the 
embarrassing situation before person enter a strange culture and its customs. 
People between different cultural backgrounds should learn, know, understand 
and respect others’ cultural differences.  

Also, as the old saying, “When in Rome, do as the Romans do,” which clearly 
places the responsibility for change on the new comer, offers a great deal of 
wisdom, but it can not be followed in all circumstances. Moreover, people should 
have good knowledge about intercultural communication and master 
intercultural communication skills. Naturally, person will adapt to or change to fit 
into host culture. 

In daily intercultural interaction and communication, person do not only learn 
the target language, but also learn the target culture, especially master 
intercultural communication skills involving global communication thinking, 
linguistic competence and cultural skill. Maybe, it is an essential approach for 
people to effectively interact and communicate with people from different 
cultural backgrounds. 
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Abstract 
The paper explores the application of ideological principles to the study of literature. 

In the first part it discusses the fears for the current study of literature as expressed by 
René Wellek in some of his late essays, and contrasts them with the opinions expressed in 
the Bernheimer Report on Professional Standards submitted to American Comparative 
Literature Association. The second part consists of the analysis of recent views on the 
proliferation of ideological principles in literary studies and their consequences for the 
reading and studying of literature. It concludes by emphasising the need to rehabilitate 
literary criticism, suppressed by the excesses of literary theory.  

 
Keywords 
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New theories are generally associated with the idea of progress, introduction 

of new technology - usually more sophisticated and efficient than the old one - or 
with the improvement of human life in general. Although reality sometimes falls 
short of expectations and the new technology not always brings positive trends, 
making our life more complicated and hectic and having questionable pragmatic 
or ethical values, new theories in general are undoubtedly almost always 
undeniable manifestations of an increased sophistication of human thinking. 
This, however, does not (always) hold true for literary studies, where new 
theories may be demonstrations not of an increased sophistication of human 
thinking, but, vice versa, of its simplicity and triviality. Sometimes they may even 
be damaging for literature. For example, the emergence of a fashionable and 
exciting new theory in the late 1960s and the early 1970s called deconstruction 
and, especially, its embrace by American scholarship, has been claimed by some 
scholars to have had a damaging effect on literature, since instead of its fulfilment 
of an essential role in the teaching, instead of its playing a significant role in the 
education of future professionals in literary studies, it suggested that there could 
be no real meaning in literature, just a “stir of echoes” with no real voices 
(Villanueva, 2011, p. 5). When it emptied literature of its meaning, Villanueva 
further argues, it also opened space for the moving in of other theories, such as 
various versions of cultural studies which dramatically changed the concept of 
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literature and literary studies. Some scholars have expressed fears that this 
change leads to the destruction of literature´s traditional philological essence. 
The principal aim of this article is to pay a closer attention to the nature of these 
fears by discussing some ideas, especially those of Wellek, frequently surfacing 
and resurfacing in the last several decades and exerting a significant impact on 
the reading and teaching of literature. 

René Wellek, a Vienna born Czech critic and founder of the department of 
comparative literature at Yale University, was perhaps one of the first scholars 
who systematically drew attention to the negative aspects of the obsession with 
new theories. For him, it would be quite natural to voice the fear for the future of 
literature, since he lived and worked both in the times very different from the 
present, experiencing almost all the important traditional movements and 
schools, such as Prague Linguistic Circle and American New Criticism, as well as 
in the times when the traditional literary scholarship gave way to new theoretical 
enterprises. Moreover, Wellek is perhaps one of the most suitable scholars to 
discuss when dealing with the nature of literary theories because his own work 
could not be classified under the heading of any of those theories. As Holquist put 
it, “Wellek did not found a school, although he had numerous students over the 
many years of his teaching. And he is not remembered for propounding any 
particular theory with which his name is identified. But through his very 
catholicity and ceaseless activity as a scholar, educational reformer, and 
intermediary between European and American thought he was a major, even 
determining, force in changing how people conceived literature and therefore the 
way it should be studied.” (2010, p. 164). 

Even if Wellek´s name cannot be compartmentalised, put to the service of any 
one particular theory or school, his thinking on literary theory and methodology 
of literary research shows great lucidity and sophistication. Although its most 
systematic elucidation can be found in his famous Theory of Literature, in this 
article his shorter, though no less famous, text will be taken for a starting point - 
The Crisis of Comparative Literature in which, reflecting over the nature of 
comparative literature, he clearly shows his dissatisfaction with the state of 
literary scholarship that, “in its less violent, muted ways, has been torn by 
conflicts of methods” (1963, p. 282). 

If the concept of method is taken to be one of the basic conditions 
characterising scientific discourse, then literary scholarship is, and has always 
been, in trouble. Wellek sees the main problem in the fact that literature is 
studied not as literature, but as something else: “Many eminent men in literary 
scholarship and particularly in comparative literature are not really interested in 
literature at all but in the history of public opinion, the reports of travellers, the 
ideas about national character – in short, in general cultural history” (p. 293). 
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Studying literature not as literature, but as something else, as many other things, 
will always keep literary scholars in a state of confusion and conflicts, uncertain 
of what they are doing, poorly imitating other subjects and other methods. As he 
claims, “literary scholarship will not make any progress, methodologically, unless 
it determines to study literature as a subject distinct from other activities and 
products of man” (p. 293). In order to study literature in such way, it is necessary 
to focus on the literary work of art, and approach it from the aspect of 
literariness. Even though the concept of literariness is not the Wellek´s invention, 
in his treatment it assumes the value of essentiality, not just that of peculiarity, 
distinguishing the nature of literature and literary study in opposition to other 
discourses. Thus the literary study in Wellek´s opinion should not be the study of 
the technicalities of language, of culture or national psychology, “but a 
confrontation with the objects in their essence: a dispassionate but intense 
contemplation which will lead to analysis and finally to judgements of value” (p. 
295). Then it becomes “an act of the imagination, like art itself, and thus a 
preserver and creator of the highest values of mankind” (p. 295). It is remarkable 
that over half a century ago he was able to identify the problem which faces 
literary studies even nowadays, that is, its dissolution into a variety of different 
discourses. 

Wellek´s insistence that the study of literature have its own methodology and 
object of study can be contrasted with a very different understanding of the 
literary process launched in the Report on Professional Standards (the so-called 
Bernheimer Report of 1993) to American Comparative Literature Association. 
The Report is the third “analysis” of the state of comparative literature in the 
USA, following the First or Levin Report of 1965 and the Second or Greene Report 
of 1975, which dealt, among other things, with the technicalities of the 
establishment of the study of comparative literature in the USA. In addition to 
pragmatic considerations, the Bernheimer Report is interesting especially 
because of its open “legitimising” of the new trends occurring in literary studies. 
It demonstrates significant changes in the understanding of the “conception of 
the discipline”.  

At the beginning Bernheimer provides an analysis of the Green´s Report, 
especially of what Green considers a threat for the development of comparative 
literature in the 1970s, that is, the study of theory and interdisciplinary 
programs, presenting it as the resistance of the “eminent authorities” of the 
discipline. Bernheimer, naturally, does not consider this as a threat, but rather a 
progress in literary studies. In the part entitled Renewing the Field, the Report 
claims that comparisons are now done between Western and non-Western 
cultures, between cultural constructions of different disciplines, between sexual 
orientations, racial and ethnic modes of signifying, etc. “These ways of 
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contextualizing literature in the expanded fields of discourse, culture, ideology, 
race, and gender are so different from the old models of literary study according 
to authors, nations, periods, and genres that the term ‘literature’ may no longer 
adequately describe our object of study.” The expansion of the scope of the field 
is emphasised even further when he claims that “[l]iterary phenomena are no 
longer the exclusive focus of our discipline” and that “literary texts are now being 
approached as one discursive practice among many others in a complex, shifting, 
and often contradictory field of cultural production.” In the part entitled The 
Graduate Program, containing recommendations of principles to be used in the 
construction of graduate study programs, he clarifies that broadening the field 
need not necessarily mean abandoning “the close analysis of rhetorical, prosodic, 
and other formal features“, but taking account also of “the ideological, cultural, 
and institutional contexts in which their meanings are produced.” 

Taking account of contexts is in itself not a bad thing for all human and social 
phenomena acquire their sense only in the context. Linguistic and literary 
meanings are also contextual, as has been repeatedly shown by many significant 
theoretical works in the field. However, there seems to be a difference between 
being aware of the “intrinsic” context, i.e. a primary condition for a thing to be 
able to mean within its sphere of operation, and context as an accompanying 
extrinsic environment not necessarily related to the nature of the thing explored. 
Being broad and often difficult to define, literary meanings are prone to being 
devastated by these secondary contexts, especially “at the present time”. As 
Mousley has noted in his Literature and the Human, “we lay such thick blankets of 
social and historical context over texts that we smother those human aspects of 
them that survive history and make them still readable in the present” (2013, p. 
20).  

The contextualizing of literary meanings is not, however, only a new and 
fashionable device, invention, of current approaches to literature. It has 
happened several times in history, most noticeably, at least for Central and 
Eastern European literary scholars, during the former Communist regimes of the 
Soviet type, when the politicians, and consequently also literary scholars, were 
expecting the works of art to be proletarian, typical, realistic and partisan, i.e., 
enforcing the principles of “socialist realism”. Of course, open, crude, and violent 
political manipulations of intellectuals by totalitarian state power were not 
experienced by the present Western literary ideologues. This may be one of the 
reasons why most of them are still obsessed by promoting ideological principles 
in their interpretations and analyses, and why Marxist approach to the study of 
literature, unlike in the former socialist countries which had first-hand 
experience with this ideology, is still popular in Western literary scholarship. 
Although in the current principle of political correctness one may find slightly 
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different requirements, the principle of respecting the ideological contexts, of 
asking literature to be a tool for political struggles, remains essentially 
unchanged.  

But, as Bornstein (1992) put it in the essay of the same name, can literary 
study be politically correct? If one looks back to the history, one can find many 
examples of the political approach to literature. In addition to the literature of the 
post-war East European Communist countries, a very striking example is the 
period which had preceded it: “At the height of the terror that established 
Bolshevism in the Soviet Union, Lenin reportedly sent a famous telegram 
exclaiming indignantly ‘We're not shooting enough professors.’ That was political 
correctness with a vengeance. The incident reminds us that political correctness 
is nothing new, that it tends toward the authoritarian, and that it is not likely to 
contribute much to the welfare, or even the survival, of the professoriate” (p. 
283).  

Bornstein goes on to explain that political correctness was used by Hitler and 
Stalin, and that it also operated on the principles of race, class, gender, as current 
discourses do. So perhaps the problem is not whether literature and literary 
study can be politically correct, for it definitely can, but that political correctness 
is too narrow: “It limits rather than enlarges. To that extent, literary study 
certainly can be politically correct but ought not to be” (p. 288-289). It ought not 
to be, because it destroys literature, using it just as a tool, not as an aesthetic 
phenomenon.  

However, if political correctness is considered to be destroying aesthetic 
nature of literature, should then political categories be used in literary discourse 
at all? Should we not abandon the analysis of race, class, gender, or culture in 
general, in literary study? Can we separate a literary text from its embededness 
in social and cultural contexts? Not at all - history provides many examples when 
literature has played a very positive role in political struggles. And one could also 
argue that literature is an inseparable part of culture. But if we use political 
categories, as Bornstein claims, we should be very careful with them, we “should 
recognize their long and generally shameful history in that enterprise, and not 
take their invocation as automatically progressive” (p. 285). 

Wellek foresaw these problems not only in the mentioned The Crisis of 
Comparative Literature, but in his other texts as well, most importantly, in his 
later articles with symptomatic names – The Attack on Literature (1982) and 
Destroying Literary Studies (2005). In addition to politics and ideology, in The 
Attack on Literature he identifies two other dangers to or attacks on literature – 
distrust of language and electronic communication. The distrust of language 
emerged most forcefully as a result of the advent of poststructuralist theories and 
their obsession with the issues of representation. Discussing several 
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poststructural thinkers Wellek warns that their theories inevitably lead to a state, 
mentioned above with regard to deconstruction, in which literature would lose 
any cognitive value to comment on reality, and reality itself would become 
cognitively unknowable, since any attempt to know it has to be carried out in 
language, which is, in turn, considered to be just a string of signs, of empty 
signifiers without their signifieds. In Destroying Literary Studies he goes even 
further saying that such approach to language would lead to “total scepticism and 
ultimately to nihilism” (43). But such treatment of language is mistaken: “The 
view that there is ‘nothing outside of text,’ that every text refers or defers only to 
another text, ignores that texts—political, juridical, religious, philosophical, and 
even imaginative and poetic—have actually shaped the lives of men and thus the 
course of history. Denying the self and minimizing the perceptual life of man, the 
theory deliberately refuses to acknowledge that the relation of mind and world is 
more basic than language” (43).  

Again, a remarkable thing about Wellek´s critical sensitivity is the fact that the 
above “attack” on language was launched in the 1980´s (Destroying Literary 
Studies was first published in 1983), i.e. at the time when it took almost absolute 
courage to criticise the then fashionable trends in literary studies. It must be said 
that the 1980´s was the time of the flourishing of “theory”, whose early concept 
was introduced by Jonathan Culler who maintained that the theory “has come to 
designate works that succeed in challenging and reorienting thinking in fields 
other than those to which they ostensibly belong because their analyses of 
language, or mind, or history, or culture offer novel and persuasive accounts of 
signification” (1988, p. 15). In those accounts, the theory-based works were 
considered to „discover[ed] an essential ‘literariness’ in non-literary phenomena” 
(p. 15). Literariness is of course a term which was introduced by Russian 
Formalists who claimed that ‘the object of literary science is not literature but 
literariness, that is, what makes a given work a literary work” (Das, 2005, p. 78). 
However, while Formalists used it to distinguish literary works from non-literary 
works, Culler, on the other hand, enlarged its operation virtually to all texts, 
making them, in fact, literary, and giving rise to a situation when suddenly almost 
every text was opened to literary theoretical analysis, and literary scholars 
started to produce enormous amounts of far-fetched analyses, attempting to be 
experts in many fields, as well as interpreting parts of literary works and reading 
into them all kinds of unbelievable meanings. Most frequently, they approached 
the works from a leftist stance, got engaged in the fight for the rights of 
minorities (gender or ethnic), pointed to social criticism in literary works as 
power-based, followed the fashion of deconstructive thinking by elevating minor 
features to the central position in a work, and, discussed all kinds of phenomena 
which would hardly belong to the sphere of literary scholarship. This, of course, 
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could lead to nothing else, but a gradual ridiculing of literary studies in the eyes 
of other scholars. As Delbanco (1999) has noted with regard to this phenomenon, 
“everyone knows that if you want to locate the laughingstock on your local 
campus these days, your best bet is to stop by the English department”. 

The self-ridiculing of literary scholars was not, however, the only 
consequence of the extreme manifestations of poststructural trends in literary 
studies. Their more serious impact could be visible in literary education. In the 
recent Wall Street Journal´s article entitled Who Ruined the Humanities? Siegel 
(2013) holds “theory”, or “that fig leaf for mediocrity”, responsible for the decline 
in “the formal study of books that cultivate empathy, curiosity, aesthetic taste and 
moral refinement”, maintaining that “the academic study of literature leads to 
nothing of the sort.”  

This unfavourable view of the present state of the academic study of literature 
is, however, not only an opinion of one or two critics, struggling against their 
professional enemies from the other camp in the so-called cultural wars, or 
brought to public attention by the supposedly unfounded fears of few 
conservative critics not able to come to terms with modern, and postmodern, 
trends based on electronic communication and global media culture, but tends to 
be more and more reflected in many surveys analysing the decreasing popularity 
of literary studies, alongside other human sciences, at American universities. In 
the 2009 article entitled The Decline of the English Department Chace, for 
example, points out that “[D]uring the last four decades, a well-publicized shift in 
what undergraduate students prefer to study has taken place in American higher 
education. The number of young men and women majoring in English has 
dropped dramatically; the same is true of philosophy, foreign languages, art 
history, and kindred fields, including history.”  

All that has been said so far is not very pleasant for people for whom 
literature and literary studies have become not only a profession, but, first of all, 
a kind of calling. It should, however, lead to an “overwhelming question”. “What 
is it” that is happening with literature? The answers are, of course, complex. 
Chase (2009) himself identified the following ones: “What are the causes for this 
decline? There are several, but at the root is the failure of departments of English 
across the country to champion, with passion, the books they teach and to make a 
strong case to undergraduates that the knowledge of those books and the 
tradition in which they exist is a human good in and of itself. What departments 
have done instead is dismember the curriculum, drift away from the notion that 
historical chronology is important, and substitute for the books themselves a 
scattered array of secondary considerations (identity studies, abstruse theory, 
sexuality, film and popular culture). In so doing, they have distanced themselves 
from the young people interested in good books.” 
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Unlike the situation in the USA, in Slovakia the enrolment numbers for literary 
studies, as well as humanities in general, do not go actually down, but rather up, 
even though, it has to be said, humanities do not have a particularly favourable 
status in the general public either. The higher enrolment number thus can be 
attributed to the same phenomenon as their falling reputation in the USA, that is 
to their becoming “code for ´and you don't even have to show up to get an A´" 
(Siegel, 2013). For it is a common knowledge in this country that many students 
enter university humanities study only because they want an easy way to get a 
higher education diploma. Naturally, in order to confirm it, a wider and serious 
survey of student opinions would be required, which is out of the scope of the 
present paper. What one can say even without the help of such a study, however, 
is that the shift (or rather shifts) of thinking about literature during the last 
century must have had their significant share in bringing about the present 
situation. It would be difficult to find any other discipline which has undergone 
such complex development and changes in research methodology as literary 
studies – from being part of general philological education, through the elevation 
to the status of an independent academic subject, through the period of high 
theorising, to its employment as an instrument in the political and emancipatory 
struggles of all sorts.  

On the one hand it must be said that it is not surprising that literature has 
been put to such uses - it obviously has a potential of serving each and all of the 
mentioned purposes. Let us take, for example, the literature´s role in the life of a 
nation, in its struggle for independence or emancipation. There are many 
examples of this in the old and new world literatures. In Europe literature was a 
powerful force behind national emancipation struggles in the nineteenth century 
as well as in the late twentieth century´s anti-Communist struggles. In American 
literature, one can mention a search for the great American novel in the 
nineteenth century which would illustrate the nation´s uniqueness, or Emerson´s 
struggle to emphasise American independence from European muses and to 
characterise unique qualities of American scholars. As for other Anglophone 
countries, one cannot deny a great role of such writers as Chinua Achebe, Nadine 
Gordimer or J. M. Coetzee in their nations´ cultures either. So it must be said that 
literature is directly connected to the environment from which it grew and which 
it helps form, to the culture. Yet, on the other hand, the obsession with political 
correctness and its different agendas in much of the contemporary literary 
critical scene is detrimental both to the writers and readers, as well as to the 
nature of political struggle. 

It is also not surprising that at some point in history literary studies became 
an academic discipline, as other disciplines, and the nineteenth century public 
criticism was displaced by academic literary criticism (Culler, 1988, p. 3), 
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resulting in the substitution of the role of men of letters as public figures, 
cultivating the taste of their readers through evaluative and judgemental 
criticism (as was the case, for example, in Victorian England) supported by their 
extensive historical and philological knowledge, for academic literary critics and 
theorists, usually literature professors. This shift from criticism as public activity 
to the interpretation of literary phenomena performed at universities brought 
sophistication and technicality, but also caused that, as Culler put it, “literary 
criticism has ceased to be a modest and judicious activity serving literature and 
its readers and become pretentious and chaotic, a domain of competing, often 
abstruse theories, demanding the attention that might be devoted to literature 
itself.” (3). However, the academisation of literary study must not be perceived as 
the main culprit of what is happening nowadays. It should rather be seen as a 
natural part of the development occurring in other fields of human and social 
sciences, and an expression of the increasing complexity of our world and 
scientification of our life. But what has to be found negative, is the amateurism of 
many “academic” theoretical analyses, far-fetched naïve conclusions, and 
constantly emerging new methodologies and theories, only strengthening, in the 
end, a general idea that (in literary studies) The Latest Theory Is That Theory 
Doesn't Matter (the phrase was actually a name of a conference at the University 
of Chicago, organised in 2003 by the Critical Inquiry an attended by Stanley Fish, 
Homi Bhabha, Fredric Jameson, that is, ironically, the gurus of theory and 
postcolonial and postmodern studies who deliberated about the state of theory).  

But if not theory, what else then should matter? Faced with the flood of 
literary scholars´ aspirations and their new insights into the meanings of literary 
works, frequently found to be conditioned by all kinds of power, gender and 
ethnic relations, one is left with a feeling that to “rescue the honour” of academic 
literary research, it is necessary to get back to the basics, and get inspired by 
what T. S. Eliot´s once wrote: “[A] poet must take as his material his own 
language as it is actually spoken around him”, and his duty "is only indirectly to 
the people: his direct duty is to his language, first to preserve, and second to 
extend and improve", and that the only method to be used is “to be very 
intelligent” (Poetry Foundation, 2014). 

What then should academic literary scholars be doing to become intelligent, if 
not engaging in political, social, ethnic or feminist struggles while writing about 
literature? One of the answers to this question would be to learn from the history 
and rehabilitate literary criticism, as well as to try to cultivate the taste of readers 
in this age of superficiality again. As Posner has it in his article The Decline of 
Literary Criticism, discussing McDonald´s book entitled The Death of the Critic: 
“Although there is plenty of both academic and journalistic writing about 
literature, less and less is well described by the term ‘literary criticism.’ The 
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literary critics of the first two-thirds or so of the twentieth century, now dead, 
including poets and other creative writers, such as T. S. Eliot, journalists such as 
Edmund Wilson, and academic literary critics, as distinct from literary scholars, 
such as F. R. Leavis in England and Cleanth Brooks in the United States, have so 
few successors that the very genre, if not yet dead, is moribund” (2008, p. 385). 
Instead of literary criticism, he points out, “we have postmodern literary theory, 
an animal of quite a different colour from literary criticism” (Ellis, qtd. in Posner, 
p. 385) within which “[T]exts . . . are interpreted and analysed with a view to 
unlocking the social norms and attitudes encoded therein, not assessed or 
evaluated as integral, self-contained creations” (McDonald, qtd. in Posner, p. 
385). 

The marginal status of literary criticism within contemporary literary studies 
was also pointed out by a Slovak literary scholar, Stanislav Rakús (2014) who in 
his newspaper article entitled Okrajové postavenie literárnej kritiky (Marginal 
Status of Literary Criticism) argues that “qualification processes in academic and 
university environment … do not almost count with literary critical activities as 
with a significant contribution to the creation of value stratification of literature”. 
This is, he argues, unnatural and non-functional since criticism is the activity that 
“has the most immediate connection to the primary object of literature – which is 
the artistic text”, and, moreover, “it has a diagnostic task – trying to identify 
whether ... the text is healthy, as it should be … or it does not meet artistic 
requirements” (my own translation).  

Rakús´s critique draws on the traditional division of literary studies into 
literary criticism, literary history and literary theory, which was popularised by 
René Wellek, but later made questionable during the “poststructural years” by 
the introduction of the concept of “theory”. In this traditional view, the role of 
literary criticism was in its closeness to the text, and, consequently, to another 
precious space which was destroyed by the “high theory” stage and which has to 
be re–emphasised in order for a good criticism to take place, i.e. to the space of 
reading, or reading for oneself, as Harold Bloom would put it (2001). Such 
reading is part of every reading, scholarly or non-scholarly, occurring before 
complicated theoretical analyses take place. Guerin referred to it in his A 
Handbook of Critical Approaches (1999) as belonging to pre-critical stage, during 
which we do not interpret or analyse, but simply enjoy literary works. It is at this 
point when we get to the closest, most intimate contact with a literary work, and 
when the work reveals to us its holistic, verbally ungraspable impact, which we 
then, as literary scholars, nevertheless try to grasp through conceptual terms.  

The degree of belief in the possibility of turning the complexity of a literary 
work´s subjective effect into objective terminology seems to constitute the 
difference between the literary criticism, with its loosely used terminological 
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apparatus, and literary theory, especially in its poststructural stage of “theory”, 
with its naïvely mechanical transpositions of aesthetic values onto sociological 
principles, pushing literary studies into a simplified sphere of mechanical 
thinking, and, in fact, truncating the human appeal every good literary work 
should aspire for. In doing this, theory strips the art of literature of its artistic 
claims, which were characterised by Siegel (2013) as having aesthetic and 
ontological impact on readers, making us “feel, in the most solitary part of us, that 
we are not alone, and that there are meanings that cannot be bought, sold or 
traded, that do not decay and die. This socially and economically worthless 
experience is called transcendence, and you cannot assign a paper, or a grade, or 
an academic rank, on that. Literature is too sacred to be taught. It needs only to 
be read.” 

Naturally, as far as the teaching of literature is concerned, this is a kind of 
overstatement, for literature has always been taught, even though in different 
ways and forms. But with regard to literary meanings, it is fairly unequivocal. 
Great literary works never have had politics or social emancipation as their 
primary focus, even though these things have been frequently read into them. 
They always reach beyond the materiality of the setting, beyond a particular 
culture or ideology, towards universal meanings arrived at through particular 
experientiality. And how this is done in literary works should perhaps be the real 
concern intelligent literary studies should be addressing - through a “non-
mechanical” critical thinking using literary critical terminology. 
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Abstract 
The Old English poem Andreas was composed in a culturally unique milieu. Similarly to 

the diction and imagery of Beowulf, the poet of Andreas also combines Christian images 
with the heroic ethos of the Anglo-Saxon world. In the poem, the apostle Andreas is sent 
by God on a challenging mission to Mermedonia, a heathen and dangerous land, in order 
to rescue the apostle Matthew and convert the man-eating inhabitants of the island. The 
paper explores the patterns of wisdom in the poem, focusing on the contexts in which 
words ‘wise’ and ‘wisdom’ occur in the text. The paper attempts to suggest possible 
observations about the patterns of wisdom discovered in the studied poem.  

Key words 
Old English poetry, Andreas, wisdom, analysis 

 
Introduction 
The story of the Anglo-Saxon poem Andreas is set in the age of the apostles, 

shortly after the Ascension of Christ, and starts with the Apostle Matthew’s 
mission to Mermedonia, an island of cannibals. Shortly after his arrival there, 
Matthew is captured, blinded and imprisoned, awaiting his death. Desperate in 
his cell, Matthew receives a vision which tells him about Andreas (unless the 
form ‘Andrew’ occurs in the sources, ‘Andreas’ is used generally throughout the 
paper) who shall soon come to rescue him. The story then shifts to Andreas who 
also receives a vision; in his case God commands him to go to Mermedonia. First, 
he hesitates, but assured about the urgency of the mission, he sets on a journey in 
the company of his disciples. On the shore he finds a ship with three men. They 
are Jesus with two angels disguised as sailors. During the journey, Andreas does 
not recognize Jesus and this ignorance creates narrative tension and generates 
conversations with Jesus about Jesus in the text. After his arrival to Mermedonia, 
Andreas miraculously releases Matthew and his co-prisoners. Nevertheless, the 
true purpose of the mission is not yet accomplished. To convert the heathens, he 
first has to undertake severe and extremely cruel treatment. God, however, stays 
by his side and Andreas ultimately convinces Mermedonians to change their way 
of life and become Christians.  
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Poetic works of the Early Middle Ages tend to show how the poets reshaped 
foreign images and adapted them to new patterns of thought. Thus, originally 
Christian narratives had been altered to correspond more closely to the domestic 
setting and its realia. An epic poem in Old Saxon called The Heliand is a clear 
example of a text whose author “rewrote and reimagined the events and words of 
the gospel as if they had taken place and been spoken in his own country and 
time, in the chieftain society of a defeated people, forcibly Christianized by 
Charlemagne: the Saxons” (Murphy, 1997, p. xiii). Similarly, the Old English 
Andreas originated in the milieu the imagery and spirituality of which was a 
complex blend of Christian, Norse, Greek, Latin and other traditions as well as of 
oral and written discourses, thus forming intricate set(s) of beliefs which might 
appear incompatible to the 21st century mind. On the intricacies of the oral and 
narrative textuality of the Anglo-Saxon poetry, see for instance Pasternack 
(2006).  

Affinities between Andreas and Beowulf have been long attested. According to 
Stanley, “it seems likely that one Old English poet, the poet of Andreas, drew on 
Beowulf” (2000, p. 11). For further discussion, see Stanley (2000, p. 8-11) and 
Orchard (2005, p. 163-165). Andreas can be thus interpreted as “a product of the 
fusion of Germanic and Mediterranean cultural influences” (Davis, 2005, p. 178).  

The primary source of the Old English poem Andreas is the apocryphal Acts of 
Andrew and Matthias extant in many versions including the texts in Latin, Greek 
and Old English. The brief prose version of the story can be found in the Old 
English Blickling Homilies and in the prose Life by Aelfric of Eynsham. According 
to Magennis, “[t]he Andreas-poet is enthusiastic in transposing the legend of St 
Andrew into the medium of Germanic heroic poetry” (2006, p. 177); although, it 
needs be noted, “[w]e do not know the specific source of Andreas and we also do 
not know how Andreas and The Life of St Andrew are related” (Kries, 2002, p. 5). 
Magennis also points out that “[t]he theme of the journey is particularly brought 
out in this version of the legend” (2006, p. 175). The Andreas story has also a rich 
Eastern tradition of the Ethiopic, Coptic and Syriac provenance. 

The study of analogues has shown that there exist many differences in details 
and poetics of the texts (see especially Friesen’s Visions and Revisions: The 
Sources and Analogues of the Old English Andreas, 2008, and Lipsius’ Die 
apokryphen Apostelgeschichten und Apostellegenden, 1883, p. 543-622). 

 Our present knowledge of the exact origin of Andreas, alike other Old English 
poems, is limited. Scholars still debate its background and generally regard the 
text to be a translation. They see direct connections with the Greek Praxeis 
Andreou kai Mattheia. However, as Garner observes, “many favor the idea of a 
lost Latin intermediary to explain discrepancies between the Greek […text…] and 
the Old English Andreas” (2007, p. 54). 



Journal of Language and Cultural Education, 2(3) 
ISSN 1339-4045 (print), ISSN 1339-4584 (online)  

SlovakEdu   

 

183 

In their comparative studies of Andreas and other versions of a story, scholars 
noted particularities present only in the Anglo-Saxon text. For instance, Magennis 
discussing the place and setting mentions that “[t]he symbolic and emotive 
dimension to the treatment of place and setting in Andreas is, as far as we can tell, 
entirely the contribution of the Old English poet: there is no such dimension 
apparent in the Old English prose Life of St Andrew, which is thought to be a 
translation of a Latin version close to that used by the Andreas-poet, or in the 
‘Casanatensis’ version, the Latin version with most details in common with 
Andreas” (2006, p. 173). Harbus assumes that “[b]ecause we have an Old English 
prose version, as well as the Latin and Greek prose accounts with which to 
compare Andreas, changes attributed specifically to the poetic context, rather 
than to vernacular translation, can also be identified” (2012, p. 114). 

While the comparative approaches can certainly contribute to better 
understanding of a particular version, the objective of this paper is not to trace 
similarities and differences between various versions, but it seeks instead to 
close-study the Anglo-Saxon verse as found in the late 10th century Vercelli Book 
(on the history of the manuscript and the dating of Andreas, see Davis, 2005, p. 
178, and Schaar, 1967, p. 12-24). The perused approach is based on the 
assumption that the diction and imagery of Andreas is authentic and culturally 
conditioned; i.e. that the diction is not a mere translation but rather an 
imaginative reworking of the pre-text not to be read exclusively as a story set in 
the period of the Apostolic age of early Christians but as the Anglo-Saxon 
transformation of the story (cf. Boenig, 1991, p. 104: “the text of the Old English 
poem Andreas tends toward a rewriting of its source informed by the master 
code of doctrinal controversy”. Similarly to this, Hamlet, the story of which goes 
back to the Anglo-Saxon times - is read primarily as expressing the poetics of the 
Renaissance England.   

The focus of the study is based on the importance of the concept of wisdom in 
Old English literature (see Cavill, 1996; and Colton, 1914) which was particularly 
influenced by the Christian context in which the Old English texts originated and 
operated. Andreas is a poem embedded in the Christian thought which regards 
wisdom as a fundamental aspect of God and one of the seven gifts of the Holy 
Ghost. Considering the ultimate significance of wisdom within the Christian 
tradition, the main aim of the article is to trace possible ‘patterns’, ‘templates’ or 
‘regularities’ in the use of the concept in the studied poem.  

 
‘Wisdom’ and Being ‘Wise’ in Old English 
Merriam-Webster’s dictionary defines wisdom in three major instances.  
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1) a) accumulated philosophic or scientific learning (knowledge); b) ability to 
discern inner qualities and relationships (insight); c) good sense (judgment); d) 
generally accepted belief;  

2) a wise attitude, belief, or course of action;  
3) the teachings of the ancient wise men (acc. to Meriam Webster Dictionary). 
 

Concerning the notion of wisdom in literary works, it is possible to distinguish 
direct and indirect references. By direct references I mean explicit uses of words 
such as ‘wise’ and ‘wisdom’. Implicit occurrences are more subject to a reader’s 
interpretation and depend on the context.  

Regarding direct references, the following examples can be found: Someone is 
characterized as wise (details do not have to be always provided; an adjective 
may be a part of the name), words of wisdom and wise speech in general which 
also includes sharing of wisdom and counseling and wise deeds. 

Old English vocabulary offers several instances for the words ‘wise’ and 
‘wisdom’ (the following list has been compiled from the entries at online Old 
English Translator).  
These include: 
- gléaw (penetrating, keen, prudent, wise, and skilful): cræftgleáw (sage-

minded, science-learned), ferhþgléaw (wise, prudent) and ferhþgleáw 
(prudent in mind, sagacious), foregléaw (foreseeing, provident, wise, 
prudent), fréagléaw (very wise), gléawhycgende (thoughtful, wise, prudent), 
gleáwhycgende (thinking wisely), gléawhýdig (thoughtful, wise, prudent), 
gleáwhýdig (wise of thought, heedful, prudent, sagacious), gléawlic (wise, 
prudent, skilful, diligent), gléawmód (wise, sagacious), gleáwmód (of wise 
mind), hreðergléaw (wise, prudent); gléawnes (wisdom, prudence, skill, 
penetration, diligence, sign, token), gléawscipe (wisdom, thoughtfulness, 
diligence, proof, indication, test), gleáwscipe (sagacity, wisdom);  

- snotor (clever, prudent, intelligent, discerning, wise, sagacious), foresnotor 
(very wise), fóresnotor (highly sagacious), forþsnoter (very wise), 
gearusnotor/ gearusnottor (very skilful, very wise), snotornes/ snotorness 
(wisdom, prudence, sagacity); snytrian (to be clever, wise; to become clever, 
become wise), snyttru (wisdom, cleverness, prudence, sagacity, intelligence), 
snyttrucræft (wisdom, sagacity, prudent skill); 

- wísdðm (wisdom, discretion), wisdom (wisdom, knowledge, learning, 
experience), wís (wise, learned, sagacious, cunning, sane, prudent, discreet, 
experienced, wise man), ginnwísed (very wise), léodwita (wise man, elder 
chief), rædwita (counsellor, adviser one wise in counsel), rúnwita (adviser, 
counsellor, wise man, a privy councillor, one acquainted with a person’s 
secrets, one acquainted with mysteries, a sage, þeódwita (one of the wise men 
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of a nation), þéodwita (1. one of the wise men of a nation one whose 
knowledge fits him for a place on the councils of the nation senator 2. a man of 
great wisdom or learning a sage learned man 2a. used of a poet 2b. used of a 
historian or philosopher or man of science, úþwita (a person distinguished 
for wisdom or learning), wísnes (teaching wisdom), wíswyrdan (to be wise in 
speech), wita (sage philosopher wise man adviser councilor elder senator 
witness accomplice), witega/ wítega/ wítga/ wítiga (wise man, lawyer, 
prophet, soothsayer, prophecy), witig/ wittig (having knowledge, wisdom, 
sense, sagacious, wise), witigness (sagacity, prudence), witolnes (wisdom); 

- fród (wise, old); fródian (to be wise); 
- hygecræft (power of mind, wisdom), hygeoræft (mental power, intellect 

wisdom); 
- gerád (reckoning, account, condition, stipulation, intention, reason, wisdom, 

discernment, accuracy); 
- lársmiþ (wise man, counsellor); 
- leódrúne (a witch, wise woman), léoðorún (wise counsel given in song). 

 

Wisdom in Andreas 
In the following, a survey of all occurrences of words related to the concept of 

wisdom in Andreas is listed. Translations by Kemble, Kennedy and Hostetter 
supplemented with a short analysis and characterisations of the subject [9] are 
added to provide a more complex understanding of the use (in case of other 
quotations, unrelated to wisdom, the translation by Kemble is provided). 

The survey adheres to the order in which the words and expressions denoting 
wisdom are found in the poem. Altogether, there are 29 cases analysed which 
refer to eleven subjects.  

 

1. Matthew 
The first person described as ‘modes glawne’ (143) (‘the prudent of mind’/ 

‘wise of heart’/ ‘wise-minded’) is the apostle Matthew awaiting his death in the 
Mermedonian prison. The expression follows the description of the 
Mermedonians (‘wælgrædige’ 135a, ‘greedy of slaughter’; ‘caldheorte’ 138a, ‘the 
coldhearted’) and can be interpreted as an attempt to highlight the contrast 
between a Christian and his heathen tormenters.  

  
2. Andreas 
As one might expect, most references to wisdom are related to Andreas, the 

protagonist of the poem. Interestingly, several references are found in Andreas’ 
conversation with Jesus on the ship and shortly afterwards (see also part 3 which 
lists references to the wisdom of Jesus). As has been mentioned already, during 
the journey, Jesus’s identity is hidden, which provides the possibility of dramatic 
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irony since – in contrast to Andreas - the narrator and a reader both know that 
Andreas actually addresses Jesus.  

In the example (A) Andreas responds to Jesus’s question whether it is usual to 
travel without food and money to pay for the journey. The example (B) 
introduces Andreas’s address to his disciples, who were afraid of the sea and 
Jesus suggested that Andreas should tell them a story to calm them down. 
Andreas tells them how Jesus had calmed the sea miraculously when they had 
been in distress before. In the example (C), the narrator introduces Andreas’s 
speech to Jesus; Andreas is about to ask to teach him the crafts of the sailing. In 
examples (D) and (E) Jesus asks Andreas what he thinks might have been the 
reason for the Jews not to believe that he is God’s son (D) and, in the example (E), 
Jesus wants to know about the secrets that Jesus revealed and taught to his 
disciples.  

Examples (F) and (G) are connected with Andreas’s arrival to the island of 
cannibals and his realization that Jesus with his angels guarded him and his 
disciples during the journey. Example (F) simply describes Andreas as ‘wisa’; 
there is no specific context or reasoning provided. In (G), Andreas’s disciples tell 
him about the miracle they experienced during the last part of the journey; as 
they were taken by eagles to heaven and could see Andreas with other apostles in 
God’s glory. In (H), Andreas is described as ‘wis hæleð’ before he explains his 
regrets about – according to him – inappropriate way of talking to Jesus.     

It should be pointed out that in all cases cited below, wisdom is closely 
connected to the oral discourse, specifically to the wise speech. Antonia Harbus 
mentions in relation to cognitive metaphors: “The underlying metaphor of the 
mind as a storehouse of words or wisdom that can be unlocked, is at times 
expressed in emphatic collocations that alliteratively connect wisdom, mind and 
words: Andreas, ‘wis on gewitte, wordhord onleac’ (Andreas 315), ‘wise in mind, 
unlocked the wordhoard’” (2012, p. 36-37).  

 
(A)  

‘Ða him Andreas ðurh ondsware, wis on gewitte,/ wordhord onleac’ (315-316)  
‘Then to him Andres/ through his answer,/ wise in wit,/ unlocked the treasure of 
words’  
‘Then Andrew gave answer unto Him and, wise of heart, revealed his secret thought’ 
‘The Andrew, sage in his senses, unlocked his word-hoard/ as an answer for the 
sailor’ 
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(B)  
‘Ongan þa gleawlice gingran sine,/ wuldorspedige weras wordum trymman’ (427-
428) 
‘Then intelligently began he his disciples,/ men gloriously blest,/ with words 
confirm’ 
‘And he began to comfort his followers, his glorious thanes, with words of wisdom’ 
‘Then Andrew wisely began to strengthen his disciples with words,/ his glory-
speeding men’ 
 

(C)  
‘Ongan ða reordigan rædum snottor,/ wis on gewitte, wordlocan onspeonn’ (469-
470)  
‘Then began to speak the prudent of council,/ wise of wit/ he unlocked the locks of 
words’ 
‘Wise of rede he spake, sage of soul unlocked his secret thought’  
‘Then he began to speak, keen of counsels, wise in his wits,/ to unfasten his word-
chest’ 
 

(D)  
Andreas described as ‘þances gleaw’ (557a) (‘wise of thought’/ ‘wise of heart’/ 
‘wise in thought’) by Jesus. 
 

(E)  
Andreas described as ‘wis hæleð’ (624a) (‘wise man’/ ‘man of wisdom’/ ‘wise 
warrior’) by Jesus. 

 
(F)  

Andreas described as ‘wisa’ (843b) (‘the wise man’/ ‘the sage’/ ‘wise man’) when 
he comes to Mermedonia.  
 

(G)  
"We ðe, Andreas, eaðe gecyðað/ sið userne, þæt ðu sylfa miht/ ongitan gleawlice 
gastgehygdum.” (859-861)  
“We to thee Andrew joyfully proclaim/ our adventure, that thou mayst thyself/ 
prudently understand it/ in the thoughts of thy spirit.”  
“We will declare fully our journey unto thee, Andrew, that thou thyself mayest 
wisely know it in thy heart.” 
“We shall gladly reveal to you, Andrew, our journey,/ so that you can wisely 
understand it in your own soul’s thoughts.” 
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(H)  
Andreas described as ‘wis hæleð’ (919a) (‘the wise man’/ ‘the wise warrior’/ ‘the 
man of wisdom’) by the narrator.  
 

There are three more situations in which Andreas is described as ‘wise’. 
Reference (I) is from a speech of a Mermedonian man who suggests to other 
Mermedonians to consider the significance of Andreas’s religious beliefs. The 
speech comes after the miraculous melting of Mermedonians’ weapons which 
could not harm Andreas. The man is, however, silenced because ‘deoful ætywde, 
wann ond wliteleas, hæfde weriges hiw’ (1168b-1169, ‘a devil appeared, wan and 
colourless he had the look of one accursed’). 

In the example (J), Andreas is ‘wis, wundrum gleaw’ when he addresses the 
marble pillar and asks it – through God’s intervention - to bring forth water and 
deluge the city. In the example (K), he is described as ‘gleawmod’ when he leaves 
the Mermedonian prison. 
 

(I)  
Andreas described by a heathen man after his miraculous deeds: 
"Ne hele se ðe hæbbe holde lare,/ on sefan snyttro! Nu is sæl cumen,/ þrea ormæte, 
is nu þearf mycel/ þæt we wisfæstra   wordum hyran." (1164-1167) 
“Let him not hide it who hath a beneficial counsel,/ wisdom in mind! Now is the 
occasion come,/ an immeasurable plague; now is it very needful/ that we of the 
wise the words should obey!” 
“Let him that hath good counsel, wisdom in heart, hide it not away. For now is come 
an evil plight, menace measureless; now is there bitter need that we hear word of 
discerning men.” 
“Let no one conceal good /lore that holds it in the pith of his prudence. Now the 
time/ is come, this threat extraordinary—there is now great need/ that we listen to 
the words of wise-fast men!” 
 

(J)  
Andreas described as ‘wis, wundrum gleaw’ (1497a) (‘wise and wondrous 
prudent’! ‘sage and wise in wonders’/ ‘wise and wonderfully sagacious’) 

  
(K)  

Andreas described as ‘gleawmod’ (1579) (‘firm of mind’/ ‘wise of heart’/ ‘wise-
minded’) when he leaves prison.  
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3. Jesus 
All references to Jesus as wise and to his wisdom are part of the conversation 

he held with Andreas during their journey. Quotes (A) and (B) refer to Andreas’s 
plea to Jesus to teach him sailing. In the second example (B), Andreas’s speech – 
which is not directly cited here - mentions Jesus’s young age as a contrast to his 
experience and wisdom. The same characteristic is also pointed out in the 
example (C).  
 

(A)  
"Næfre ic sælidan  selran mette, /macræftigran, þæs ðe me þynceð,/ rowend rofran,  
rædsnotterran,/ wordes wisran.” (471-474b) 
“Never I a sailor better met with,/ more powerful, as me thinks,/ a more famous 
rower, one more prudent of council,/ one wiser of word” 
“Never did I meet better shipman or one of greater craft than thou seemest unto 
me, never more stalwart rower, or one of better rede, or wiser word.” 
“It strikes me that I have never/ met a better sea-farer, a robust rower more 
counsel-prudent,/ nor more learned in his speech.” 
 

(B)  
“Æghwylces canst/ worda for worulde  wislic andgit." (508b-509)  
“in every matter thou art knowing/ of words for worldly converse,/ thou hast an 
intelligent understanding.” 
“wisely hast thou understanding of each man’s word before the world” 
“You know the wise sense of every word for this world.” 
 

(C)  
“wis on gewitte  ond wordcwidum./ Ic æt efenealdum æfre ne mette/ on modsefan 
maran snyttro." (552-554) 
“wise is he in wit and sayings of words./ I from one of his age never met/ in mind  
with greater prudence!” 
“wise in wit, with gifts and skill of speech. Never of equal age did I meet any man 
more sage of soul” 
“wise in his wits and word-sayings. I have never met among his/ even-elders one 
more wise in his heart’s understanding.” 
 
The next example (D) is part of Jesus’s discourse on the ignorance of Jews 
(described as ‘frætre þeode’, 571a, ‘the proud people’, see also the example 2) who 
despite the miracles Jesus made did not recognize him as God’s son. Since the 
identity of Jesus is here still not known to Andreas, this reference to wisdom is 
ironical, since Jesus talks about his own wisdom.  
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(D)  
‘Æþelinge weox/ word ond wisdom’ (568b-569a) (‘in the prince grew word and 
wisdom’/ ‘the Prince waxed great in word and wisdom’/ ‘The noble one increased in 
word and wisdom’) 
 

In example (E), Andreas addresses Jesus with a question why does he ask him 
about secret teachings of Jesus. Andreas seems to be losing his patience with 
Jesus’s constant inquiries into Andreas’s past spent with Christ (see example 2).  
 

(E)  
 ‘"Hwæt frinest ðu me, frea leofesta, wordum wrætlicum,  ond þe wyrda gehwære 
þurh snyttra cræft soð oncnawest?"’ 
‘"What askest thou of me, best beloved lord,/ with cunning words? and thou every 
hap/ through power of wisdom thyself truly knowest!”’  
‘"Why dost thou question me, most dearest prince, in wondrous words, when thou 
thyself dost know the truth of each event, by reason of thy wisdom’s power?”’  
‘"What are you asking me, most beloved lord, in elaborate words, when you 
perceive the truth of each word by the skill of the wise?”’ 
 

In example (F), Andreas repeatedly praises Jesus’s wisdom of speech.  
 

(F)  
 ‘Edre him Andreas agef ondsware:/ "Nu ic on þe sylfum  soð oncnawe,/ wisdomes 
gewit, wundorcræfte/ sigesped geseald, (snyttrum bloweð,/ beorhtre blisse, breost 
innanweard),/ nu ic þe sylfum  secgan wille/oor ond ende,  swa ic þæs æðelinges/ 
word ond wisdom on wera gemote/ þurh his sylfes muð  symle gehyrde.’ (643-652) 
‘Now I in thee thyself truly acknowledge/ wit of wisdom in wondrous power,/ 
success in glory given: wisely bloweth/ in bright bliss the breast within.’ 
‘Now do I clearly see in thee thyself wisdom’s wit of wondrous power, triumphant 
fortune granted; thy breast doth flower within with knowledge and with radiant 
bliss. Now will I tell to thee end and beginning, even as I did hear the word and 
wisdom of that Prince, in the assembly of men, from his own lips.’ 
‘At once Andreas gave back answer: “Now I perceive/ the sense of wisdom and truth 
itself in you—/ triumphant capability given you with miraculous skill/ the inward 
breast, bright in bliss flourishes from wise men—/ now I wish to tell you alone of 
the beginning and the end,/ ever as I heard that nobleman’s words and 
wisdom/through his own mouth in the moot of men.’ 
 

(G)  
Jesus is described as ‘hygeþances gleaw’ (817b) (‘wise of thought’/ ‘wise of heart’/ 
‘wise of mind-thought’) by Andreas. This is another example of Andreas’s 
‘inappropriate’ and ‘daring’ speech in addressing Jesus, when he says that Jesus’s 
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acts and teachings cannot be fully comprehended by any man, including the 
addressee (ironically, Jesus himself).    
 

4. Men listening to Jesus 
The reference occurs in Andreas’s speech addressed to Jesus who asked him 

about Jesus’s deeds. Andreas describes how Jesus used to preach and people 
rejoiced when they heard him. Those who came to listen to him are characterised 
as wise:  

‘snottre selerædend’ (659) (‘prudent, wise in council’/ ‘wise hall-possessors 
praising God’/ ‘hall-counselors of the wise’) 

 

5. An angel made of stone turned alive 
The magical stone episode is connected with the miracle which Jesus made to 

convince his listeners about his noble family history and divine origin. Jesus 
noticed a graven image of an angel and he turned the image alive; the sculpture 
(angel) and its speech are described as ‘wise’. The angel then addresses the 
gathering and testifies to Jesus’s ancestry. (The whole story is narrated by 
Andreas.)  
 

‘frod fyrngeweorc’ (737a) (‘the venerable antique work’/ ‘that ancient olden 
work’/ ‘the wise and ancient work’) 
 

‘Wrætlic þuhte/ stiðhycgendum stanes ongin./ Septe sacerdas sweotolum tacnum,/ 
witig werede ond worde cwæð’ (740b – 743)  
‘After came a voice/ loud through the hard one,/  the noise resounded;/ with words 
it blamed them:/ wondrous seemed/ unto the proud of heart/ the undertaking of 
the stone./ It taught the priests/ with manifest signs;/ wittily it rebuked them,/ and 
said with words’ 
‘Then through the hard flint came a loud voice; his speech thundered and sounded 
forth (and wondrous seemed the action of the stone to those stout-hearted men). 
Wisely He constrained with tokens manifest the seven priests and spake this word’ 
‘The stone’s first act seemed curious/ to the stiff-purposed. It instructed the priests 
in clear signs,/ wittily it restrained them and spoke in words’ 
 

6. Abraham, Isaac and Jacob 
After the angel’s speech, Jesus sends him to the land of the prophets for 

further evidence to support his claims. The angel travels to Mambre and wakes 
up the Hebrew sages Abraham, Isaac and Jacob. They are described by the 
following expressions:  
‘frode fyrnweotan’ (784a) (‘the pious ancient sages’/ ‘aged counsellors’/ ‘sage 
elder-prophets’) 
‘witigan’ (801b) (‘prophets’/ ‘men of wisdom’/ ‘wit-full witnesses’) 
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7. A Mermedonian  
Cannibalistic Mermedonians plan to kill Matthew and other prisoners and eat 

their flesh. After Matthew and his co-prisoners are miraculously rescued, there is 
no human flesh available. For that reason, Mermedonians decide to cast lots and 
find among themselves the person who should offer his life. The lot falls on a man 
who is described as a sage (see the description below). (When the man finds out 
that he is supposed to offer his life, he cowardly suggests his son be sacrificed in 
his place.)      
‘ealdgesiða, se wæs uðweota’ (1104b-1105a) (‘one of the old comrades, who was a 
councilor’/ ‘an aged warrior, who was the sage’/ ‘one of the good old boys, one 
noted for his wisdom’  
 

8. A man seeking God 
In this example, any man who seeks aid and guidance of God is described as 

‘wise’. The reference, however, follows the miracle God made thanks to which 
Mermedonians’ weapons could not harm Andreas since they melted like wax. 
Andreas’s belief and trust in God is set as a universal lesson. 
‘Gode ealles þanc,/ dryhtna dryhtne, þæs ðe he dom gifeð/ gumena gehwylcum, 
þara þe geoce to him/ seceð mid snytrum.’ (1150b – 1153)  
‘all thanks be to God/ the Lord of lords, because he giveth justice/ to every man that 
aid from him wisely seeketh’ 
‘Thanks be to God, the Lord of lords, for all, that He giveth grace to every one of men 
of those who seek succour at His hand with wisdom.’ 
‘Thanks be to God entirely, the Lord of Lords that gives judgment/ of every man, 
whoever wisely seeks his aid.’ 
 

9. A narrator referring to a wiser teller than himself 
The example (9) illustrates humility of a narrator who praises God’s, or 

eventually Jesus’s wisdom and knowledge. 
‘Þæt scell æglæwra/mann on moldan þonne ic me tælige/ findan on ferðe, þæt fram 
fruman cunne/ eall þa earfeðo þe he mid elne adreah,/ grimra guða.’ (1483b-
1487a) 
‘that must a more learned/ man on earth than I repute myself/ invent in spirit, who 
from the beginning/ all the sufferings that he courageously endured,/ of fierce 
wars’ 
‘That must a wiser man on earth than I esteem myself devise in heart, that he may 
know even from the beginning all the miseries of grievous strife that he bravely 
suffered.’ 
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‘That story a man of the world must find it in his heart,/ one more learned than I 
account myself, one who might know/all those hardships and savage battles from 
the beginning/ that Andrew endured with courage.’ 
 

10. Plato 
After the baptism of Mermedonians, Andreas appoints them a bishop whose 

name is Plato. Plato is described as ‘wisfæstne wer, wordes gleawne’ (1648) (‘wise 
man prudent of speech’/ ‘a man of wisdom, sage of speech’/ ‘a learned man, wise of 
words’). Andreas encourages Mermedonians to obey him and to attend to his 
teaching.  

 
11. Wise Mermedonians 
Tellingly enough, the last reference to wisdom in the poem is associated with 

the converted Mermedonians whose wisdom increases after their conversion due 
to the presence of Andreas among them. Andreas thus becomes a God’s 
harbinger, and Mermedonian’s hope in the fulfilment of God’s plan:    
‘Cristenra weox/ word ond wisdom, syððan wuldres þegn,/ æþelcyninges ar, eagum 
sawon.’ (1678 – 1679) 
‘Of the Christians waxed/ the word and wisdom, after they the thane of glory,/ the 
messenger of the noble King, with their eyes beheld.’ 
‘The word and wisdom of the Christians prospered when they with eye beheld the 
thane of glory, the herald of the heavenly King.’ 
‘The words and wisdom of these Christians had increased,/ since they had laid eyes 
upon Glory’s thane, the messenger/ of the Worthy-King.’ 
 

Conclusion 
In the Christian tradition, wisdom - besides its function as a major attribute of 

God – is also associated with prudence, one of the four cardinal virtues. The 
overview of the occurrences of the words denoting wisdom in Andreas has shown 
that most instances refer to Andreas and Jesus, and particularly to the spoken 
word (wise speech or counsel) or to the wise thought. This may be interpreted 
within the overall content of the poem as an author’s attempt to highlight 
Andreas and Jesus as representatives of wisdom and exemplars of virtue and 
authority. As a result, they are naturally perceived as morally superior and serve 
as the models of perfection for other characters as well as for the audience of the 
poem. In some cases in the text, characters are described as ‘wise’ for their direct 
connection with Jesus and Andreas. This is, for example, the case of the men 
listening to Jesus (4), an angel made of stone who rebuked people (5) or a 
narrator referring to a wiser teller than himself (9). However, the situations in 
which the concept of wisdom mostly appears are concerned with the characters’ 
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adherence to the wisdom of God. In this regard, the virtue of wisdom is 
mentioned in relation to Andreas and Jesus, to Matthew (1), the ancient sages (6), 
a man who seeks God (8), the converted Marmedonians (11) and it is a 
characteristic trait of Plato (10), too. In the case of a cowardly Mermedonian, who 
offers his son to be sacrificed instead of him, wisdom is related to the man’s 
profession of a counselor and does not indicate moral superiority as it is in other 
uses of the notion.     

To conclude, the concept of wisdom in Andreas is indeed based on a specific 
pattern. Ideologically, its use is defined by the framework of the Christian 
morality in which wisdom is identified with the wisdom of God. Wisdom is the 
perfection which is to be sought and desired. In the poem, wisdom becomes the 
virtue which determines characters’ closeness to God and thus to the perfection 
as well. It is a key quality which construes individual characters as ‘positive’ or 
‘negative’. Significantly enough, wisdom is the virtue by which Plato and the 
converted Mermedonians are characterized. Their conversion is seen as a crucial 
moment which completely changes their status and position. It is also possible to 
observe the use of the concept of wisdom in association with the pragmatic 
function of the text. While the analysis has offered a “fragmentary” reading of the 
poem and mapped individual occurrences of the notion, it is obvious that the 
poem as a whole was meant to be a story the aim of which is to teach wisdom per 
se. Reading Andreas as a conversion narrative, a reader is instructed in the 
‘ultimate’ wisdom of God and His deeds. 

Though the Anglo-Saxon literature and culture may seem foreign to the 
modern mind; especially the continuity of the Christian tradition enables the 
modern readers to understand many of its characteristic features. The same 
conclusion can be suggested in regard to the concept of wisdom. Our present 
understanding of the notion is a result of the continuity of thought the history of 
which goes even further back than the medieval ages and the complex Anglo-
Saxon culture is an essential part of this tradition.   
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Abstract 
One of the strongest figures of speech, metaphor, is omnipresent in our everyday life, 

and thus inevitable in every work of literature. It takes a significat place in the work of 
John Fowles, one of the most prominent British authors of modernism/postmodernism. 
The Collector, claimed by many to be the first modern psychological thriller, is abundant in 
metaphors reflecting the emotions of the two protagonists, so the aim of this paper would 
be to further explore these metaphors and thus come to a better understanding of their 
thoughts and actions. 

 
Keywords 
metaphor, feelings, psychology, modernism 

 
1. Introduction 
According to Stockwell (2002, p. 1-2), “we can read literature any time we 

want to, but when we want to think about what we are doing  when we read, 
when we want to reflect on it and understand it, then we are not simply reading; 
we are engaged in a science of reading.” The science of reading may thus 
represent a linguistic approach to literary studies in which, by closely inspecting 
the language the author uses, we may uncover the hidden meanings which lie 
underneath the text and even come to a better understanding of the characters' 
true emotions and desires. 

Metaphor being one of the strongest figures of speech which we use in our 
everyday life,  it takes a significant place in almost every piece of literature, 
conveying different messages and reinforcing the close bond between the author 
and the reader. Reflecting upon the novel The Collector by the renowned British 
author John Fowles, in this paper we shall analyze the use of metaphors in order 
to better understand the feelings of the main characters that are, in Fowles's 
typical manner, depicted so vividly and irresistibly that each one of us may 
certainly identify with at least one of them. 

 
2. The Notion of Metaphor 
As defined in the Encyclopaedia Britannica, “metaphor is a figure of speech 

that implies comparison between two unlike entities, as distinguished from 



Journal of Language and Cultural Education, 2(3) 
ISSN 1339-4045 (print), ISSN 1339-4584 (online)  

SlovakEdu   

 

198 

simile, an explicit comparison signalled by the words 'like' or 'as' “ (acc. to  
Kovecses, 2010). It is further explained that the components of a metaphor are 
tenor and vehicle, “with the tenor referring to the concept, object, or person 
meant, and the vehicle being the image that carries the weight of the 
comparison“. These two entities are marked by Stockwell (2002, p. 106) as the 
source – the entity from which the meaning is derived,  and target – the entity 
which is described by using the source. 

“Metaphor is for most people a device of the poetic imagination andf the 
rethorical flourish – a matter of extraordinary rather than ordinary language. 
Moreover, metaphor is typically viewed as characteristic of language alone, a 
matter of words rather than thoughts and action. For this reason, most people 
think they can get along perfectly well without metaphor. We have found, on the 
contrary, that metaphor is pervasive in everyday life, not just in language but in 
thought and action. Our ordinary conceptual system, in terms of which we both 
think and act, is fundamentally metaphorical in nature.“  (Lakoff & Turner, 1980, 
p. 4). Metaphor is, therefore, not only used in literature – it is a tool that we 
unconsciously use in everyday speech. We acquire it without thinking, even 
though in our minds might lie the thought that metaphor is just a matter of poetic 
language. As Lakoff (1989) says, “Far from being merely a matter of words, 
metaphor is a matter of thought – all kinds of thought: thought about emotion, 
about society, about human character, about language, and about nature of life 
and death. It is indispensable not only to our imagination but also to our reason.” 

Gibbs (2008) claims that “metaphor is not simply an ornamental aspect of 
language, but a fundamental scheme by which people conceptualize the world 
and their own activities” (p. 3). Conceptual, or cognitive metaphors are defined as 
“conventional metaphoric concepts” which are “normally used when we think, 
and the expressions that represent them in a conventional way are systematically 
used in the everyday language; they are concepts that we usually and 
systematically conceptualise in terms of others” (Romero & Soria, 2005, p. 
5).“When, for examples, in Sanskrit, the elephant is sometimes called the twice-
drinker, otherwise the double-toothed one, otherwise still the-one-provided-
with-a-hand, many different concepts are designated, even though the same 
object is meant. For language does not represent objects but rather concepts 
which, in the process of speech, have been formed by the mind independent of 
those objects,“ says Wierzbicka (1992, p. 5, acc. to Addison, 2008). 

Metaphor is, without a doubt, a part of one's everyday life, but we must not 
forget that it is an inevitable part of literature, and is thus quite prominent in 
Fowles's novel The Collector. In the same manner in which ordinary people 
perceive the world in metaphors, Clegg and Miranda, the novel's protagonist, 
express their intense emotions using this figure of speech. 
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3. The Collector 
The Collector is the first published novel by John Fowles, a 

modernist/postmodernist author highly recognized for his immaculate language 
and deep understanding of human psyche. Fowles (1926-2005) was deeply 
interested in modern psychology, Jung's theories in particular, and thus created 
extremely convincing characters that may even help an ordinary reader 
understand their own passions and strive to resolve their own issues.  

This novel is considered by many to be one of the first modern psychological 
thrillers, which is focused on two contrasting characters that, according to 
Fowles (The Aristos, 1964), respresent the privileged and the subordinate. 
Frederick Clegg, a lonely clerk obsessively in love with the young art student 
Miranda Grey, holds her captive in a remote cottage where they embark on a 
torturous psychological duel. Their struggle becomes more and more unbearable 
as the novel progresses and must end in a tragedy at some point. Meanwhile, they 
are involved in a series of dialogues, honest and manipulative, soft and 
aggressive, in which metaphor plays and important role in understanding their 
genuine feelings. 

 
4. Clegg's Perspective 
Frederick Clegg, a young man with troubled family past, psychologically 

disturbed and unable to make a normal human contact, admires Miranda from 
distance, secretly plotting a scenario according to which she will live with him 
and gradually start to love him. His monologues, as well as the dialogues which 
he takes part in are characterized by extreme stiffness, unnatural politeness and 
desire to present himself as a genuine gentleman. He assumes the role of a 
rescuer who shall liberate the young Miss Grey from the claws of the mid-20th 
century society which is deeply vain and morally disturbed. Clegg, thus, uses a 
series of metaphors in his speech, out of which we shall mention the most 
prominent ones which help come to a better understanding of his character. 

 
4.1 Fithiness vs. purity 
The adjective filthy is mentioned three times in a metaphorical meaning in the 

novel (p. 5, p. 41, p. 68). As we find out in the beginning, Clegg despises filthy and 
worn women, only having his eyes for the clean, intact ones (p. 12). It is clear that 
the words filthy and worn are not used in their original meaning (unclean, or used 
up) but the reference is obvious to any reader – Frederick despises the women 
who are in some sense compromised, available to a lot of men, not untouched. In 
his mind he created an illusion of marrying a real lady who shall live up to his 
expectations by not having any sexual experience with other men. The male 
protagonist is unable to ascribe any negative feature to his loved one, that is to 



Journal of Language and Cultural Education, 2(3) 
ISSN 1339-4045 (print), ISSN 1339-4584 (online)  

SlovakEdu   

 

200 

say, until the moment she becomes stripped in front of him, showing the 
characteristics of any other  dirty young woman. 

“I forgot to say she had nasty yellow pimples on corner of her lips. And she 
didn't smell fresh and clean like before,” (p. 268-269) things Clegg of Miranda 
when she falls severely ill, implying that she is not interesting enough for him any 
more. He even refuses to call a doctor for all the wrong reasons: “... I could see he 
was the officer type in the army, they've got no sympathy with you, they just give 
you orders, you're not their class, and they treat everyone else as if they were 
dirt” (p. 274). By identfying his class as dirt, Frederick again expresses his 
insecurities regarding his origin. Even though sweaty, dirty and sick, Miranda is 
still above him, as is any doctor, any well-educated person.  

On the other hand, his language is described as filthy by Miranda (p. 41), who 
uses every possible chance to underestimate him. He is also seen as a “diggusting 
filthy mean-minded bastard” who is “breaking every decent human law, every 
decent human relationship, every decent thing that's ever happened between 
your sex and me (Miranda)” (p. 68).  

Clegg's views on filthy might be different from Miranda's, though we cannot 
deny one thing -  this adjective is, as in everyday speech, metaphorically used to 
decribe something either compromised or used, or inappropriate, immoral, even 
evil. 

 

4.2 Big vs. small, up vs. down 
According to Ortony (1993, p. 5), “something new is created when a metaphor 

is understood” and “metaphor affords different ways of viewing the world”. We 
shall further discover that Clegg also resents “small people” (p. 13), the 
representative of whom is his Aunt Annie who raised him, as well as her cripple 
daughter, who wanted to take advantage of him after winning a lot of money in 
the football pools.  

On the other hand, his love is “worthy of her (Miranda)”, her eyes are 
“curious”, but “not snoopy, of course” while she is questioning him on the reasons 
he is holding her prisoner. Furthermore, he sees Miranda as “all small and pretty” 
(p. 16) – in this case, we might connect the adjective small with feminine, soft, 
even submissive in a way (which is what Clegg expects his ideal woman to be). 

“There was always class between us,” claims Clegg (p. 42), as if something 
were really physically standing between him and Miss Gray, in a way accepting 
his inferior position. Even though a prisoner, Miranda maintains her pride on a 
high level, trying to deceive him in all possible ways and make him liberate her.  

“He knew I would always be above him,” thinks Miss Grey (p. 131), again 
noticing the distinction between above and below as metaphoric representatives 
of more and less worth. “If I use vionelce I descend to his level ... how could I ever 
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look in any way but down on him?” (p. 238 and p. 243) – the motif of a class 
between them reappears – she is up, and he is down, degraded and 
underestimated. After realizing that he cannot sleep with her, Miranda concludes 
that “there is no man in him” (p. 252) – he is just a monster, a Caliban, unable to 
please anyone. 

“You're no better than a common street-woman, I said. I used to respect you 
because I thought you were above what you done. Not like the rest. But you're 
just the same. You do any disgusting thing to get what you want,” Clegg tells 
Miranda after she tries to sleep with him hoping to be set free (p. 118). Stockwell 
(2002, p. 110) claims that “good is up”, so, by  implying that Miranda was not 
above what she has done,  that she is actually below, Frederick equals Miranda 
with a prostitute (metaphorically, street-woman), leaving her to die, starved and 
neglected. 

 

4.3 Dominance vs. submission 
Clegg compares Miranda's questioning to a physical fight, explaining that she 

always “gets him on the defensive”, which is not what he has hoped for – on the 
contrary, he has always been the dominant one in his fantasies. Kovecses (2010, 
p. 11) explains the concept of dead metaphors by claiming that they “may have 
been alive and vigorous at some point but have become so conventional and 
commonplace with constant use that by now they have lost their vigor and have 
ceased to be metaphors at all”. This bein said, we may even conclude that Clegg's 
complaining of Miranda constantly hurting him represent a dead metaphor, since, 
in our everyday life, we use the word hurt as inflicting both physical and 
emotional pain. 

 

4.4 Beautiful vs. ugly 
Just like Miranda's apperance is beautiful according to her torturer, all her 

gestures are beautiful too - “Even when she did things considered ugly, like 
yawning or stretching, she made it seem pretty. The truth was she couldn't do 
ugly things. She was too beautiful” (p. 69) We may even say that, when Miranda 
compares herself to a “humble slave” (p. 77) it excites him a bit since he has 
already got used to the subordinate position which makes the reader wonder 
who actually plays the role of torturer, and who is really the tortured one.  

“You're not ugly, but your face has all sorts of ugly habits. Your underlip is 
worst. It betrays you,” says she (p. 62), giving even his physical appearance evil 
traits. She despises him being a butterfly collector and identifies herself with the 
poor insects held in drawers: “You're like a miser. You hoard up all the beauty in 
these drawers” (p. 58). Just like the butterflies are confined in the prison of 
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Clegg's home, Miranda is jailed between the four walls of her dungeon – 
Frederick's specialty is “killing the living beauty” (p. 58).    

“I just think of things as beautiful or not. Can't you understand? I don't think of 
good or bad. Just of beautiful or ugly. I think a lot of nice things are ugly and a lot 
of nasty things are beautiful,” claims Miranda, confusing Clegg (p. 92). But, for her 
confusing and playing with his emotions she shall soon be punished – he will do 
the lowest thing possible, stripping her down and taking her pictures all tied up 
(p. 95). The polite gentleman shall become the wicked rapist (even though he did 
not actually physically rape her) and never view her the same way again. 
Miranda will become the used woman, a kind of whom he has always despised, 
which shall eventually lead to her demise.  

It is interesting to mention that the adjective beautiful is metioned 47 times in 
the novel, 10 times in metaphorical sense (p. 46, 50, 51, 52, 85, 90, 113, 129, 137, 
150). The word ugly is mentioned 20 times (7 times metaphorically; p. 34, 38 x2, 
52 x 2, 134, 150), so it proves out that these two metaphors are among the most 
used ones.  

  

4.5 Death – the Departure 
“We've been naked in front of each other,” said Miranda, “we can't be farther 

apart” (p. 112). The situation which would probably bring most couples closer to 
each other has set these two completely  apart in a mental way. “She killed all the 
romance, she had made herself like any other woman, I didn't respect her any 
more,” thinks Clegg (p. 114). We may as well notice that, accoding to Lakoff and 
Turner (1989), death is often used as a metaphor for some kind of departure. 
“Death is inevitable and final” (Lakoff & Turner, 1989), so, by pronouncing death 
to the romance, Clegg declares death sentence to Miranda herself, depriving her 
from the role of a perfect innocent bride. 

“You are not keeping me prisoner any more. You are keeping death prisoner.” 
(p. 97) Miranda feels that the end is approaching, and thus she will try to sleep 
with Clegg, seeing this as her only way out. It shall, on the contrary, make the 
situation even more unberable. “It was terrible, it made me feel sick and 
trembling, I wished I was on the other side of the world. It was worse than with 
the prostitute; I didn't respect her, but with Miranda I knew I couldn't stand the 
shame” (p. 109). As we may see, Clegg identifies the other side of the world with 
the escape from this spiteful situation, of having physical contact with Miranda. 
In dealing with uncomfortable situations in our everyday life we will often say 
that we would like to escape to another place, feeling free of the burden. Clegg 
also places sex into the category of shameful activities, and it shows out that he 
cannot even perform sexually with the girl he claims to love unconditionally.  
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5. Miranda's Perspective 
Although a victim in this context, according to Fowles, Miranda Grey is not an 

entirely positive character either. In The Aristos (1964) the author explains: "I 
tried to establish the virtual innocence of the many. Miranda, the girl he [Clegg] 
imprisoned, had very little more control than Clegg over what she was: she had 
well-to-do parents, a good educational opportunity, inherited aptitude and 
intelligence. That does not mean that she was perfect. Far from it – she was 
arrogant in her ideas, a prig, a liberal-humanist snob, like so many university 
students. Yet if she had not died she might have become something better, the 
kind of being humanity so desperately need."  

As we shall see, she has no problem confronting her abductor, thus proving 
her dominance in this relationship until otherwise is proved the moment she 
compromises herself in front of Clegg. 

 

5.1 Animal Metaphors 
Previously ungrateful, Miranda realizes she loves life from the moment she is 

captured, contemplating on how she used to underestimate it before. She uses 
several animal metaphors to describe her vicious kidnapper, all of which heavily 
underestimate him.  

About Clegg she says: “No nastiness, no sex thing. But his eyes are mad. Grey 
with a grey light lost in them ... Fish-eyes. They watch. No expression” (p. 126 and 
p. 131). It is clear that the word nastiness is metaphorically linked with sex, 
though it is useful to notice that this might represent Fowles's ironic note, since 
he is well-established as an advocate of sexual freedoms. What is more 
important, though, is that Clegg's eyes are brought into connection with the eyes 
of a fish, with grey light lost in them, which tells us about his madness with no 
expression whatsoever in his look.  

She further notices that he does not look dangerous when you first see them, 
that he is “unwolf like” (p. 128). Lakoff and Turner (1989) have notices the 
frequently used metaphors in which we compare people with animals, providing 
the example of Achilles being a lion - which meand fearless, courageous, 
dominant. In the same manner we may conclude that wolf here is connected with 
danger, aggression, and by saying that Clegg is unwolf like, Miranda actually 
thinks that he looks harmless, even clumsy in a way.  

On the other hand, in her moment of submissiveness, she is compared with a 
lamb by Clegg (p. 31), marking someone frightened, inferior, harmless, which is, 
needless to say, the role which suits the male protagonist the best.  
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5.2 Death and hell 
The word hell is used 5 times in the novel (p. 77 x 2, 124, 134 x 2), while death 

is, amazingly enough, mentioned 15, 5 of which are used metaphorically (p. 55, 
74,77, 81, 130). “This is death. This is hell. There wouldn't be other people in hell. 
Or just one, like him. The devil wouldn't be devilish and rather attractive, but like 
him” (p. 133). Miranda is desperate in her own hell, between the four walls. We 
may probably conculde that we have used the world hell to describe an extremely 
difficult situation from which there seems to be no way out. By comparing a 
person with the devil himself, we clearly suggest that they are harsh, ruthless, 
with some evil lying in them. She later starts calling Frederick Caliban, like the 
subhuman from Shakespeare's play Tempest, also desperately obsessed with a 
woman named Miranda, while Clegg tells her that his first name is Ferdinand, 
also a character from The Tempest, the ultimate winner of Miranda's heart. 

“He's a collector. That's the great dead thing in him” (p. 172). Miranda feels 
exactly like the poor butterflies lying dead in Clegg's drawers, implying that ther 
destiny is to die too, ending up like one of them, hidden somewhere in his remote 
property. Furthermore, she is “alive in the way death is alive” (p. 74), implying 
that she feels dead inside, that is, completely disconsolate, her existence being 
utterly pointless. Her defying Clegg she describes as “a sort of chess-game with 
death” (p. 81), meaning that everthing she does to confront him bears a terrible 
risk. 

On the other hand, there is “nothing of death” (p. 130) in G. P., Miranda's love 
interest from the past on whom we shall mention a few words.  

 
5.3 The Motif of Love 
Lonely and desperate, Miranda starts reminiscing upon her relationship with 

the artist G.P., quite older than her, whom she innocently admired.  She craved 
for him while he was teaching her the facts of art, his lonely nature always 
prevailing, so in the end it was impossible for them to maintain a stable 
relatioship. “I've grown up among people who've always tried to hide passion. He 
was raw. Naked. Trembling with rage,” says she about G. P. (p. 178) 
Metaphorically speaking, when we say, for instance, that someone was standing 
naked in front of us, or describe their nature as raw, we imply his honesty, 
complete sincerity, without a hint of calculation. Thus, Miranda wants to say that, 
unlike her sometimes, G.P. was completely sincere in everything he was doing, 
deeply genuine, even though rough at times. He reminded her of the narrow-
mindedness deeply rooted inside her, and, by facing the  Caliban every single day, 
she realizes more and more that she could learn so much, so many new facts of 
life, if only she were free. 
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“I love honesty and freedom and giving. I love making, I love doing, I love 
being to the full, I love everything which is not sitting and watching and copying 
and dead at heart,” thinks the poor girl (p. 218). Dead at heart for her menas 
being just one of the little women (p. 219), those who get married just to satify 
the norms, while on the other hand she realizes that she could have had he 
chance to do something more in her past. 

“I love you ... He said it as he might have said, I have cancer” (p. 200). Clegg's 
love for her is equal to cancer – torturous and unbearable. Kovecses (2010, p.  
50) points out to the ever-repeating metaphor of life represented as a journey, 
and death as the journey's end. This being said, we might as well conclude that 
Caliban's love, like cancer, will eventually lead to death of the young woman. 

“I could never cure him. Because I'm his disease,” (p. 257) – Miranda is now 
dirty in Clegg's eyes, which shall evetually lead to her quietus. While Clegg is a 
disturbed creature, in her last days Miranda still remembers G. P. “He creates 
love and life and excitement around him; he lives, the people he loves remember 
him” (p. 256). G. P. takes up his life journey to the fullest, creating love, even just 
by sex, which is suddenly not so sinful in Miranda's eyes after reaching at least a 
bit of authenticity while being captured by Frederick.  

She soon starts to fall ill, Clegg neglecting her, refusing to help her due to her 
immorality. “God is impotent. He can't love us. He hates because he can't love us” 
(p. 264).  

 
6. The Journey's End 
After Miranda's departure, we shall soon discover another proof of Clegg's 

true nature – though we might have pitied him at some points when Miranda 
looked down on him, we will realize that he actually is a cold-booded torturer, 
seriously mentally ill.  

“I knew she was dying then... I just sat there, listenig to her breathing and 
muttering (she never seemed to sleep properly) and thinking about the way 
things turned out. Thinking about my rotten life and her life, and everythig else” 
(p. 279). His life is rotten – that is, degraded, insufficiently worth, the process of 
rotting may also be brought in connection with dying, which might imply that 
Clegg wishes to die with Miranda, too.  

“I couldn't risk getting help, I was beaten, anyone would have see it.” By 
claiming he was beaten, the male protagonist is searching for excuses for not 
providing a suitable care for Miranda. Again, he is only thinking of himself, unable 
to sympathize – the unbearable struggle with might have beaten him, but he shall 
stay true to his nature – not knowing what to do, he will simply prepare himself a 
cup of tea (p. 281). 
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“If I really had got a nasty mind I would have not gone through all the trouble 
Idid” (p. 284), Clegg continues justifying his actions. At one poit he is even 
contemplating suicide, but soon gives up on that plan, finiding a whole new 
reason to live. Upon discovering Miranda's diary he is clean of guilty conscience – 
he realizes she never loved him, constatnly thinking of another man (p. 286), so 
he will soon find a new victim, this time learning from his mistake. 

“She isn't as pretty as Miranda, of course, in fact she's only an ordinary 
common shop-girl, but that was my mistake before, aiming too high, I ought to 
have seen that I could never get what I wanted from someone like Miranda, with 
her la-di-da ideas and clever tricks ... Of course I would make it clear from start 
who's boss and what I expect” (p. 287-288). 

  
7. Conclusion 
The Collector, one of the most prominent novels of the 20th century, may be 

viewed from many interesting perspectives – as a psychological thriller, a Jungian 
study, a modern or postmodern piece of literature. John Fowles is well-
established as a master of language, using a variety of tools to convey different 
meanings and bring his characters closer to his reader.  

Metaphor being one of the common tools of everyday speech, it is inevitable 
in any novel, and thus represent a significant part of this literary work. The 
metaphors most prominent in The Collector, and thus analyzed in this paper, are 
those comparing human beings to animals, the concepts of above and below, life 
and death, light and dark, sex connected with dirt, being emotionally in pain as 
opposed to being physically hurt.  

Needless to say, just like in everyday speech, metaphors in Fowles's work are 
neverending, so there is so much room to explore and discuss them in the future. 
Whatever we do, we cannot escape them, aware of them or not, just like Lakoff 
and Turner (1989) stress: 

”It is omnipresent: metaphor suffuses our thoughts, no matter what we are 
thinking about. It is accessible to everyone: as children, we automatically, as a 
matter of course, acquire a mastery of everyday metaphor. It is conventional: 
metaphor is an integral part of our ordinary everyday thought and language. And 
it is irreplaceable: metaphor allows us to understand our selves and our world in 
ways no other modes of thought can.” 
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Abstract 
Arab American writing has for a long time been outside the scope of literary criticism. 

The boom in postcolonial studies and American ethnic literatures in the second half of the 
20th century did not arouse much interest in Arab American writing which remained 
virtually unknown until the beginning of the 21st century. With the exception of Kahlil 
Gibran belonging to the first generation of Arab immigrant writers, Anglophone Arab 
literature attracted neither western nor eastern readership. September 11 brought about 
great changes in various areas; although the political consequences of the “Twin Towers` 
fall” were the most significant ones, they were also accompanied by other cultural 
phenomena which began to shape the literary development of the Arab American writer. 
Not only did this writer strive to express his “twin tower identity” to the English language 
reader, also the recipient affected by post September 11 atmosphere began to search for 
books written by Anglophone Arab writers so as to find out “who those ‘Arabs’ really 
were” (Al Maleh, 2009, p. 1).  

The following paper focuses on post September 11 poetry, particularly on two Arab 
American women poets, Mohja Kahf and Suheir Hammad, who were both influenced by 
9/11 events in their writing in which they combined the Anglophone and Arab literary 
traditions thus creating what I call a “twin tower identity,” an identity of hybridization, an 
identity of blending two distinct cultures, languages, literatures; and an identity which 
strives hard to merge the two in one single poetic flow of a 21st century Scheherazad.  

 
Keywords 
American literature, Anglophone Arab writing, Mohja Kahf, Suheir Hammad, 

September 11, twin-tower identity 

 
Introduction: September 11 and its significance for Anglophone Arab 
writing 
The moment when the two hijacked passenger planes crashed into the North 

and the South Tower of the World Trade Center (WTC) in New York changed 
history; not only political but also literary. Literature tends to reflect on the 
historical circumstances of a particular epoch; still, in connection to literature, 
September 11 was somehow unique. On one side, it prompted the 
representatives of Anglophone Arab literature to express their stance towards 
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the attacks performed by someone “who looks like my brother” (Hammad, 2001); 
on the other side, September 11 marks the birth of the reader of Anglophone 
Arab literature for, quoting Al Maleh (2009, p. 1), “The irony of Anglophone Arab 
literature is that it did not gain attention or attain recognition until the world 
woke up one day to the horror of the infamous 9/11 and asked itself who those 
‘Arabs’ really were.” September 11 attacks thus mark the beginning of a post 
September 11 reader who becomes interested in works written by Anglophone 
Arab writers whose names begin to appear more frequently in American 
bookstores.  

Looking into pre 9/11 history, one had scarcely managed to come across an 
English book written by an Arab; even the translations of Arabic books into the 
English language had been so scarce that Edward Said, in his well-known paper 
published in the Nation in 1990, had labeled the literature of his homeland as an 
“embargoed literature.” Metaphorically, we could assert that September 11 lifted 
this embargo, be it for political, commercial and/or other purposes.  

Ever since 2001, there have been hundreds of books of poetry, fiction, drama 
etc. written by Arab Americans published with or without success. The paradox 
of Arab American writing is linked to the fact that the first Arab writers of the 
Mahjar (Mahjar, derived from the Arabic word hajara; = to leave, to emigrate; is 
an umbrella term often used to refer to the first generation of Arab American 
writers, including Ameen Rihani, Kahlil Gibran, Mikhail Naimy, etc.), 
predominantly coming from Greater Syria, stepped on American shores in the 
second half of the 19th century and published their works at the very end of the 
19th and/or the very beginning of the 20th century. Greater Syria encompassed 

the contemporary region of both Syria and Lebanon; despite the fact that 

numerous scholars refer to the first generation of Arab American writers as 

Syro-American School (see Imangulieva, 2010), the most prominent 

representatives of the group (Rihani, Gibran) were of Lebanese origin.  
It, thus, took the Arab American writer more than a century to attract the 

western reader on a wider scale. Similarly, having explored the Arab American 
literature as an institutional category, Salaita (2011, p. 4) assumes that it “is still a 
teenager” that “has been solidified within the past two decades.” 

Not only did September 11 trigger the strength of Islamophobia in the United 
States, it also initiated a sort of a cultural renaissance of Arab and Muslim 
Americans. In other words, despite the anxieties towards Muslim people, “‘the 
East’ has become increasingly interwoven into the American cultural fabric” 
(Shohat & Alsultany, 2013, p. 9). At the turn of the new millennium, numerous 
galleries, theaters, and publishing houses all across the USA began to search for 
Arab American artists. New Arab-focused cultural centers were established and 
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several prominent American universities opened new departments specializing 
in Arab American or Middle East Studies. Moreover, “books, exhibitions, 
performances, and film festivals have been featured in the mainstream media in 
ways hardly imaginable prior to 9/11” (ibid., p. 16). The emerging generation of 
post-September 11 Arab American writers, however, soon discovered that the 
interest of the American mainstream media was not “tax-free.” The media image 
of an Arab American created in the public space did not contradict the Orientalist 
discourse accepting the exotic stereotypes of a Muslim terrorist and a veiled 
woman who is at the mercy of her patriarchal society; the images which the Arab 
American writer could not ignore. As Fadda-Conrey (2007b, p. 59) puts it, the 
“relative anonymity and even invisibility among the ranks of US communities 
was being replaced by blanket representations that often portrayed them in a 
derogatory light.” The new post-September Arab American situation resembled 
what Said (2000, p. 181) describes as “exile`s new world,” which “is unnatural 
and its unreality resembles fiction“; unnatural because it is in the essence of man 
to be rooted somewhere, not to be “out of place” (Said, 1999, p. 1) and it is the 
place, the sense of belonging somewhere that the Arab Americans lost after 
September 11. On one side, they could not identify with the hijackers; on the 
other, they were unable to agree with the demonic images of the Arabs 
constructed by the mainstream media. In other words, the destruction of the 
WTC Twin Towers somehow split the identity of many Arab American writers 
and poetry became a means through which some of them tried to reconstruct it. 

The new “twin tower identity” metaphor becomes one of the most crucial 
constructive elements present in the poetry of the two writers, Mohja Kahf and 
Suheir Hammad, whose poetic works are explored by the present paper. The two 
separate Twin Towers collapsing into a heap of debris become a mirror image of 
the hybridized, twinned identity constructed by post September 11 Arab 
American writers. This twinned identity is often seen as a dilemma as for which 
“twin” to choose as described by Kahf (2003, p. 84) in the poem The Fires Have 
Begun: 

There is a World Love Center in my ribcage 
There is a World Hate Center inside me too 
The fires have begun. The fires have begun, 
And I don’t know which one 
Is going to crumble first. 

 
The paper explores the twinned identity both from the thematic and formal 

perspective. First, it looks into the major motifs and themes reflected in the 
poetry of the two writers under discussion; then, it explores the formal (literary 
and linguistic) particularities of their selected poems with the aim to illustrate 
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the traces of both Anglophone and Arab culture which are “interwoven in the 
fabric of their poems” and, thus, they create a unique poetic perspective of a “21st 
century Arab American Scheherazad.” 

 
1 Bridging East and West: Twin Towers in-between 
The poetry that this paper explores cannot be separated from its two authors 

as for both poets, poetry is their “home address” (Kahf, 2004, p. 16), their “own 
way home” (Hammad, 2010, p. 13). And this home-making is, in fact, an attempt 
to find their identity which stands in-between the East (where they were born 
and where they spent the earliest years of their lives) and their western diaspora 
(the new “homeland”). There are numerous similarities that the two writers 
share; including their Middle Eastern origin (Kahf was born in 1967 in Syria 
while Hammad in 1973 in a Palestinian refugee camp in Jordan); their earliest 
childhood (both writers spent their first years in the Middle East subsequently 
emigrating to the United States with their families – Kahf at the age of 4 and 
Hammad at the age of five); and education (Kahf earned her PhD. in comparative 
literature at Rutgers University while Hammad studied cross-cultural literature 
and women studies at Hunter College). As Muslim women writers writing at the 
turn of the new millennium, both authors are to a considerable extent concerned 
with political themes bridging, as Kahf (2003, p. 40) says, “veils and denim,” and 
identifying with both the East and the West. According to Fadda-Conrey (2007a, 
p. 156), “By drawing on their experience of living in the United States as women 
of color, both poets discursively contest and undercut the majority`s 
preconceived notions of what constitutes Arab American subjectivity, thus 
creating their own poetic versions of individual and collective Arab American 
identity.”  

A recurrent motif often encountered in their work is September 11 and its 
consequences on the Arabs and/or Muslims living in the East as well as in the 
West. Several of Kahf`s poems from the collection E-mails from Scheherazad 
(2003) directly address the topic while Hammad`s First Writing Since (2001) 
written immediately after 9/11 became widely known all over the cyberspace a 
few weeks after it had been written.  

 In We Will Continue Like Twin Towers, Kahf (2003, p. 83) draws a twin, 
parallel image of a man and a woman holding hands and jumping together out of 
the burning WTC Tower with an image of the Eastern-Western Civilization 
walking together hand-in-hand. The motif of being connected is repeated thrice 
throughout the poem. First, it is an unknown man and a woman who have maybe 
never met  
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.......before they flew  
through the last air, the woman and the man  
who held hands and leapt together  
from the burning tower  
of the World Trade Center.  

 
Secondly, the poet takes the reader across the Atlantic to war-stricken Beirut 

where 
the bride and groom of bombed Beirut  
who walked across death-filled debris to marry,  
even knowing that beneath their feet  
everything that kills hope was being unleashed,  
they held fast to the handclasp 

 
The poet thus draws an invisible bridge between New York, suffering from the 

terrorist attacks, and Beirut, a battleground of a long-lasting civil war. The image 
of Beirut is significant for Lebanon has for a long time been a major spot of 
clashes between various ethnic, religious and political groups; including Muslims 
(Sunnis, Shiites), Christians, Lebanese civilians, Palestinian refugees as well as 
the Israelis. Simultaneously, the first notable group of immigrants stepping on 
the shores of Ellis Island in the second half of the 19th century came from 
Lebanon. Analogically, while the post September 11 New York becomes the 
media symbol of Huttington`s clash of civilizations; Lebanon, too, is in itself a 
microcosm where various conflicting religious and political interests meet and 
fight each other. However, in both settings that the poem foregrounds, an image 
of a man/groom and a woman/bride serves as a symbol of reconciliation, 
reunion and peace. In its last part, the poem draws the reader from the specific 
time and place to a universal setting, where the man/groom and the 
woman/bride are exchanged for “we”, 

 
If the moon enters her darkest phases,  
we will continue to walk the earth  
making our own small light wherever we go  
until her waxing time returns. 

 
Instead of the specific time, the poem foregrounds the phases of the moon 

thus expressing the idea of time which is repeated over and over again (like lunar 
phases). Moreover, the specific locations (New York and Beirut) are replaced 
with “the earth” which in connection with the pronoun “we” brings forward the 
idea of universal reconciliation continuing in the times of conflict (represented by 
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the darkest lunar phases) as well as in peaceful times (the waxing lunar phase). 
Finally, the poet challenges the Orientalist discourse separating “us” (the 
colonizers) from “them” (the colonized) by exchanging their positions, 

 
I will continue to invite your children  
to play with my children.  
Will you continue to want your children 
to come and go with mine? 

 
The paradox of the text is that it is written in the English language by an Arab 

American who addresses an English language reader. “The other” thus becomes 
“I” who invites the recipient to accept her and her descendants as equal partners 
and companions. Their roles switch for now it is the “other” who takes the word. 
The very last lines of the poem are a reflection of the new, twin-tower identity 
which is not only the identity of the Arabs living in America, but also the Arabs 
living in Beirut and the Americans themselves, for the poet, employing the first 
person plural claims that 

 
We will continue to fly even now  
that we have been so harshly reminded  
Of what we can never forget again:  
that our lives have always been as fragile,  
as dependent on each other, and as beautiful  
as the flight of the woman and the man,  
twin towers in my sight  
who jumped the last air hand in hand 

 
The tangible, concrete towers were both destroyed for one could not stand 

without the other. Despite being made of metal, they were, in reality, fragile. 
Analogically, as the poem suggests, “we” (“I and my children” and “you and your 
children”) are dependent on each other; like the two towers, “our” lives are 
fragile as well. The intangible, impalpable twin towers, one representing the East, 
the other the West thus continue to exist becoming the symbols of a twinned 
identity which does not seek conflicts but merges together “the Arab self” with 
the “American self” towering together hand-in-hand. 

Similarly, the poem The Fires Have Begun, mentioned in the Introduction, 
creates an individual, private microcosm represented by the ribcage where the 
human heart resides. The struggle between the “World Love Center” and the 
“World Hate Center” fuses the individual microcosm (ribcage) with the universal 
macrocosm (the world). The individual thus merges with the collective as if 
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Kahf`s poetic voice were speaking for the whole community, both Arab and 
American. The mutual love-hate relationship poses a question for the reader as 
for which “twin” to choose. As the poem itself does not offer a straightforward 
resolution, it poses a tension on the reader who is to make a decision. 

Hammad`s First Writing Since (Poem on Crisis of Terror) published in the 
aftermath of the WTC attacks, is not only a direct poetic reply of an Arab 
American woman poet towards September 11, it is also, as in Hammad`s We Will 
Continue Like Twin Towers, a poetic stance of an American woman of Palestinian 
origin towards her non-existent homeland. According to Cullum (2004, p. 133), 
“Hammad`s writing has taken on further significance in light of the terrorist 
attacks of 2001, as she is both Muslim and American, Middle Eastern and New 
Yorker.” The motif of “uprootedness” foregrounds the identity dilemma in her 
writing as well.  

The poem First Writing Since is divided into seven parts. From formal 
perspective, there is no capital letter used. Even after full stops or exclamation 
marks the rules of capitalization are ignored. On the surface level, the poem thus 
resembles a sort of a spontaneous poetic flow. The image of the Twin Tower 
which the poet saw from her kitchen window is replaced by an image of the “sky 
where once was steel./smoke where once was flesh.” The image of an individual 
who is a part of a family, community is illustrated through the fear that the poet 
feels “for her sister`s life in a way never/ before” and, in the following lines 
through a direct address to “god” (who is not capitalized either) whom the poet 
pleads, 

then please god, let it be a nightmare, wake me now. 
please god, after the second plane, please, don't let it be anyone 
who looks like my brothers.  

 
By asking God to make the pilot look different from “her brothers,” the poet is, 

in fact, not pleading for the mercy toward her as an individual but for the mercy 
toward the whole community. In the following stanza, the poet openly declares 
herself a “palestinian” and “a broken human being” who was, however, “never 
this broken” – broken to kill. Consequently, the author openly proclaims her Arab 
origin and, thus, the question of her identity may be read on twinned layers. On 
the first layer, the poet strives to find her “self” in America, as an Arab American 
immigrant. On the second layer, the poem can be read as a search of the 
Palestinians for their homeland. The question of uprootedness is twinned, 
doubled. 

In the following parts, the poet preserves the form of the prayer but this time, 
she does not directly address “god,” she just summarizes “plenty of thank yous in 
ny” proclaimed by those who did not make it to the WTC that day, 
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…thank you for the train that never came, the rude nyer who 
stole my cab going downtown. thank you for the sense my mama gave me 
to run. thank you for my legs, my eyes, my life.  

 
Consequently, the poet becomes the speaker for the whole community. The 

sense of loss of close people and acquaintances (whose names – iris, priti, george, 
etc. – are never capitalized) is, in the fourth part of the poem, replaced with a 
desperate call for justice and revenge. It is at this point that the speaker`s identity 
crisis culminates for she can identify with neither the Americans who say they 
“`re gonna burn them so bad,” nor with those who send her emails claiming “this 
was bound to happen, lets/ ! ! not forget u.s. transgressions.” In the fifth part of 
the poem, the speaker strives to persuade the reader to always look at the 
current crisis from two distinct perspectives, 

 
and when we talk about holy books and hooded men and death, why do we 
never mention the kkk? 
 
if there are any people on earth who understand how new york is 
feeling right now, they are in the west bank and the gaza strip. 
 
The speaker subsequently directly addresses the politics of the US 

Administration with “bush” who  
 
………………waged war on a man once 
openly funded by the 
cia. 
 
The feeling of dissatisfaction and refusal makes the speaker claim that she  
 
never felt less american and more new yorker, particularly 
Brooklyn, than these past days.  
 
The poet does not identify with any national or religious groups; she finds her 

“self” in the place where she grew up, the place which, at this point mourns the 
victims of the attacks, no matter if they are Arabs or Americans. Her final call is 
not the address to “god” but to the reader who is asked to “affirm life” as “we got 
to carry each other now” so as to replace the Twin Towers which were 
interconnected as well. Simultaneously, in this final part of the poem, the author 
draws an analogy with another world-famous tower for she claims that “the 
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skyline is/brought back to human size. No longer taunting the gods with its/ 
height.” While the destruction of the Babel Tower brought about intermixing of 
languages and dispersed people into multiple nations and identities that could 
not communicate with each other; the downfall of the Twin Towers brought 
about the need to interconnect these identities again.  

9/11 is, thus, seen as the new responsibility that the man has to take on, the 
responsibility to carry others and affirm life. The “affirm life” call in the closing 
line of the poem is repeated thrice in the last stanza and, consequently, it is given 
a special emphasis which is favored to religions, nationalities or politics. No-
capitalization-form of the poem accentuates the idea of identification with 
nothing but the life itself. The Twin Towers collapse bringing back the skyline “to 
human size” and giving a human-over-politics aspect to the identity dilemma. 
Identifying with neither Arabs, nor Americans but with the life itself (or all 
human beings regardless of religions and nationalities) is thus foregrounded by 
the simple “affirm life” call of the poem. The names of gods, people, politicians, 
etc., which are never written with a capital letter put everybody on the same 
level; they “twin” them.  

Comparing Kahf`s and Hammad`s attitude towards the question of the Arab 
American identity, the message of the two poets is quite similar. While Kahf calls 
for interconnectedness through a “handclasp” of a man and a woman, a bride and 
a groom, the East and the West; Hammad identifies with nothing but a human 
being, regardless of religious and political dogmas. The search for Arab American 
identity is, thus, a search for the American identity. Instead of defining the Arab 
American identity the two poets are, in fact, redefining the notion of the new 
American identity which, as Kahf suggests in Hijab Scene ≠7 (2003, p. 39), should 
be accepted not only by Arabs but the Americans as well, 

 
Yes, I carry explosives 
They`re called words 
And if you don`t get up 
Off your assumptions, 
They`re going to blow you away 

 
“You”, in this case, is the new American “self” which, standing in-between the 

shadow of the impalpable Twin Towers, must combine both the East and the 
West in a human form.  
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2 Linguistic and literary aspects of the twinned identity: Scheherazad 
sends e-mails in English 
The notion of the twinned identity is strengthened by the form that the two 

poets use in their writing. By intermingling the English text with Arabic words 
and fusing Anglophone and Arab literary traditions, music and poetry, the idea of 
the twinned identity is intensified and illustrated both from the point of view of 
form and content.  

In E-mail from Scheherazad, a single poem from the book of the same name, 
Kahf (2003, p. 43) reinterprets the character of Scheherazad from One Thousand 
Nights. Scheherazad, now, lives in Hackensack, New Jersey; is divorced and with 
her former husband Shahrayar, shares custody of their daughter; moreover, she 
teaches creative writing and works on her seventh novel. No more does she fear 
for her own life telling stories to her husband so as to save the virgins from 
“beheading by the King.” In contrast to the traditional stereotypical image of a 
Muslim woman who is “being victimized” (Kahf, 1999, p. 7) in western societies, 
Kahf`s 21st century Scheherazad is a self-assessed individual who sends e-mails 
to her readers openly greeting them with the words “Hi, babe.” According to 
Layton (2010, p. 103), “Kahf uses the motif of Scheherazad to reclaim her role as 
a strong Arab female character” as opposed to the traditional portrayal of 
western writers who have depicted her “as a passive and submissive sexual 
object (ibid.).” 

The chosen form mixes the characteristics of an email with those of a free-
verse poem. However, what links the “poem” to One Thousand Nights, in which 
Scheherazad moves smoothly from the story to the story so as to preserve the 
narrative and keep it moving on and on in endless cycles, is the repeated 
enjambment at the beginning of almost every line which preserves the interest of 
the reader who needs to move to the next verse to get the message, 

 
I told a story. He began to listen and I found 
That story led to story. Powers unleashed, I wound 
The thread around the pirn of night. A thousand days 
Later, we got divorced. He’d settled down 
& wanted a wife &…….  
 
The readers need to proceed to the second line if they want to discover what 

she “found“; then, the readers have no choice but to continue reading in order to 
find what she wound, etc. The chain of enjambments creates a story-within-a 
story form in which the most famous Arab Tales are told.  

Besides employing the structure reminiscent of One Thousand Nights, the poet 
also mixes Anglophone (American) cultural realia with Arabic cultural specifics; 
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infuses Arabic words into the English text and transfers Arabic/Islamic 
characters to American settings. In My Babysitter Wears a Face Veil (2003, p. 32 - 
33), the author creates an image of Selwa, a Muslim babysitter driving a car 
“down Livingstone Avenue” with a veil on her face. As she barrels down the 
street, she sees that 

 
A distinguished gentleman is exiting First Fidelity 
Bank-astonished, he pivots! Pirouettes! 
… 
He can`t see  
her grin, but she does 
 
As Selwa proceeds, she notices a young woman worker who 
 
On her way to Johnson and Johnson`s 
in a bright blue Nissan, stops and stares, 
 
which forces Selwa to step on the brakes, 
and the continents grind, shifting 
gears: Then henna, 
howdahs, saffron, gold embroidery, 
and Circassian queens on elephants intersect 
with Allied Movers’ tractor-trailers, baseball caps, 
suction-cup Garfield cats, Calvin Klein 
mascara, and a pack of Camels on the dash; 
 
By mixing henna (a traditional natural dye used in the Middle East) with a 

Calvin Klein mascara and howdahs (carriages usually put on the back of camels 
and elephants) with Allied Movers` tractor trailers, the poem intensifies the 
encounter of the veiled Selwa with the distinguished gentleman and the young 
working class woman who meet at the intersection, at the point of which, the 
author asks,  

 
At intersections do drivers know 
each other for a moment? 
 
The intersection is not perceived as the spot of a civilizational clash but as a 

place where different cultures hopefully “see/behind the blind spot for an 
instant.” The form of the poem, which mixes multiple cultural specifics in one 
single poetic flow, makes Kahf resemble a 21st century Scheherazad whose 
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recipient is not a despotic Shahrayar but a multicultural reader able to 
comprehend the East and the West in one single “poetic e-mail.”  

Where Kahf “twins” languages and traditions, Hammad completely breaks 
away from the two. Her breaking poems (2008a) are not only a reply to the 
questions of the post September 11 identity; they are also a complete “break” 
from one single language, one single literary tradition. Her poetry moves closer 
to music, particularly hip-hop. The titles of all poems encompassed in the 
collection include the word break: break (bas), break (me), break (sister), break 
(of dawn), break (naherel bared), break (construction), break (mirror), to name 
just a few. As the titles themselves suggest, the English language is, again, infused 
with Arabic words and realia. The author, unable to find the right words and 
feeling that her language was breaking decided to “write the way [she] actually 
thinks which is scary to share” (Hammad, 2008b, January 1). 

The first poem in the collection, entitled break (p. 11-15), betokens the 
meaning of the word repeated throughout the book. Reminiscent of Eliot`s (1922, 
p. 1831) “Son of man” who knows only “A heap of broken images, where the sun 
beats,” Hammad also strives to reconstruct “the break” which she encounters not 
only in the places she moves through but also in the language which simply does 
not suffice to express reality. The poem is broken into several parts, each of them 
depicting one spot on the map, starting in “nyc” where the poet discloses to the 
reader, 

 
i am looking for my body 
for my form in the foreign 
in translation 

 
Saying that she wrote herself “out of damage” and that “this is the body out of 

words and spaces” she has “found to re-construct,” the poet, in fact, draws a 
parallel image of her body and the poem she is creating as if they were one and 
still broken from each other. Thus, in this introductory part, the poet makes the 
reader aware of the fact that the poem seeks to reconstruct the palpable (the 
human body, its home and its roots in the tangible world) but also the impalpable 
(the language which needs to be broken so as to express the world “of broken 
images”). Thereafter, the poem is, again, broken into several smaller poems 
named after various locations (the names of the locations that the author 
mentions are never capitalized) that the poet got to know during her life: 
deheisha, beirut, tel aviv, gaza, khan younis, nyc (again), houston, bombay, 
“exactly Brooklyn,” new orleans, baghdad, and “here.” Through all the places, the 
poet strives to find her roots, her “self” which is broken into here and there, into 
the East and the West. By mentioning “deheisha” (a Palestinian refugee camp 
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located in the West Bank), Beirut and Gaza, the poet again creates an analogy 
with the Palestinian nation, which lost its roots in a similar way as a dislocated 
immigrant. The poem breaks English with Arabic, as in the part entitled “khan 
younis” which has only two lines, 

 
(khan younis) 
yamaaaaaaaaa 
yamaaaaa  

 
and in which an Arabic onomatopoeia of a mother`s wailing is repeated twice. 

Wailing in connection with the setting becomes significant for Khan Younis, a 
Palestinian town, was subject to several Israeli attacks in history, the most recent 
ones taking place at the beginning of the 21st century. Moreover, the poem also 
breaks English words into smaller parts creating various puns, as in “bombay” 

 
(bombay) 
bomb bay bomb bay bomb bay bomb bay 

 
By breaking the name of the Indian city into two parts, the author is, in fact, 

alluding to a series of train bombings that took place on July 11, 2006 in India. 
Thus, the poem is, in fact, a poetic chronology of the events and natural 
catastrophes that happened in the Middle East and some other places (Hurricane 
Katrina in New Orleans) in the first decade of the 21st century. The first poem 
concentrates mostly on 2006, the subsequent poems deconstruct other events 
which are very often connected with the Palestinians. The whole collection is, in 
consequence, “a heap of broken images” from the post September 11th history of 
the Palestinian nation. The author breaks the collective and the individual to 
merge them again as seen in the poem break (vitalogy) (p. 30): 

 
gaze me 
 
ana gaza 
you can`t see me 
 
ana blood wa memory 
[…..] 
ana wa ana 
we related 
 



Journal of Language and Cultural Education, 2(3) 
ISSN 1339-4045 (print), ISSN 1339-4584 (online)  

SlovakEdu   

 

221 

Ana is an Arabic word for I, me and wa stands for and. Again, the author mixes 
English and Arabic and, simultaneously, she plays with the homophonic 
similarity of the words gaze and gaza and by doing so, she fuses the individual 
experience of a Palestinian woman with the collective experience of the 
Palestinian nation.  

The language in the collection is tried, played with and broken in the same 
way as the identity of an uprooted Palestinian living in “broken” Brooklyn. There 
is not one single language that would suffice to express the identity of an 
American of Palestinian origin. Thus, now, it is the language that is twinned into 
two layers (English and Arabic) because an identity which is twinned into two 
distinct cultures, religions, civilizations cannot be expressed in one single 
linguistic system. The tendency to Arabize English positions Hammad among the 
writers to whom Hassan (2011, p. 5) refers to as “cultural translators” that stand 
“between the culture of origin and that of the adoptive country and, equipped 
with first-hand knowledge of both” assume the roles of cross-cultural mediators 
who interpret one culture to the other.  

By employing this unique poetic form, Hammad is, in fact, breaking from two 
distinct literary traditions. Like Scheherazad who broke her narrative before the 
end of the story to maintain the interest of her husband who would thus keep her 
alive; Hammad breaks the most recent history of her nation into fragmented 
poetic images and by rupturing the limits of language strives to reconstruct the 
Palestinian and her own identity in the 21st century multicultural “wasteland.” 
Now, it is, however, the reader who must keep her alive through constant 
questioning for, quoting Oh (2009, p. 100), Hammad “demands that her readers 
ask questions and think critically about what the media tell them” by constantly 
challenging the persistent stereotypes. 

 
Conclusion: On huwyiah, identity, Twin Towers and the new Shahrayar 
The twin-tower identity constructs foregrounded in the discussed poems go 

hand-in-hand with the Arab understanding of the word identity. A Dictionary of 
Modern Standard Arabic (1974) refers to identity as huwyiah; the root of the word 
is derived from huwa, an Arabic personal pronoun signifying he, it but also God. 
Once the word is twinned, doubled (huwa huwa), it stands for identical. 
According to Benslama (2009, p. 196), the form of the word suggests that “the 
principle of human identity is to be separated in two” as the two towers of the 
World Trade Center. Looking at the two writers discussed in the present paper, 
their message is linked to the idea of “twinning one`s own huwyiah and finding 
one`s own self in the other” regardless of political, national or religious dogmas. 
Hammad`s call for an “affirm life” principle corresponds with Kahf`s (2003, p. 75) 
proclamation that she is a  
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…disbeliever 
in everything but the purity of the bodies 
of the men and women – with or without the veil, 
with or without the markings of the right identity - 

 
It is now the East and the West as the two distinct intangible towers which are 

to be connected but not within “the unsavory polemics about what is 
prejudicially called the ‘Grand Zero Mosque’”(Shohat & Alsultany, 2013, p. 9) but 
through redefining the binary opposing pairs of the Orient and the Occident and 
their mutual reconciliation. By fusing two tongues (English and Arabic) in one 
poetic flow, both Kahf and Hammad become cultural translators interpreting the 
two poles of their identity constructs to each other. The speaker of their poems is 
a “feminist Scheherazade” reciting her “poetic narrative” to the 21st century 
reader, a “Shahrayar-in-disguise.” The content and the form of the poems, as well 
as the Arab and American identity, cannot be separated from each other.  

Said (2000, p. 177) once said that “just beyond the frontier between ‘us’ and 
the ‘outsiders’ is the perilous territory of not-belonging” and it is “where in the 
modern era immense aggregates of humanity loiter as refugees and displaced 
persons.” September 11 expanded this frontier of not belonging where the whole 
communities were displaced. The poems of the two writers discussed by the 
present paper should be understood as poetic attempts to eliminate this frontier 
and to (re)construct the roots of the new, twinned huwyia – an identity which 
strives to be adopted by both the Arabs and the Americans. 
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Abstract  
The aim of the paper is to analyse the idea of cooking/eating in two Victorian novels: 

Wuthering Heights by Emily Bronte  and The Mill on the Floss by George Eliot. Both works 
present the idea of food as one of the major points of reference in human relationships. 
One of the aspects worth analysing is family eating. The meetings are preceded by careful 
preparation of meals (e.g. preserves by Mrs. Tulliver or Nelly’s dishes). The food often 
becomes the major topic during these meetings, showing in this way the gender roles in 
the nineteenth-century England: females are irreplaceable in preparing food but men very 
often ignore the final product of cooking.  This idyllic space of collective eating (according 
to M. Bakchtin) can be frequently destroyed by refusing; men refuse to eat either because 
of sadness (Mr. Earnshaw) or being fussy (Linton); women do not eat due to the fact they 
are busy taking care of men (Cathy) or are more interested in reading (Maggie). Both sexes 
are aware of the demands society poses on them. Both Cathy and Maggie are not allowed 
to read books, but expected to be mindful about meals. 

 
Keywords  
Victorian novels, family eating, asymmetrical gendered relations to food 

 
Introduction 
Eating is the process supposed to create a particular contact among people. In 

Victorian England it was significant and there existed rituals connected with 
preparing and eating meals. Eating together connected people and created fixed 
forms defining time of the meals, subjects of conversation by the table as well as 
the order of the meals (Gottwald & Kolmer, 2009, p. 12-13). These conventions 
and habits connected with food preparation and eating can be found in numerous 
Victorian novels. Two of them, Wuthering Heights and The Mill on the Floss 
constitute a great example of table etiquette mixed with gender roles. Food 
becomes in these works a central point significant for creating human 
relationships as well as the evidence of the nineteenth-century social habits. It is 
worth analysing the novels according to the following division: 
1. Preparation of meals and preserves versus gender roles.  
2. Shared eating: idyllic picture of a family. 
3. The destruction of idyll. 
4. Metaphorical meaning of food and eating.   
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Preparation of meals and preserves versus gender roles 
Cooking was regarded in Victorian era as a totally female domain. But, as 

Draznin claims (2001, p. 59), this sphere of domestic duties was not only limited 
to preparing meals; the job included menu planning, marketing, and preserving 
food for future consumption, tasks which the advice manuals assured her were her 
responsibility whether she did the cooking or not. In this way, the society made 
women preoccupied with their duties not allowing her to be interested in the 
activities perceived as male. In both discussed novels preparing meals was 
equally important, although it was realized in different ways. In Wuthering 
Heights it was Nelly who was held responsible for eating, as the family was rich 
enough to have her as a help. In The Mill on the Floss the author presents a 
middle-class family in which a wife herself was taking care of food preparation. 
Nelly was responsible for making tea and carving (Brontë, 1994, p. 263) and she 
defined herself as indispensable at table (Brontë, 1994, p. 263). For her, it was not 
only a job; it was kind of elevation; she felt needed. She treated her job seriously 
and even did not let Joseph serve the food: 

After it was cooked, my fellow-servant and I began to quarrel who should carry 
some to Mr. Hindley; and we didn't settle it till all was nearly cold (1994, p 82). 

The author of The Mill on the Floss strongly emphasises preparing food and 
dedicates to it a lot of space. First of all, Eliot highlights the omnipresent subject 
of food and eating, which together with the atmosphere of the mill, constitutes 
for Maggie a totally separate world from her outside life; the meal [was] forever 
pouring, pouring (1998, p. 29) in the house, it was present everywhere. One of the 
signs of this strong position of food-preparation was a kind of competition among 
the members of Tulliver and Glegg families. Mrs. Glegg paid great attention to the 
meals and the rituals connected with eating. She did not omit any occasion to 
criticise Mrs. Tulliver with regard to food preparation: 

“Well, Bessy!” said Mrs. Glegg, with a bitter smile and a scarcely perceptible toss 
of her head, “I should ha’ thought you’d known your own sister better. I never did 
eat between meals, and I’m not going to begin. Not but what I hate that nonsense of 
having your dinner at half-past one, when you might have it at one. You was never 
brought up in that way, Bessy.” 

“Why, Jane, what can I do? Mr. Tulliver doesn’t like his dinner before two o’clock, 
but I put it half an hour earlier because o’ you” (Eliot, 1998, p. 55). 

Mrs. Glegg seems to take great care of the rituals, as she sees in them the 
quintessence of Victorian housekeeping and lifestyle. Draznin confirms the way 
Victorians used to be mindful about eating, saying: 

The method of serving meals in the Victorian home involved a very convoluted 
eating etiquette: what food to prepare for whom, when the meals were to be served, 
and where, and how, and who ate or did not eat with whom were all closely 
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regulated matters—and not only in the homes of the wealthy. There were the 
ordinary meals for the man and wife, special meals served for guests, meals to be 
served separately for the help and not necessarily from the same menu, meals 
prepared for the children that were not only different from those eaten by the 
adults but also served separately, and at a different time, and not ordinarily eaten 
in the company of their parents. Dinner, in particular, constituted a complicated 
social ritual (2001, p. 63).  

 
In portraying Mrs. Glegg’s attitude Eliot uses irony, underlining her 

preoccupation with very small details of preparing dinner. She used to boast not 
only about her food but also about other accompanying things. Meal becomes in 
the novel a motif that plays a crucial role in the space of the Tullivers’ house. 
Eating together is usually a kind of celebration and there are always a lot of 
people present. The important events in the characters’ lives are accompanied by 
eating. The way food is prepared becomes the indicator of being a good 
housewife. For Mrs. Glegg, one of the most important elements of good cooking 
was a proper consistency of cakes as well as consistency of jam (1998, p. 122). 
Any exceptions to the rule of proper shapes and size of homemade food were 
treated by aunt Glegg as grave negligence. During Christmas the ideally-shaped 
plum pudding and delicious desserts appear on the table in the Tullivers’ house. 
These elements influence the Christmas atmosphere, because Mrs. Tulliver’s 
sisters intently observe and comment on her dishes (1998, p. 153-154).   

 
Shared eating- idyllic picture of a family 
Eating is a motif of so-called idyllic space of the house. Bakchtin defines a 

range of motifs typical for idyll and food constitutes one of the major motifs, 
especially if it is connected with the presence of children (1982, p. 450-451). 
Idyllic space is always connected with a house, and in the case of the Tullivers it 
also includes family meetings, discussions and arranging different things. A table 
becomes the meeting point of all the members of the family. The Tullivers discuss 
such questions as: Tom’s education, inheriting and bequeathing wealth to wives 
and children. For Mrs. Glegg, these family meetings are one of the most essential 
elements of life; she wants to cherish the tradition that makes all the members of 
the family arrive at the same place at the same time. For her it is an indication of 
respect towards the others (1998, p. 129).    

In Wuthering Heights eating together was also an important part of everyday 
life. One of its indispensable elements was praying. Joseph used to dedicate a 
quarter of an hour’s supplication before meat (1994, p. 82) and sometimes he also 
added a special prayer if something worrying was happening in the house. It is 
worth noticing that a meal becomes also a background for the conversation 
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between Nelly and Mr. Lockwood, during which the guest starts to become 
familiar with the history of the house and its inhabitants. While accompanying 
the guest in eating supper, Mrs. Dean began to tell stories of the house. There was 
a tradition in the Wuthering Heights to dine together, so Catherine used to eat 
with her father, brother and later with her sister-in-law. Heathcliff’s position was 
important here; he was present at the table while the family was having dinner 
although he was not totally accepted by some members of the family and treated 
as an outcast. For him, nevertheless, it could be elevation and a clear indication 
that he is perceived as equal.          

 
The destruction of idyll 
In the Tullivers‘ house shared dining is not only the indication of idyllic 

lanscape but it can also refer to the destruction of idyll. Bakhtin pays attention to 
the fact that it is typical for the nineteenth-century novels to present the 
destruction of family life, being a contradiction with the idea of idyll (1982, p. 
456-457). Among the elements of the destruction of idyllic space Bakhtin 
distinguishes, among others, the failure of idealism in the context of the capitalist 
metropolis, as well as degeneration under the influence of materialistic treatment 
of moral rules and family relationships (1982, p. 459). In Dorlcote Mill shared 
eating is accompanied by the examples of the destruction of family life. When 
aunt Glegg expresses her opinion on lending money, Mr. Tulliver cannot restrain 
his anger; in such situations the idyllic atmosphere is undermined. Another time, 
after Maggie’s father lost his possessions, the family meeting takes place and the 
strategy of help is being worked out. This situation also creates the destruction of 
idyllic atmosphere, because according to aunt Glegg, Mr. Tulliver dishonoured the 
family that often clashes on this basis. Nevertheless, even on such unpleasant 
occasion, Mrs. Tulliver tries to fulfil tradition and does her best while preparing 
the house and the dishes. Maggie does not participate in the preparations, as she 
prefers reading books (also those perceived as improper for females). She is not 
only the witness of the destruction of the idyllic space but she also takes an active 
part in destroying it by refusing to fulfil her gender role in the house. 
Nevertheless, both for Maggie and Tom, the mill was a support full of peace and 
warmth. Unfortunately, their parents are criticised by aunt Glegg; she tries to 
persuade them that they should be humble and obedient to the rest of the family 
in order to deserve their help.  

The destruction of the idyllic landscape may be noticed in Wuthering Heights 
as well. One of the reasons is refusing to eat together. This is a definitely male 
behaviour caused either by simple fussiness or by a deep feeling of being 
despised. While young Linton, Heathcliff and Isabella’s son, is being served a meal 
in Wuthering Heights, he expresses his strong disgust: 



Journal of Language and Cultural Education, 2(3) 
ISSN 1339-4045 (print), ISSN 1339-4584 (online)  

SlovakEdu   

 

229 

 [...] Joseph returned bearing a basin of milk- porridge, and placed it before 
Linton: who stirred round the homely mess with a look of aversion, and affirmed he 
could not eat it. I saw the old man-servant shared largely in his master's scorn of 
the child; though he was compelled to retain the sentiment in his heart, because 
Heathcliff plainly meant his underlings to hold him in honour. 

'Cannot ate it?' repeated he, peering in Linton's face, and subduing his voice to a 
whisper, for fear of being overheard. 'But Maister Hareton nivir ate naught else, 
when he wer a little 'un; and what wer gooid enough for him's gooid enough for ye, 
I's rayther think!'         

 'I shan‘t eat it!' answered Linton, snappishly. 'Take it away.' 
Joseph snatched up the food indignantly, and brought it to us. 
'Is there aught ails th' victuals?' he asked, thrusting the tray under Heathcliff's 

nose. 
'What should ail them?' he said. 
'Wah!' answered Joseph, 'yon dainty chap says he cannut ate 'em. But I guess it's 

raight! His mother wer just soa - we wer a'most too mucky to sow t' corn for 
makking her breead.' 

'Don't mention his mother to me,' said the master, angrily. 'Get him something 
that he can eat, that's all. What is his usual food, Nelly?' 

I suggested boiled milk or tea; and the housekeeper received instructions to 
prepare some (1994, p. 180-181).               

 
The Linton’s aversion to eat porridge seems to confirm the popular view that 

children do not like eating it; but it also has another meaning in the context of the 
relationship between the two families. The Lintons used to look down on some 
inhabitants of Wuthering Heights. That is why what is good for Hareton – 
Hindley’s son and Cathy’s nephew – cannot be good for Linton or his  mother 
Isabella. Joseph’s words expressing the thought that Isabella despised their 
family traditions prove that the Lintons will never accept the Earnshaws as equal. 

Earlier, Edgar Linton and his wife Catherine decided not to eat together after 
they had had an argument. Edgar, being aware of the fact that Mrs. Linton and 
Heathcliff stay in a close relationship, tells her to choose between him and her 
friend. As a consequence, Edgar despairs eating alone and Catherine decides to 
die of hunger (1994, p. 110-111). It is another example of the idyllic landscape 
being destroyed by family members.  

Undoubtedly, the most complex picture of the destruction of family idyll can 
be noticed in the context of the relationship between Heathcliff and the rest of 
the Earnshaw family. Throughout the whole story, Heathcliff, although treated as 
a member of the family, is frequently perceived as an intruder. While being 
a young boy, he often used to quarrel with Hindley; there was a kind of 
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competition between the boys; Hidley did not want Heathcliff to be perceived as 
an equal and full inhabitant of Wuthering Heights. Hindley provoked Heathcliff to 
a fight and as a result, Heathcliff threw hot apple sauce on the heir. As a result, 
Mr. Earnshaw locked Heathcliff in his chamber. After this incident, the dinner 
seemed to regain its proper character, according to Nelly’s words: 

The little party recovered its equanimity at sight of the fragrant feast. They 
were hungry after their ride, and easily consoled, since no real harm had befallen 
them. Mr. Earnshaw carved bountiful platefuls, and the mistress made them merry 
with lively talk. I waited behind her chair, and was pained to behold Catherine, with 
dry eyes and an indifferent air, commence cutting up the wing of a goose before her. 
'An unfeeling child,' I thought to myself; 'how lightly she dismisses her old 
playmate's troubles. I could not have imagined her to be so selfish.' She lifted a 
mouthful to her lips: then she set it down again: her cheeks flushed, and the tears 
gushed over them. She slipped her fork to the floor, and hastily dived under the 
cloth to conceal her emotion. I did not call her unfeeling long; for I perceived she 
was in purgatory throughout the day, and wearying to find an opportunity of 
getting by herself, or paying a visit to Heathcliff, who had been locked up by the 
master: as I discovered, on endeavouring to introduce to him a private mess of 
victuals (1994, p. 62-63). 

Nevertheless, the situation at the table was not ideal, as Catherine suffered 
because of her friend’s treatment. This event will later gain its mirror image, after 
Catherine’s death. As Nelly reports, Heathcliff had not dined with the rest of the 
family for almost a week; he must have been fed by the angels or his relatives 
(1994, p. 153). Refusing to eat was an open manifestation of grief and sorrow. 
The death of his beloved woman made Heathcliff become more distant from the 
inhabitants of Wuthering Heights than ever. He used to disappear at night and 
come back in the morning. He almost completely resigned from shared eating, or 
eating at all but Nelly put the dishes on the fender to keep them warm for him 
(1994, p. 271). The idyllic picture of family is destroyed by Heathcliff and helps to 
emphasize his individualism.  

 
Metaphorical meaning of food and eating    
In both novels food is not only the reflection of family and social life in the 

nineteenth century, but it is also a source of symbolism. In The Mill on the Floss, 
George Eliot presents the process of feeding in the context of gaining knowledge. 
Tom’s teacher, Mr. Stelling, used to call the brain an intellectual stomach (1998, p. 
140) and he believed in the theory of feeding students‘ minds with classics and 
geometry which are the most crucial branches of science. But, according to the 
narrator, this method should be criticised; it is impossible though to feed 
everybody with the same products. In Tom’s case this food is totally improper. 
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The narrator aptly notices that Tom’s feeding process looks as if he had been plied 
with cheese in order to remedy a gastric weakness which prevented him from 
digesting it (1998, p. 139-140). This is clear criticism of the attitude according to 
which young minds are very similar one to another. This tendency to perceive 
young people can lead to the destruction of individuality and creativity.   

Another metaphorical representation of food in the novel by Eliot can be seen 
in the creation of the mill and products used in it. The narrator underlines the 
fact that Maggie loved to linger in the great spaces of the mill, and often came out 
with her black hair powdered to a soft whiteness that made her dark eyes flash out 
with new fire (1998, p. 29). Omnipresent flour covers Maggie’s hair making her 
similar to a typical Victorian woman with fair hair – but it is just deceptive; this 
soft whiteness does not make the girl seem milder and obedient but on the 
contrary – it highlights her unusual and beautiful dark eyes. Maggie still remains 
a very individual and intelligent girl that is ready to express her own opinions.  

The metaphorical meaning of food gains the importance in the comparison 
between the two lifestyles in the novel Wuthering Heights. During the 
conversation between Nelly and Mr. Lockwood, the guest expresses his opinion 
about the pleasures of living both in the countryside and in the city. He is almost 
sure that here, in Wuthering Heights one can feel love for life. Mr. Lockwood 
compares living in the countryside and in the city to dinner:         

One state resembles setting a hungry man down to a single dish, on which he 
may concentrate his entire appetite and do it justice; the other, introducing him to 
a table laid out by French cooks: he can perhaps extract as much enjoyment from 
the whole; but each part is a mere atom in his regard and remembrance“ (1994, p. 
65; note: it is worth noticing that French style of cooking was very popular in 
Victorian England. As Stephen Mennell claims, French cooks were also 
appreciated earlier, nevertheless, French culinary hegemony across the Channel 
was greatly strengthened by several of the greatest names working in England after 
the Revolution, 1987, p. 150).  

Living in the countryside is like eating one dish by a hungry man, while living 
in the city is similar to a lavish dinner party. Both meals though, give a man the 
same pleasure but with one difference: a modest meal lets a man relish and value 
it while the dinner party will not remain in his mind for a long time. Mr. 
Lockwood‘s conclusion seems to be obvious: real life can take place only in the 
peaceful countryside, where people are able to cherish what they possess.   

 
Conclusion 
Eating habits in Victorian England are presented in the discussed novels on 

different levels. First of all, it is worth noticing that in The Mill on the Floss the 
author concentrates more on what is eaten while in Wuthering Heights the fact of 
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dining together seems to be emphasized. Nevertheless, both works focus on the 
presentation of food in both literal and metaphorical sense. They discuss the 
idyllic picture of a dining family as well as the factors that make the idyll be 
destroyed. In a metaphorical sense, food becomes the representation of 
educating people, of their characters as well as of the whole process of existence.      
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Abstract  
In 1962 the National Museum in Warsaw organized an exhibition of Vincent van 

Gogh’s works that enjoyed great popularity among Polish visitors. Shortly after that van 
Gogh became the subject of numerous press articles; his drawings were used as 
illustrations for texts about workers and farmers; his paintings supplemented occasional 
publications, like these published for the celebration of the International Worker’s Day 
(„Kamena”, 1958, p. 1). A myth was created of van Gogh as a painter of common people, 
workers, and at the same time a cursed artist (artiste maudit); sensitive and 
uncompromising, almost a martyr who died defending his ideals (Osęka, 1964, p. 268). In 
the articles he was represented as an artist who stood for “universal human values, 
common issues and final events as well; joy and sadness, possession by love and hatred” 
and who “affirmed human labor [and] expressed fears about death” (Kamiński, 1962, p. 
13). Journalists emphasized the simplicity of his works achieved by unsophisticated 
means and straightforward expression. The image that was created as a result of such 
discourse was of an artist that combined features of a romantic and a socialist hero. At the 
same time, however, some aspects of van Gogh’s biography and artistic work were being 
erased: people did not talk about his mental illness but, instead, about a lack of 
understanding for the genius (Witz, 1962, p. 3); his work was reduced to the portraits of 
common people, “miners of Borinage, women carrying coal, women patching underwear, 
farmers working on a field” (Michałowska, 1962, p. 7); his bourgeois origin was ignored or 
even completely forgotten; finally, a number of episodes from his biography, mostly those 
morally inappropriate (such as encounters with prostitutes), were entirely erased. The 
myth of van Gogh was therefore a mixture of contradictions, combined of creation and 
cancellation. 

 
Keywords  
representation, discourse, myth, falsification, People’s Republic of Poland. 

 
Introduction 
In this paper I would like to focus on both the discourse on Vincent van Gogh 

as created by press articles in The People’s Republic of Poland and his 
representation that, in my opinion, developed as a result of mythologization and 
falsification strategy. 
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Exhibition – the birth of a myth 
In the 1960s Jan Balicki, a Polish scholar, conducted research whose findings 

showed that Vincent van Gogh was the most popular and the most recognizable 
foreign artist in the People’s Republic of Poland (Balicki, 1974: 108). In 1962 the 
National Museum in Warsaw organized an exhibition of his works that enjoyed 
great popularity among Polish visitors. Shortly after that van Gogh became the 
subject of numerous press articles; his drawings were used as illustrations for 
texts about workers and farmers; his paintings supplemented occasional 
publications such as these released for the celebration of the International 
Worker’s Day (1958). The exhibition was based mostly on the collection of 
Kröller-Müller museum in Otterlo; few works came from Rijksmuseum and 
Stedelijk Museum in Amsterdam, Museum Boymans van Beuningen in Rotterdam 
and Gemeentemuseum in The Hague; Dutch private collectors were also asked 
for help. The desired effect was achieved: the exhibition became a great event, 
the first overview of van Gogh’s work in Poland. The opening was very 
sumptuous and significant members of the governing bodies and guests from the 
Netherlands were invited. The exhibition was accompanied by a publication of a 
catalogue, a copy of the one published by Rijksmuseum Kröller-Müller 
additionally enriched with a couple of essays by Polish scientists, among others 
Jan Białostocki. The display was composed of 100 (Witz, 1962, p. 3) or – 
according to other sources (Sztekker, 1962, p. 6)  – 101 van Gogh’s works. This 
event aroused the interest of Polish journalists first and foremost due to the fact 
that it was the first big show of van Gogh’s paintings in Poland. Numerous articles 
were published in different types of periodicals, newspapers and magazines 
(„Życie Warszawy”, „Polityka”), but also cultural journals (“Twórczość”, 
“Kamena”). They were generally written by art critics such as, for example, 
Barbara Michałowska, Andrzej Osęka, Joanna Guze or Ewa Garztecka. The articles 
were not only reviews of the exhibition, but also essays on artist’s life and work. 
The exhibition was very well received and it enjoyed huge popularity (according 
to National Museum in Warsaw it was visited by 220 thousand people). Some 
reviewers explained this phenomenon with the turmoil round the artist and his 
biography, a peculiar “fashion for van Gogh” (Szczypińska, 1962, p. 6). The rest, 
on the other hand, were trying to find an explanation in the enigmatic 
universalism of van Gogh’s work: 

  
(…) a significant fact, gathering the crowd of visitors is a 
contemporary character of painting created by an artist who died in 
1890, the emotional climate common for our age and the times of 
“suggestive colour” painting (…) (Kamiński, 1962, p. 13). 
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Van Gogh’s tragic biography was recalled, the journalists wrote about „the 
terrible calvary of being misunderstood, contempt, the terrible calvary of 
torment ended by a suicidal bullet” (Witz, 1962, p. 3). Authors described his life 
story as tragic – they created an image of an unhappy artist, hurt by the cruel fate, 
but heroically facing all adversities and, additionally, remaining faithful to his 
ideals. The articles explained that „spectators look at paintings differently than 
artists or connoisseurs. They perceive it first of all as a part of the artist’s life. The 
closer and the more comprehensible it is, the more exciting his work becomes 
(…)” (Michałowska, 1962, p. 6). Thus, the perception of van Gogh’s work through 
the prism of his life was partly justified, the „legend” became more important 
than the paintings.  

In most of the articles van Gogh was represented as an artist who stood for 
“universal human values, common issues and final events as well; joy and 
sadness, possession by love and hatred” and who “affirmed human labor [and] 
expressed fears about death”(Kamiński, 1962, p. 13). It was claimed that van 
Gogh also had “a chance of becoming the most popular painter among the Polish 
masses after Matejko” (Michałowska, 1962, p. 6), a famous Polish painter. 

The subject of his work was described as follows: 
 

(…) this is a painter of common people in the first place (…), 
working people. Miners of Borinage, women carrying coal, women 
patching underwear, farmers working on a field (…) The real painter 
of a working class (Michałowska, 1962, p. 7). 

 
At the same time nobody tried to understand the artist’s intentions, taking for 

granted the fact that his choice for common people and simple subjects was the 
result of his “universal human values” (Kamiński, 1962, p. 13). 

In this context a selection of words in the articles about exhibition and van 
Gogh’s work and biography seems to be very interesting. All of the texts were 
heavily emotionally loaded: to emphasize the painter’s greatness and the 
eminence of his work such terms as „the greatest values of his paintings”, 
“passion”, „doom” or “the highest level of artistic emancipation” were used (Witz, 
1962, p. 3). The same emphasis could be found in the descriptions of van Gogh’s 
influence on Polish audience: 

 
This truly universal European people’s painter helps Polish 

consumers to develop sensitivity to all the shocking heritage of the 
20th century better than any other (Michałowska, 1962, p. 7). 
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His work was also credited with an educational role: his paintings are so 
influential that they are able to sensitize the spectator to the art (Michalowska, 
1962, p. 6). The articles also emphasized van Gogh’s journey from a self-taught 
painter, an amateur, to a master. 

The journalists attempted to present characteristics that seemed to be 
ideologically correct: poverty, lack of university education, lack of understanding 
for his art among the rich, bourgeois élite. An important element of van Gogh’s 
image was also his connection to national tradition – he was perceived as a 
follower of Rembrandt’s work (Majewska, 1965, p. 7), seeking and finding his 
inspiration in Dutch landscapes and still lifes.  

Among those enthusiastic descriptions of van Gogh’s genius critical opinions 
were very rare. One of them was written by Z. H. (Zbigniew Herbert) in 
“Twórczość”: 

 
I don’t want to pretend that I belong to the initiated ones. I’ve seen 

a lot of van Gogh’s paintings, but every contact with his art makes me 
more helpless. I suspect that the initiated into his work don’t exist 
(Z.H., 1962, p. 152). 

 
Herbert’s criticism, however, was more an expression of his personal attitude 

towards van Gogh than a critical opinion about the exhibition. This fact illustrates 
the character of most Polish texts about Vincent van Gogh – a collection of 
subjective impressions formed as a result of emotional reactions to van Gogh’s 
work, a phenomenon referred to as „impressionist criticism” by Michał Głowiński 
(Głowiński, 1977: 119). This emotionalization of perception went hand in hand 
with the socialist art model that relied on the impact it had upon the spectator’s 
feelings (Zwierzchowski, 2000, p. 74). 

The articles rather seemed to present a kind of fascination with van Gogh’s 
tragic biography than an actual interest in his work. His life became a drama 
comparable to a calvary, all his decisions and actions were explained with his 
authentic call and dedication to art and his extraordinary attitude towards 
painting (Sztekker, 1962, p. 3). Journalists also emphasized the simplicity of his 
works achieved by unsophisticated means and straightforward expression 
(Kamiński, 1962, p. 13). Dramatic and pompous character of these articles 
contributed to the mythologization of the artist who became almost like a martyr 
that died defending his ideals (Witz, 1962, p. 3). The image of van Gogh created 
by the journalists and critics seems to be quite homogeneous. The painter was 
presented as a cursed genius rejected by society, extraordinarily sensitive, 
appreciating the beauty of simple life and common people. On the other hand the 
lack of any objective analysis of his work seems striking; none of the reviewers 
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gave an opinion on the exhibition and the selection of paintings. The reviews of 
van Gogh’s work were emotional and lacking argumentation. This heroicized 
image of van Gogh as a martyr influenced the perception of his work and, as a 
matter of fact, made any form of objective judgment impossible, claimed 
Zbigniew Herbert (Z.H., 1962, p. 153). It was the legend that mattered, not the 
paintings. This creation of the artist had a great impact on Polish collective 
imagination and memory.  

This fashion for van Gogh probably contributed to the publication of his 
letters to his brother Theo in 1964; the Polish edition was furnished with an 
introduction by a publicist Joanna Guze. It seemed as if the letters could be key to 
objectivizing van Gogh’s image but the introduction and the selection of 
correspondence made this impossible. Vincent van Gogh that became known 
from the letters and reviews of this publication was an oversensitive individual 
and a cursed artist but certainly not a decadent. He struggled with problems, 
such as poverty, sickness and hunger. And he bore all these misfortunes in the 
name of his ideals that made him abandon his middle-class life and live among 
poor people whom he considered the essence of humanity. Hard work seemed to 
be very important for him, talent, or even genius, is here not enough; an artist has 
to dedicate himself to the highest objective – art. Furthermore, as an artist he 
sees and feels more, which makes him obliged to sympathize with all that is „hurt 
and trampled on” (Osęka, 1964, p. 269). The image of van Gogh was here 
additionally enriched with gloomier elements, such as egocentrism, egoism or 
explosive temper. These characteristics, however, were not significant enough to 
break the myth of Vincent the prophet. Andrzej Osęka in his review called the 
collection of letters: „a diary of a man whose life was filled up with (…) 
dedication, suffering, destitution to the bottom of decline, to the limits of 
humanity” (Osęka, 1964, p. 268). And though he was aware of van Gogh’s egoism 
and difficult temper, he built the myth of a „prophet”, „hero of our times, some 
kind of saint, a martyr who gave his life for his art, for our art” (Osęka, 1964, p. 
268). The image that was created as a result of such discourse was of an artist 
that combined features of a romantic and a socialist hero. 
 

Conclusion 
Most articles, regardless of all the emphasis put on van Gogh’s biography, 

concealed elements that did not match the created myth: publicists did not 
mention his origin but at the same time they accentuated the lack of 
understanding for the painter and his work among the representatives of rich 
bourgeoisie. Also the issue of van Gogh’s mental illness seemed to be very 
difficult – it is called brain epilepsy or extraordinary oversensitivity and nervous 
breakdown; his stay in a mental hospital is described as a sort of holiday, because 
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Vincent was “not crazy as the rest of patients” (De Beucken, 1964, p. 511).  The 
erased elements are van Gogh’s encounters with women, particularly with 
prostitutes, but at the same time journalists emphasized that the painter was 
very unlucky in love. The articles also did not bring up the topic of the artist’s 
violent temper, his alcoholic tendencies and the fact that he abused his brother, 
Theo, financially. All that stays is the image of a cursed artist, the unhappy 
romantic: 
 

A real artist since the Romanticism should have a tragic life. Van 
Gogh is poor – but by choice. He rejected a peaceful fate of wealthy 
bourgeois and chose the art. An artist should value his independence 
more than goods and important offices (Michałowska, 1962, p. 7). 

 
A myth that was created in Polish articles about Vincent van Gogh is a 

combination of contradictions, creation and cancellation, erasure, because „the 
myth does not conceal or reveal anything: the myth distorts; the myth is neither a 
lie nor a confession: it’s an inflexion” (Barthes, 2008, p. 261). This inflexion 
becomes a domestication, an attempt to naturalize the painter and adapt him to 
national, Polish needs: socialist and at the same time romantic because, according 
to Roland Barthes: „myths are nothing but this ceaseless, untiring solicitation, 
this insidious and inflexible demand that all men recognize themselves in this 
image, eternal yet bearing a date, which was built of them one day as if for all 
time” (Barthes, 2008, p. 262). This mythologized biography had a great impact on 
Polish collective memory, contributing to a permanent falsification of van Gogh’s 
image.  
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Abstract 
Art has accompanied the lives of people since ancient times. Every day, consciously or 

not, we get into contact with art, whether it is a book, music or some painting. For various 
reasons, mentioned in the paper, it is important that from early childhood, we get 
acquainted with art, learn how to understand and appreciate it. Nowadays, art, being an 
inseparable part of culture, belongs to one of the education areas in the Slovak State 
educational programme. In the paper we deal with the importance of using art in 
education in general, later focusing on the possibilities of using art in teaching English as a 
foreign language. 

 
Key words 
art, TEFL, culture, education 

 
“The purpose of art is washing the dust of daily life off our souls.” 

Pablo Picasso 
Introduction 
The arts play an important role in everyday life of people. We do not have to 

be talented artists or to study art in university to be able to appreciate art in any 
of its manifold forms. The arts enrich our lives, expand our sense of aesthetics, 
and in the context of the foreign language learning, which is actually the main 
objective of this paper, they can serve as an invaluable tool for language teachers 
to give instructions, demonstrate and explain; and for language learners to learn 
vocabulary and practice language in various contexts. Last but not least, art being 
an inseparable part of culture, can be a starting point for various activities for 
development of cultural awareness of learners. 

 

1. Using Art in Education 
1.1 Art in Cross-Curricular Education 
In relation to Slovak schools, art and culture education is included in the State 

educational programme. Already in primary level, the learners should develop 
their personal, cognitive and communicative competences via various art related 
activities. In learning through visual art, music, drama, written and spoken word, 
they express their thoughts, experiences and emotions; connect them with their 
imagination, fantasy and rational thinking. The art subjects offer various 
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possibilities for cross-curricular teaching and thus art and language teaching can 
effectively be integrated using the principles of CLIL methodology.  

Below is a topic web illustrating the cross-curricular approach in education 
in primary level. The topic all the subjects in the web revolve around is Seasons 
of the year and the central or starting point is the text of the picture book Round 
and Round the Seasons Go by Rozanne Lanczak Williams, which is a piece of 
verbal and visual art in itself. Apart from the art activities suggested in the web, 
other art activities may include assembling the book from individual pictures, 
matching the pictures with the corresponding text, colouring the pictures and 
describing them, as well as activities related to individual seasons, thus 
connecting arts with language practice. 

 

1.2 Art and Mass Media 
One of the objectives of the art education, as stated in the State educational 

programme, is to form independent and responsible attitudes to the present 
cultural offer, to the fashion and subcultures. It should develop the learner’s 
critical thinking in relation to the offer of the mass media. When we take into 
consideration what is presented to people, including small children, in television, 
on internet etc., often dominated by too many reality shows of very poor quality 
and commercials persuading the consumers of all ages that they simply need to 
buy the product, pursuing the above mentioned objective of the art education 
definitely deserves appropriate attention in schools. Children need to learn to 
think independently and to critically judge the value of things and validity of 
information. We surely do not want to live in a society in which “Life doesn’t 
imitate art, it imitates bad television” (Woody Allen). 
 

1.3 Art and the Right Brain Learning 
In the framework of the education area – Art and Culture in the State 

educational programme, authentic and creative task solutions are expected from 
the learner. However, in non-art subjects, the language education not excluded, 
the learning is often based on using predominantly the left brain hemisphere, 
which is rational and analytical, in contrast to the right one, which is intuitive and 
synthetic. 

  
“The left hemisphere is oriented on the language, communication and 

processing information step by step. The right hemisphere is the hemisphere of 
creativity, emotions, imagination and desire; it perceives space and processes 
information in a complex manner. The right hemisphere can see an image as a 
whole, its view is holistic, it is a carrier of artistic abilities, it perceives only space, 
not time, and works with images, colours, symbols and is capable of unlimited 
perception” (Koníčková, 2014; transl. by Ivana Žemberová). 
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In Why to Use Also the Right Brain Hemisphere, Koníčková stresses the 
importance of the development of the right brain learning through various art 
related activities. Citing the professionals in the brain research area, she states 
that the less music, fine arts and physical education is in schools, the more 
discontented young people the school will raise. Some of the art related activities 
she recommends for the enhancement of the right brain hemisphere, important 
for learning and creativity development, are intuitive drawing, music, dance, 
games, activities, or reading books affecting our emotions. 

 

1.4 Art and Intelligence 
The importance of art education, namely drawing has been tested by 

psychologists in the King’s College in London who studied and confirmed the 
connection between an aptitude to drawing and intelligence. (Children’s drawings 
indicate later intelligence) According to their findings, those children who could 
draw were much more successful in intelligence tests than the children who did 
not or could not draw. Although this might raise a concern with parents of the 
children that are not artistically gifted, Arden concludes, that the ability to draw 
or paint is not directly proportional to the IQ level. They are only interconnected.  

 

“The correlation is moderate, so our findings are interesting, but it does not 
mean that parents should worry if their child draws badly. Drawing ability does not 
determine intelligence, there are countless factors, both genetic and environmental, 
which affect intelligence in later life.” (Arden in Children’s drawings indicate later 
intelligence) 

 

Psychologists however recommend to create possibilities and to encourage 
children to draw even if they usually do not do it. In the future they may benefit 
from it. Because “To practice any art, no matter how well or badly, is a way to 
make your soul grow. So do it.” – Kurt Vonnegut 
 

1.5 Art and Culture 
The art education should contribute to the overall development of the 

learner in many different areas. In the contemporary society, one of the 
important roles of education is to teach children from the early age to distinguish 
various parts of culture, understand its role in the life of individuals and society 
and develop their tolerance and understanding of other cultures. This is exactly 
the point where art, culture, and language teaching meet together. Art, as already 
mentioned before, is a part of culture; if it is verbal art it is absolutely inseparable 
from the culture it comes from, the same as is the language itself.  

In this context it is important to mention the role of the verbal art – 
literature. Literature brings the learners information about the culture and offers 
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a view upon the society and the way of life of people, the language of which they 
study. Working with literary texts either in the original or Slovak translation, the 
reader learns to understand and tolerate the other culture. Fennes and Hapgood 
(in Sharpe & Driscoll, 2000, p. 81) compare the cultural and intercultural 
awareness to an iceberg. Over the surface, there are aspects of culture, such as 
eating habits, traditions, music, or lifestyle, while under the surface we can find 
notions about good manners, social conventions, interpersonal relations, 
gestures, etc. This is all included in literary texts because they are written for 
people and by people of the given culture. By getting acquainted with another 
culture, the reader learns how important it is in the lives of the people of that 
culture and at the same time he/she becomes aware of his/her own identity. In 
this way, literature, the verbal art, contributes to the personal and emotional 
development of the reader. 
 

2. Using Art in the Foreign Language Education 
2.1 Pros and Cons of Using Art in the Language Classroom 
Integrating the arts and language learning in the classroom can not only 

increase the students’ understanding of art but through looking at, listening to, 
talking about, sharing or creating art. It can also enhance and develop their 
foreign language vocabulary and language skills.  

Responding to art can be very stimulating for learners and can lead to 
various language activities. It is not only describing what learners see in the 
picture or hear in the song; there are many ways how to use a piece of art for 
vocabulary and grammar presentation and practice in an interesting and 
motivating way. In responding to art, the teacher can make learners actively 
engaged in the learning process, encourage them to draw on their personal 
experiences when talking about what the picture reminds them of, e.g. familiar 
objects, animals or landscapes. In responding to or creating art, more senses are 
involved in the learning process. Art naturally lends itself to working with 
learners with various learning styles, gradually leading to the development of 
multiple intelligences. A big advantage of using art in the foreign language 
classroom is the fact that it can be conveyed and dealt with in a non-verbal way, 
which is especially suitable in situations when the learners can understand more 
than they can produce themselves or when the progress in the language 
development is hindered by a fear of making mistakes. Integrating art and 
language has the potential to develop learners’ creative and critical thinking 
skills, it stimulates imagination and gives them the opportunity to become 
involved in new approaches and gain a positive attitude to learning, 
understanding others and expressing their own thoughts (The New York State 
Educational Department, 2014, p. 2). 
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Practicing the arts in the foreign language classroom contributes to the 
development and enhancement of the learners’ literacy and language skills. 
According to the finding in the Guttenheim program Learning Through Art, the 
participating students “performed better in six categories of literacy and critical 
thinking skills – including thorough description, hypothesizing and reasoning – 
than did students who were not in the program (The New York State Educational 
Department, 2014, p. 5). According to the further findings in the above 
mentioned programme, learning about art contributes to the development of 
reading and oral communication skills and has a positive effect on a child’s 
capability to learn in other academic areas, especially in reading, writing and 
speaking, which, no doubt, are areas of interest in the foreign language education.  

In general, the reasons why language teachers should integrate art into their 
classroom are as follows:  
 

By placing art within the context of the lives of ELLs and enabling them to 
express their ideas visually as well as by speaking and writing, teachers can:  
• Build on prior knowledge.  
• Scaffold instruction.  
• Create a bridge between written and spoken language.  
• Make learning relevant and meaningful.  
• Help students develop self-esteem.  
• Foster creativity.  
• Develop an appreciation of the past.  
• Highlight similarities and differences.  
• Foster higher order thinking skills.  
• Promote high levels of analysis, reasoning, and questioning.  
• Support creative thinking.  
• Model problem solving.  
• Emphasize interpreting and communication of ideas.  
• Enhance students’ ways of observing, responding to, and representing the world  
(The New York State Education Department, 2010, p. 3). 
 

Of course, it is not solely advantages we find in using art in language 
learning; teachers may also encounter various potential problems in their effort 
to deal with a piece of art with their students, such as the subjectivism of art, 
unfamiliar subject matter, lack of connection with language learning, etc. 
Therefore it is important to select carefully, possibly after the previous 
discussion with the students, so that the art they are supposed to deal with has 
some relevance to them, either from its subject matter or the background of the 
artist, or their own personal experience. In regard to the language work, the arts 
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can be a very good starting point or subject of various language based activities, 
however, it is essential to make clear what the outcome and learning point of 
them is, e.g. using a piece of art to practice various language functions, such as 
giving opinions, or agreeing and disagreeing. Further on, by responding to visual 
art students can, for example, learn and practice colours, possessive adjectives, 
job-related vocabulary, feelings, action verbs, prepositions of locations, clothing, 
weather, scene, etc. This should, however, be made clear and systematically 
pursued in order to achieve not only the aesthetic but also the language objective. 
 

2.2 Strategies for Integrating Art into the Language Teaching 
One of the strategies recommended at the beginning of working with a piece 

of art in the language classroom is to use open-ended questions to draw students’ 
attention to the artwork. It is important, especially in the initial phase, to make 
the learners motivated and interested in the work by asking them to describe 
what they see in the picture and later on to encourage them to express their 
personal responses to the artwork by connecting it to their personal experiences 
and prior knowledge (see The New York State Educational Department, 2010, p. 
14). By asking about the people, objects or the actions presented in the artwork, 
about the emotions and feelings that the painting evokes in the learners, the 
teacher can create a narrative and thematic understanding of the work and 
connect it to the cultural, historical or ideological content. 
 

2.3 Tasks/Techniques 
There are limitless possibilities of integrating the arts and language learning. 

We, at the Department of Language Pedagogy and Intercultural Studies engage 
our students in art and language integrated activities by giving them assignments 
related to their study of the language, culture, history and literature of anglo-
phone countries. Further on, they actively participate in the organisation of 
various cultural events, create posters, decorations, etc., which gives them a great 
opportunity to learn about the culture and remember the facts longer than as if 
they were just told about them in the class.  

During several years of teaching subjects Methodology of work with 
children’s book and Methodology of literature, subjects that offer an excellent 
basis for using art in language teaching, together with my students, we have 
practiced various art related activities that are suitable for the use in the foreign 
language classroom in various school and language proficiency levels. Some of 
the tasks are as follows: 

- use a range of simple art materials to create drawings, illustrations, 
posters, and so on in relationship to what is being studied; 
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- read/listen to a poem, song or short text and synthesise meaning by 
creating drawings;  

- make a project/poster about land, culture or a particular historical 
period; 

- research, write and discuss the art of the place, people and time; 
- discuss how a piece of art can be represented in various other art forms 

(see La Belle Dame Sans Merci in Examples); 
- view and discuss artwork related to various topics, such as nature, 

animals, seasons, landscape, family, etc. using the topic related 
vocabulary; 

- make a journal; 
- match the text with individual pictures, colour them and assemble a 

mini-book; 
- make a handout to a story (see Rosie´s Walk in the Examples); 
- make illustrations to the text fragments or individual objects, actions in 

the text and putting them into the correct order recreate the whole 
story; 

- write a poem (haiku, limerick, acrostics); 
- make puppets or paper figures (using templates) to be used in the 

dramatisation of a story. 
  
2.3.1 Examples 
2.3.1.1 The Very Hungry Caterpillar 
The Very Hungry Caterpillar is an excellent example how a children’s picture 

book, a piece of visual and verbal art, can be used in TEFL for various language 
and art related activities. Individual pre-, while- and after-reading activities can 
be designed to increase children’s understanding of art, chiefly its connection to 
the language and literature and through the art develop the knowledge of the 
English language vocabulary. This particular picture book is especially suitable 
for language work, like teaching colours, numbers, days of the week and food, 
also for teaching science through explaining the life cycle of a butterfly, as well as 
for a number of art activities. Apart form being a piece of art in itself, the book 
offers possibilities for drawing, colouring, singing or dramatising. 

 

2.3.1.2 Rosie’s Walk 
The picture book Rosie’s Walk by Pat Hutchins also presents an excellent teaching 
material for the English language classroom and offers possibilities for 
integrating art and language learning. The whole text of the book consists of only 
one sentence: 
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Rosie the hen went for a walk across the yard, around the pond, over the 
haystack, past the mill, through the fence, under the beehives and got back in time 
for dinner. 

From the text it is evident that it is very suitable for teaching and practicing 
prepositions of place. For that purpose I prepared (but the handout can be drawn 
by the students themselves) the handout below, which can be used in a printed 
form or it can be projected on an interactive white board. The purpose of the 
activity is to follow the instructions and draw the way that Rosie went. 

 

Fig. 1: Rosie’s Walk handout 
 

 
 

2.3.1.3 La Belle Dame Sans Merci 
La Belle Dame Sans Merci is a romantic ballad by an English poet John Keats. 

The poem is a piece of art itself, and it was a popular subject for Pre-Raphaelite 
painters in the 19th century. The paintings depicting individual scenes or lines 
from the poem can create the link between verbal and visual art and become a 
basis for both language practice and a literary history lesson. Activities 
emphasise depiction of the people and scenery portrayed in the paintings, using 
adjectives and verbs to describe their appearance, mood, landscape and actions.  
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Fig. 2: The painting of La Belle Dame 
Sans Merci by 
Frank Cadogan Cowper 
 

Fig. 3: The painting of La Belle Dame 
Sans Merci by 
Sir Frank Bernard Dicksee 
 

 

 

 
Fig. 4: The painting of La Belle Dame 

Sans Merci by John William Waterhouse 
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2.3.1.4 St. Patrick´s Day Poster 
Below is the poster created by the students of the Department of Language 

Pedagogy and intercultural Studies as a part of their St. Patrick’s Day project. 
While creating this poster, the students had to collect all the relevant information 
about this important and popular holiday. Apart from practicing language while 
learning and writing about the origins, traditions, costumes and symbols of the 
holiday, in this activity, they learned new facts from the history and culture. 

 
Fig. 5: St. Patrick’s Day poster 

 
 

2.3.1.5 The Portrait of Lady Jane Grey  
Although students of English language should have some knowledge about 

the kings and queens of England, the name of Lady Jane Grey may sound 
unfamiliar. Partly because she was Queen of England for just 9 days until she was 
driven from the throne and sent to the Tower of London to be executed. The 
painting below depicts how she is guided towards the execution block by Sir John 
Brydges, Lieutenant of the Tower. To the right we can see the executioner and in 
the background two of Jane’s ladies grieving. Responding to the painting, the 
students learn a piece of English history; but the activities also teach them about 
some of the elements of art (colour, line, texture, light), and last but not least 
they provide a good basis for language practice. Using adjectives, students 
describe the people, the clothing they are wearing, feelings of the people in the 
portrait, as well as the feeling the portrait evokes in the viewer. (The painting is 
exhibited in the National Gallery, London, UK). 
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Fig. 6: The Execution of Lady Jane Grey (by Paul Delaroche, 1833) 
 

 
 
 

2.3.2.6 Catherine Howard’s Fate   
The song Catherine Howard’s Fate performed by Blackmore’s Night provides 

another lesson in English history given in a more interesting way than if 
students were just given plain facts about who was Catherine and how she was 
related to Henry VIII. Songs are in general considered to be a motivating and 
effective way of learning new vocabulary; in this case students also learn about 
the fate of Henry’s fifth wife. It is a well known fact that altogether he had six 
wives. As a follow-up activity, students can search for information necessary to 
complete the graph below, thus pursuing the language objectives and learning 
some historical facts. 
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Fig. 7: Worksheet: Henry VIII’s six wives 
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2.3.1.6 Some Examples of Artistic Creations in the Language Classroom 
 

Fig. 8: The book cover to The Little 
Mermaid by H. Ch. Andersen 

Fig. 9: The book cover to Three Little 
Pigs 
 

  
Fig. 10: The modern version of Three 
Little Pigs 

Fig. 11: Seasons related decorations 
 

  
 

Conclusion 
From all that has been mentioned above, it is evident how important the role 

is that the arts play in the everyday life of people. It is not only the family or 
friends, but also the school that has its share in the development of children’s and 
young people’s attitude to art. Pablo Picasso said, “Every child is an artist. The 
problem is how to remain an artist once he grows up.” Teachers should therefore 
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be aware of this fact and try to keep the “artist” that resides in every child alive 
because “The Earth  without Art is just Eh.” (unknown) 
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REVIEW 
 

Explorations in American Life and Culture 
 
JAVORČÍKOVÁ, J. & DOVE, M. E. (2013). Explorations in American Life and Culture. 

Banská Bystrica : Fakulta humanitných vied v Banskej Bystrici, 203 s.  
ISBN 978-80-557-0611-5 

 
The university coursebook Explorations in American Life and Culture 

focuses on the interdisciplinary field of cultural studies, with special emphasis on 
English-speaking countries and in particular the USA. Formally, the coursebook 
consists of ten systematically organized chapters which introduce a general 
theoretical background of the selected topic and also includes specific 
information such as facts about the country and the translation of specific terms 
from English into Slovak.  

Explorations in American Life and Culture was written for a specific target-
audience–university students of humanities and philology specialising in English 
and American Studies. However, the content of the coursebook is universal and 
may also be used in courses of “Realia of English–speaking Countries”, “Cultural 
Studies of the USA, Canada and Great Britain”, for specific needs of Departments 
of European Cultural Studies and also courses taught at various Faculties of 
International Relation and Political Science. The coursebook is written in the 
English language and therefore it is usable at various international educational 
institutions.  

The coursebook fils a blank space among university coursebooks related to 
cultural studies in Slovakia. Although several publications have been published in 
Slovakia during the last decade, none of these is purposely written for the needs 
of an academic course of “realia” and none of them meets general spatial or 
temporal requirements of academic courses in Slovak universities. Moreover, 
most of the available publications in Slovakia (Czech and Slovak) serve different 
needs; they are more informal (Fraus, 2008), focused on preparation for 
a specific exam (e.g. Príprava na maturity z anglického jazyka, 2010), or designed 
for specific purposes of departments of history, geography, and so on. These 
publishings often skip important topics necessary for students of philology and 
English teacher training.   

This dual-author (Javorčíková – Dove) publication is a contribution in other 
areas too. Contentwise, the first chapter introduces the subject of study, and the 
basic terminology of cultural studies, as well as exploring the benefits of cultural 
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studies for teachers and translators. Various theoretical ideas are illustrated by 
specific examples and case studies.   

As to organisation, the coursebook stimulates interaction between the reader 
and the content – each chapter is accompanied by a set of exercises focused on 
translation, explanation and critical analysis of selected cultural problems. The 
graphical and formal part of the coursebook is also attractive and appealing to 
the reader; the text is segmented graphically, important terminology is printed 
and, in relevant cases, visual features such as photographs, illustrations and 
charts add to the information and throw more light on the discussion. 

 
Eva Homolová 
UMB in Banská Bystrica 
Slovakia 
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REPORT 
 

Foreign Languages and Cultures 2014 
(Report from the National Conference of Student Research Activity) 

 

 
On April 16, 2014 the Department of Language Pedagogy and Intecultural 

Studies, CPU Nitra held an event annually organized for the students of English 
language, literature and culture both from the home department as well as from 
other English departments in Slovakia. The event entitled Foreign Languages and 
Cultures not only gives the students an opportunity to present their scholarly 
work and results of their research but also to share their knowledge with other 
students. Apart from that, one of its objectives is provide the possibility for 
mutual cooperation and experience exchange in various areas of English studies. 
As mentioned before, the event is a students’ conference organized in 
the national context, and as such it hosts students from other Slovak universities, 
too. Traditionally, it is an honour to welcome students from the Faculty of Arts, 
UCM Trnava. 

The papers presented at the annual students’ conference Foreign Languages 
and Cultures in the last two academic years have been collected and published in 
the CD proceedings. The proceedings with the homonymous title Foreign 
Languages and Cultures 2013/2014 consists of a selection of 20 distinquished 
papers submitted by the students from the Department of Language Pedagogy 
and Intercultureal Studies, CPU Nitra and from the Faculty of Arts, UCM Trnava. 
In their papers, the students cover a wide range of topics from language 
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pedagogy, culture, literature, translation studies and linguistics. The papers are 
organized into five individual sections in the proceedings, respectively. They are 
all extracts of the students’ final bachelor and diploma theses, in which the 
authors present their objectives, achieved research results and practical benefits 
of these results, thus manifesting their energy and ability to explore actual 
questions and current issues in the area of foreign language, literature and 
culture research, including the academic discussion on the relationship between 
the language and the culture. 

The quality of the papers and their contribution to the teaching practice was 
assessed by the tutors, as well as the members of the commitee at the conference, 
who, after the careful consideration, evaluated individual presentations and 
appointed the winners in both the bachelor’s and master’s sections.  

  In this context, it is necessary to appreciate the will and effort of the 
tutors who guided the students and helped them compose their scholarly papers. 
However, the thanks and appreciation of the organizers chiefly belong to the 
students, who successfully defended their academic papers and presented them 
to the audience.  

It can be concluded that the last students’ conference was very successfull, it 
brought about several interesting and inspirational discussions but also raised 
questions yet to be answered. The staff of the Department of the Language 
Pedagogy and Intercultural Studies express their hope that their students will 
continue to produce theses of high academic level in the years to come and use 
the opportunity to present their scholarly work in students’ conferences, 
including the above mentioned one. The organizers, the whole staff and hopefully 
the students, too,  are already looking forward to the  upcoming event Foreign 
Languages and Cultures 2015. 
 

Ivana Žemberová  
CPU in Nitra, Slovakia 
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Date:  16th October 2014, 9:00 – 16:30 
Venue:  Faculty of Education,  

University of Matej Bel,  
  Banská Bystrica 
  Ružová Street No. 13, Slovakia 

Programme: 
08:00-09:00 registration 
09:00-12:00 plenary presentations of CLIL theory and practice  
12:00-13.00 lunch break  
13:00-16:00 three sets of paralel workshops – hands-on teaching CLIL 
16:00-16.30 plenary 

 

Special offers: 
Observation of teaching CLILto an authentic class of Hungarian students 
A stall with children’s books and learning resources 
A presentation of new CDs with CLIL lessons 
A presentation of a new publication teaching CLIL “The World at Their Feet: Children’s  
Early Competence in Two Languages through Education” by J. Kovács and É. Trentinné 
Benkő, publ. by Eötvös József Könyvkiadó, 2014 
 

Scientific and organizational board: 
doc. Judit Kovács, PhD. (ELTE Budapest, Hungary); Mgr. B. Benešová, PhD. (UJP ZCU 
Plzeň, Czech Republic); doc. PaedDr. S. Pokrivčáková, PhD. (UKF Nitra, Slovakia); doc. 
PaedDr. D. Hanesová, PhD.  (PF UMB Banská Bystrica, Slovakia); prof. PhDr. B. 
Kasáčová, PhD. (PF UMB Banská Bystrica, Slovakia); PhDr. D. Gondova, PhD. (FHV ŽU 
Žilina, Slovakia); Mgr. A. Poliaková, PhD. (PF UMB Banská Bystrica, Slovakia) 

 

Registration: please write an email to dana.hanesova@umb.sk  
Conference publication: CD Conference proceedings published in November 2014 

 

Come and join a community of enthusiastic CLIL teachers and students from 
Hungary, the Czech Republic, Slovakia and other countries! 

 
The research presented at this conference will be supported by the project with ITMS 

code: 26110230082, co-financed by the European Social Fund. 

 

mailto:dana.hanesova@umb.sk
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1st International Conference on Language, Education and Research 

CLEaR2014 (4-6 December 2014) 
  

   
 

To get more detailed info, please, visit the official website of 1st International 
Conference on Language Education and Research CLEaR2014: 

http://www.jolace.com/conferences/clear2014/ 
The conference will be held during December 4-6, 2014, in the historic and 
world-famous spa Trenčianske Teplice, Slovakia. 
Conference venue: Hotel Pax **** 
 

Important dates 

 Abstract Submission Deadline: September 30th, 2014 (included) 

 Notification of Acceptance: October 15th, 2014 

 On-line registration deadline for authors: October 31st, 2014 (included) 

 Final Paper Submission Deadline: November 15th, 2014 (included)  

 Conference Dates: Trencianske Teplice (Spa), December 4th-6th, 2014 

 Abstracts CD and Conference CD Proceedings publication: before February 28, 2015 

 Selected research papers approved by the journal reviewers will be published in 
Journal of Language and Cultural Education  (Vol. 3, Issues 1 and 2) publication: 
January 31st and May 31st, 2015 

A special social events: 
The Trencin Castle & Christmas Markets in Vienna 

Additionally to your participation in CLEaR2014, you will have the occasion to visit the 
romantic Trencin Castle and world-famous Christmas markets in Vienna with their 

unique season atmosphere. 

 

 

http://www.jolace.com/conferences/clear2014/
http://www.jolace.com/o-nas/
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The double-blind peer-reviewed international research journal for language and cultural 
education professionals promoting international scholarly exchange among researchers, 
academics, and professionals. The journal is published 3-times a year both in print and 
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