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King Lear Revisited: Shakespeare’s Language Use and Tragic Art
Yuan-guey Chiou”
Abstract

This paper aims to explore Shakespeare’s language use and rhetorical strategies in King
Lear as a way to understand his tragic art. It is assumed in this paper that Act 1 is the
encapsulated version of the whole play foreshadowing Shakespeare’s tragic orchestration and
the development of the entire play. A close reading of Act 1 is therefore necessary to grasp the
essence of the whole play. To begin with, Shakespeare’s pragmatic change or retention of the
prerogative titles and names of the characters is an issue worth discussing. His assignment
and re-assignment of the lines to different characters and his adoption of the added Gloucester
plot are also pointers of his pragmatic concern and tragic art. The pivotal event of the tragedy;,
the love test, is so arranged that all languages used in the dialogue between characters are
devoid of performative functions and become thus mostly rhetorical. The Cooperative
Principle of language so important to carry on a meaningful conversation, according to H. P.
Grice (1975), is violated and the Politeness Principle of Geoffrey Leech (1983) is also flouted.
That is, some of the pragmatic principles of the everyday language—Grice’s Maxims of
Quantity (informativeness), Quality (truthfulness), Relation (relevance), and Manner (clarity)
and the Leechean rule of polite conversation, his postulated maxims to explain observed
language behavior—are radically aborted. As a result, the love test game is a harbinger of the
total collapse of mutual trust and interdependence; the link between utterances and what is
understood from them is, for the most part, lost. An effective communication is thus
impossible. Tragedy ensues as a matter of their failed language performance: the enmity
between king and princess, the estrangement of father and daughter, the desertion of the
elderly father, and eventually the death of father and daughters.

Keywords: pragmatic principles, Cooperative Principle, Politeness Principle, effective
communication, language behavior

“ Professor and Chair of the Department of Foreign Languages and Literature, Feng Chia University. Received
June 30, 2014.
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King Lear Revisited: Shakespeare’s Language Use and Tragic Art

Though long and problematic, King Lear as a play could be succinctly understood in the
opening scenes in terms of its language use and rhetorical strategies. That is, Act 1 could be
regarded as the encapsulated version of King Lear foreshadowing the entire development of
the play. A close reading of Act 1 and detailed analysis of the dialogues would no doubt help
greatly in the understanding of the whole play.

The first issue that deserves readers’ attention is the change of the title of the play and the
names of the king’s three daughters. It is generally believed that Shakespeare borrowed
heavily from an older play staging the story of “king leare” performed on 6 and 8 April 1594
at the Rose Theatre but was later published as King Leir in 1605 in quarto form. King Leir
with his three daughters Gonoroll (or Gonoril), Ragan (or Regan), and Cordella must have
captivated Shakespeare’s mind so much that he, in writing his Lear, retained the names of all
the major characters with just a slight alteration: Leir changed to Lear, Gonoril changed to
Goneril, Regan remained as Regan while Cordella changed to Cordelia (see Kahan 5)."
Goneril’s husband is changed from the legendary Duke of Cambria to the Duke of Albany
while Regan’s husband is still Duke of Cornwall. What could be the meaning of such an
arrangement?

To begin with, there is the change of the title character’s name from Leir to Lear. This
vowel change indicates Shakespeare’s awareness of the possible meaning of the word Lear.
“Lear,” or spelled as “leer,” is a verb meaning “emptying,” or “having no burden or load”
(OED dates the first use of this meaning in 1567). That is, Shakespeare envisioned an old king
eager to empty or clear himself of the burden or load of governing the state—"To shake all
cares and business from our age,” as Lear says, “Conferring them on younger strengths”
(1.1.39-40).% According to Stephen Greenblatt and other writers on Shakespeare’s life, a 1603
lawsuit widely discussed when Shakespeare was supposed to write King Lear might also have
a strong impact on him. The story had it that two elder daughters of a doddering gentleman in
the name of Brian Annesley attempted to take over the father’s estate by claiming that the old
man is insane while his youngest daughter protested otherwise vehemently. This youngest
daughter’s name is Cordell, a name almost identical to Cordelia (Greenblatt 357). Though too
much topicality is risky, Shakespeare’s intense interest in an old man’s retirement is inevitable
for he himself is entering on an old age, 40 or so, when he composed his greatest tragedy
(Greenblatt 12). Hence, with the memory of the older play King Leir still fresh and intensified
by the story of two ungrateful daughters, the main plot of King Lear is formed.> And
according to Tracey Carte, the word closest to the name of Cordella both in spelling and
pronunciation is “cordelle,” meaning “a twisted cord” or “a tassel.” In a sense, the derived
name of Cordelia may keep its original meaning of someone with a twisted mind, like a bunch

! For Shakespeare’s adaptation and adoption of plots from King Leir, see also Frank Kermode’s introduction to
King Lear, p. 1250 in Blakemore Evans’ Riverside Shakespeare, 1974 edition.

2 All subsequent textual quotations of King Lear are from The Riverside Shakespeare, 1974 edition.

¥ «|t seems safe to assume that Shakespeare knew of the play [of King Leir] in the early 1590s” (Kahan 7).


http://en.wikipedia.org/wiki/The_Rose_(theatre)
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of strings tied at one end. Since it is tied, we have difficulty in gauging and understanding the
innermost part of Cordelia’s thinking unless it is manifested outwardly (through language, of
course). What is more, Shakespeare’s coinage of the new spelling of Cordelia might indicate
that the name is derived from both Cord (Latin for “heart™) and lia (the feminine form of leo
or leon, Latin for “lion”). If so, then the name of Cordelia might mean that she is a
lion-hearted lady.* There is small wonder then that she would show no passion in the love
contest with her father as the sole judge. In contrast, there is little or no change in the names
of Goneril and Regan for both in form and in pronunciation they are almost the same as their
precursors considering that there was no standard form of spelling for any word in the
Renaissance time. Both names sound masculine, however. What’s worse, the very name of
Goneril “sounds a bit like the name of a venereal disease”—gonorrhea (Carte), a word just
recently came into use in England.”> Shakespeare might purposely play a word game to
indicate that a horrible and contagious disease like gonorrhea is contaminating and corrupting
the mind of Goneril, the eldest of the three daughters.

Lear’s daughters aside, Shakespeare’s added subplot about Gloucester, Edgar, and
Edmund contains his implicature (inductive inference) about the significance of naming. The
Earl of Gloucester as a title was first created around 1121 as a reward for his loyal support
toward King Stephen, the reigning monarch. Earls, in general, are delegated rulers; that is,
they functioned essentially as royal governors. Though the title of earl was nominally equal to
the continental duke, unlike them earls were not de facto rulers in their own right. What is
more, the first Earl of Gloucester is himself a bastard son of King Henry | of England. But he
was referred to by Geoffrey of Monmouth in 1136 as one of the “pillars” of King Stephen’s
rule.® In Shakespeare’s added plot, the family story is then a reflection of the identity of the
Earl himself to emphasize the issue of inheritance, particularly if the family properties are the
stake. Shakespeare’s Earl has two sons, one legitimate, the other a bastard. The legitimate son
is Edgar. His name is derived from the Old English elements ead (meaning “rich, blessed”)
and gar (gear; that is, spear) while Edmund, the bastard son, gets his name from the Old
English elements ead and mund (meaning “protector”).” In a sense, Edgar is the blessed
knight wielding the spear of justice while his bastard brother is a rich protector of the interests
of Lear’s two elder daughters. The duel scene between the two brothers in Act 5 scene 3 does
echo this connotation:

EDG. What’s he that speaks for Edmund Earl of Gloucester?

* Note 3 of the entry of King Lear from Wikipedia (http://en.wikipedia.org/wiki/King_Lear ) asserts that “A
more likely etymology is that her name [Cordelia] is a feminine form of coeur de lion, meaning ‘lion-hearted.””
® The word “gonorrhea” is believed to be first used around the year of 1526, according to the Merriam-Webster
on-line dictionary. The first registered use of this word in Oxford English Dictionary is 1547. It could be safely
assumed that Shakespeare knew the word and its possible connotation.

® Cf. http://en.wikipedia.org/wiki/Robert, 1st Earl_of Gloucester. Shakespeare is being said to have borrowed
some plot from Geoffrey of Monmouth ‘s chronicle in writing King Lear. See also the Introduction to King Lear
in the Riverside Shakespeare.

" Cf. http://www.behindthename.com/.
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EDM. Himself; what say’st thou to him?
EDG. Draw thy sword,
That, if my speech offend a noble heart,
Thy arm may do thee justice; here is mine:
Behold, it is my privilege,
The privilege of mine honors,
My oath, and my profession. | protest,
Maugre thy strength, place, youth, and eminence,
[Despite] thy victor-sword and fire-new fortune,
Thy valor, and thy heart, thou art a traitor;
False to thy gods, thy brother, and thy father;
Conspirant ‘gainst this high-illustrious prince;
And from th’ extremest upward of thy head
To the descent and dust below thy foot,
A most toad-spotted traitor. Say thou “No,”
This sword, this arm, and my best spirits are bent
To prove upon thy heart, whereto | speak,
Thou liest.
EDM. In wisdom I should ask thy name;
But since thy outside looks so fair and warlike,
And that thy tongue some say of breeding breathes,
What safe and nicely I might well delay
By rule of knighthood, I disdain and spurn:
Back do I toss these treasons to thy head;
With the hell-hated lie 0’erwhelm thy heart;
Which for they yet glance by, and scarcely bruise,
This sword of mine shall give them instant way
Where they shall rest for ever. Trumpets, speak!
(125-51; emphases added)
In challenging his brother to a duel, Edgar (the spear-wielding protector of justice) feels
confident, or Shakespeare endows him with the confidence, that the duel itself would
vindicate what he has been accused of and the virtuous would prevail.

If the change of names suggests Shakespeare’s manipulation of the development of the
plot, then the appearance of different playbooks might indicate Shakespeare’s ambivalence
toward the characters as well as their fate. Readers may tend to believe that what they see in
such editions as Arden Shakespeare or the Riverside Shakespeare is the King Lear.® In fact,

8 Jeffrey Kahan is right in saying that for most casual readers, “the King Lear they read in their Complete Works
of Shakespeare was actually and unproblematically Shakespeare’s King Lear” (35).
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Shakespearean scholars have been arguing over the authenticity of the Quarto text (Q1 and
Q2), the Folio text, and possibly the composite text of the Quarto and the Folio.® If we accept
these scholars’ consensus that the Quarto text published in 1608 is the basis of the Folio text,
believed to be published later in 1623, then there is an interesting issue of revision and
redaction to be dealt with. First of all, the titles given to the sons-in-law are worth noting. The
title of the Duke of Albany is given to the husband of Goneril, the eldest child of King Lear.
To most modern readers, this title of duke may just indicate that the owner is a blood relative
to the reigning monarch. But as an established rule, this very title is supposed to be given to
any of the king’s sons other than the first-born, who is entitled to be the Duke of Cornwall.
However, in Shakespeare’s King Lear, the latter title is given to the husband of Regan, the
second-born daughter of King Lear. When the play was staged in the Whitehall (1606), King
James | and his sons (particularly the popular prince and the heir-apparent, Henry
Frederick—Duke of Cornwall, who unfortunately died in 1612—and Charles, Duke of Albany,
later King of England in 1625) must have been there watching.’® Shakespeare obviously
realizes what this might mean to the spectators sitting in the Globe or at King James’s Court
concerning this mismatching and political innuendo. For it is noted that part of Lear’s first
speech, his addressing to the two sons-in-law, albeit unusual, sounds a bit coaxing (appearing
only in the Folio text published in 1623 but not in the original Quarto text): “Our son of
Cornwall, / And you, our no less loving son of Albany” (1.1.41-42, emphasis added; see
Urkowitz 81). The utterance has a strong sense of being obligated and deliberate as if he had
no intention to belittle the importance of the Duke of Albany. Here, Cornwall, the second
son-in-law is unusually being addressed first and then Albany, the first son-in-law.
Traditionally, Cornwall, a prerogative title held by the heir apparent, is far more important
than Albany.** His presence preceding that of Albany is matter-of-factly natural. But here he
is given the hand of Regan, second daughter of King Lear. So, what Shakespeare seems to
imply by disrupting the importance of prerogatives due to the two individual princesses is that
Duke Albany like King James will be the final winner and ruler of the tripartite kingdom. In
arranging the marriage partners, Shakespeare shows his awareness of the political concerns of
his audience as well as the court.'?

® See, for example, Urkowitz, Chapter 1 and others.

10" According to Victor Kiernan, “Shakespeare, always eager to please his capricious patrons, may have added an
Albany and a Cornwall as a compliment to the royal family” (qgtd. in Kahan 61). For King James himself was
Duke of Albany, his late father, Darnley’s original title. But Kahan also postulates that “It’s difficult to believe
that Shakespeare wanted to suggest that James’ sons were in any way like these characters, but that hasn’t
stopped the argument from gaining ground” (61).

' The title was created by Edward I11 in 1337 to be given to his eldest son, the Black Prince, Edward,
supposedly the heir apparent to the King, as the first English Duke of Cornwall. Since 1503, the title has been
inherited by the eldest son of the sovereign. But this title together with the Duke of Albany and the Duke of
Burgundy used by Shakespeare is grossly anachronistic.

12 Interestingly, there are more speeches for the Duke of Albany (totally 58 if the last speech is attributed to him
rather than Edgar) than those for the Duke of Cornwall (totally 53), which seems to indicate that Albany is more
important than Cornwall. Yet, Jeffrey Kahan has a different view of the two sons-in-laws: “It’s true that Albany
gets more lines in the Quarto version . . . But Shakespeare’s Albany is a hen-pecked cuckold. Worse yet,
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Later, when it is time to test his daughters, Lear is arranged to proceed according to the
right order: the eldest one gets first,
LEAR. Tell me, my daughters
Which of you shall we say doth love us most,
That we our largest bounty may extend
Where nature doth with merit challenge? Goneril,
Our eldest-born, speak first. (1.1.48-54; italics added)
Obviously, Lear is aware of the political implication of birth order, particularly the one born
first. At Shakespeare’s time, primogeniture is the rule; so it is hard to imagine that Lear’s
mentioning of the birth order is fortuitous. Though as a principle of inheritance, the practice
of primogeniture is applied primarily or exclusively to males in which the firstborn child
receives all or most of his parents’ significant and valuable property upon their death, yet, the
reigning of both Queen Mary and Queen Elizabeth sets the example that female offspring
could be good monarchs. In a kingdom without male heirs, it is only natural that daughters
would be allowed to reign. In other words, succession passes first to the king’s sons, in order
of birth, and subsequently to daughters, again in order of birth (Cf. Bogdanor 42). This is a
well-established law in Shakespeare’s time. That is, if Lear, albeit a legendary king set at a
time far distant (ca. 850 B.C.) than the Renaissance, would die or resign from his post as King,
the one that should succeed to the throne is Goneril, the eldest of the three daughters of Lear.
But in setting up the game to divide the kingdom into three, Goneril’s share is greatly reduced.
She could get, at most, 1/3 of the better land if she wins the love contest. Worse still, her
husband, though not a duke royal, is given the title of the Duke of Albany, which is usually
awarded to a younger son of the king. The most privileged title, the Duke of Cornwall is,
however, given to the husband of Regan, Goneril’s younger sister. The default system of
succession is being broken; this shows Lear’s indecision in naming a successor. Lear’s
seeming impartiality or equality in giving the most privileged title to the second son-in-law at
a time when primogeniture is the rule of succession befuddles his courtiers as well. In the
very beginning of Act 1 scene 1, King Lear’s two close political allies, Earl of Kent and Earl
of Gloucester, unambiguously voice their concern of their king’s ambivalence:
KENT. I thought the king had more affected the Duke of Albany than Cornwall.
GLOU. It did always seem so to us; but now, in the division of the kingdom, it
appears not which of the Dukes he values most, for [equalities] are so
weigh’d, that curiosity in neither can make choice of either’s moi’ty. (1-7;
emphases added)

Cornwall is a sociopath, or, as Margot Heinemann (1992) describes him, a ‘Nazi-type brute’ (80)” (Kahan 61).
And with all royalties died except Albany, it seems that Shakespeare tries to reemphasize the practice of
primogeniture. But if the Folio edition tries to attribute the last speech to Edgar, then Shakespeare seems
ambiguous in writing this very play.
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The two courtiers seem puzzled by the contradiction caused by Lear’s apparent favoritism and
his random decision to divide the land for the sake of the last born, Cordelia, in the name of
equality. Lear’s final decision belittles Goneril’s as well as her husband’s importance. The
seemingly favored one who is given the most privileged title of the Duke of Cornwall is also
disfavored by this very decision of dividing the land into three. In a sense, we can see that
King Lear is smart at the political maneuvering of showing favoritism yet denying partiality
to exact allegiance from all his daughters.

This purposeful ambiguity causes the estrangement and alienation of the two elder
daughters. Maurice Charney is absolutely right in saying that the foolish love contest of Act 1,
scene 1 “is like a bad retirement party, but Cordelia disrupts the proceedings by refusing to
play by the rules and by insisting on her own speechless honesty. It will hardly do to examine
the deeper motives of these folklore characters, who speak with a sort of Brechtian
self-consciousness of role” (268). To comply with Lear’s mood of game and vanity, “Goneril
and Regan . . . merely [play] their parts as expected” (Charney 268). But the recalcitrant
Cordelia refuses to pay the lip service to please her elderly father— “What shall Cordelia
speak? Love and be silent” (1.1.62)."* The essence of the game starts with a verbal test: “Tell
me, my daughters . . . Which of you shall we say doth love us most” (1.1.48-51, emphasis
added). The very word “tell” indicates that no performativity is required of the speaker even
though this word is uttered in the form of an imperative. And no competition is really meant
for this game because right after the first speaker utters her opinion, she is given a land
predivided, “from this line to this” (1.1.63), as if Lear knew in advance what he could expect
of the other two daughters. And then he turns to his second daughter, “Our dearest Regan,” to
get her response. Again the adjective “dearest” is rhetorical, a word devoid of any substantial
meaning.** For not waiting for all the competitors to finish the test, Regan is given “this
ample third of our fair kingdom” (1.1.80). The two elder sisters are awarded cursorily a land
not commensurate with their performance but with the saying itself.*

In the name of impartiality, Lear intends to give a land, the remaining third, “more
opulent than your sisters’,” (1.1.86) to Cordelia at a time when ultimogeniture is no longer the
vogue. That is, the love contest is a sham for Lear to publically bequeath a land originally the
firstborn daughter Goneril’s to his favorite child, Cordelia, because “I lov’d her most, and
thought to set my rest / On her kind nursery,” so says Lear later (1.1.123-24).*® Therefore the

3 These words are intended to be heard by the audience, but not by the others on stage through the theatrical
means of an aside—itself a departure from a normal dialogical exchange intending to make a comment or a
digression from what is going on.

4 Unless his mentioning her as “wife of Cornwall” (1.1.68) does signify that she is much valued as a possible
successor to his throne, the superlative itself is a mere rhetorical strategy. Or most possibly Shakespeare’s
prosody does require this addendum as an apposition.

> David Ball is right in saying that if this avowal of love were a test, it would make most sense for Lear to hear
out all three daughters before starting to divide the kingdom.

1¢ King Lear’s intention is dubious in that if the marriage choices of Cordelia are Duke of Burgundy and King of
France--both are foreigners from France, Cordelia would have to live outside the territory of what is now Lear’s
according to the custom of patrilocality, an ancient practice of residing with the family or tribe of the husband.

8



King Lear Revisited: Shakespeare’s Language Use and Tragic Art

imperative of “Tell me, my daughters” is a premeditated maneuvering to legalize Cordelia’s
inheritance in front of all family members and important courtiers. Lear purposefully cuts up
his land as an attempt to help Cordelia to establish herself and subsequently to sustain the
peace among his three daughters so that “future strife / May be prevented” (44-45). But
according to Harry Berger Jr., Lear’s plan to divide the kingdom without solicitation from any
party is “to use, deceive, and humiliate Goneril and Regan in order to accentuate Cordelia’s
triumph and his partiality”(31, gtd. in Kahan 60). In a sense, this love contest is a game meant
for Cordelia to have a share, if not a lioness’ share, of her father’s properties. She is the sole
concern of Lear not her two elder sisters. That is why both Goneril and Regan are given a land
randomly and summarily no matter how bombastic and hyperbolic the language is:
GON.

Sir, I love you more than [words] can wield the matter;

Dearer than eye-sight, space, and liberty;

Beyond what can be valued, rich or rare;

No less than life, with grace, health, beauty, honour;

As much as child e’er lov’d, or father found;

A love that makes breath poor, and speech unable:

Beyond all manner of so much I love you. (1.1.54-61)

REG.

I am made of that self metal as my sister,

And prize me at her worth. In my true heart

| find she names my very deed of love;

Only she comes too short: that | profess

Myself an enemy to all other joys

Which the most precious square of sense [possesses],

And find | am alone felicitate

In your dear Highness’ love. (1.1.69-76)
Both avouchments are delivered in a very sonorous way—full of hyperbolic images and
replete with monosyllabic sounds intending to be terse and blunt even though empty of
substance. However, they are particularly effective, moving, or pleasing in winning approval:
they constitute a particular form of “action” though in reality they could do nothing but pay
lip service to the hearer.

Lear would not care so much their speech style and the performative possibility that

However, this practice might just fulfill Lear’s desire to “retain / The name, and all th” addition to a king” if the
third part of the country is given to Cordelia. For he would still be the deputy head of that part of land with
Cordelia as a nominal ruler living with her husband in France. No wonder, for John McLaughlin, the King’s
“contest” has more to do with his bridle over the unmarried Cordelia than with love if she would just comply
with his request (39). Note also that the Duke of Burgundy was the premier lay peer of the kingdom of France.
The contention between the two is a constant woe of the people there.
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speech style has for him. But ironically, the other participant of the game, Cordelia, is much
affected by the linguistic competency of her two sisters. To cope with their fortuitous and
pompous remarks, Cordelia resorts to nonchalance and inarticulateness—not saying anything.
The curt response, “Nothing, my lord,” overturns the game rule—it is a face threatening
act—and thus disrupts Lear’s plan. Public disgrace and humiliation therefore follow. For Lear
and for all participants of the verbal game, public linguistic performance is the set of
guidelines to interpret an utterance “whereby a speaker takes responsibility towards an
audience for the correct, complete, and skilled realization of a particular way of speaking. The
performer enters into a contract with the audience whereby the performer undertakes to speak
in a way which realizes the features of the way of speaking” (Fabb 223). Cordelia’s flouting
the contract embarrasses the key audience there who is to “evaluate the performer’s speech in
terms of how well it realizes the features of the way of speaking”—telling Lear how well she
loves him (Fabb 223). This implies that there exists a great hiatus between the performer and
the audience in terms of their intimacy with each other: either Lear misunderstands his
daughter’s personality or Cordelia misunderstands her father’s intention.!” Whatever it is, the
cooperative principle of speech is deviated and the tragedy ensues.

But “To characterize deviations from ‘normal’ conversational behaviour, we have first to
characterize ‘norms’” (Leech 261). Paul Grice (1975) introduced the notion of cooperative
principles as norms in analyzing conversational behaviors which states that one should “Make
your contribution such as it is required, at the stage at which it occurs, by the accepted
purpose or direction of the talk exchange in which you are engaged.” The constituent maxims
of Grice’s Cooperative Principle (CP) are “Maxims of Quantity (informativeness), Quality
(truthfulness), Relation (relevance), and Manner (clarity, etc.) . . . [They] are purely
descriptive: postulated for the purpose of explaining observed behaviour” (Leech 261). The
addressors and the addressees must speak cooperatively as to be understood by both parties.
According to Grice, the commonly accepted traits of successful cooperative communication
are:

1. Maxim of Quality (Be Truthful)
Do not say what you believe to be false.
Do not say that for which you lack adequate evidence.
2. Maxim of Quantity (Quantity of Information)
Make your contribution as informative as is required (for the current
purposes of the exchange).
Do not make your contribution more informative than is required.
3. Maxim of Relevance (Be relevant)

7 Age difference between Lear and his three daughters, particularly the youngest one, might have something to
do with the favoritism. Lear is eighty something while his three daughters, two of whom are married but without
offspring and the other one, Cordelia, is unmarried, might still be young. This could easily cause an alienation or
misunderstanding between father and daughters. What is more, a dotard tends to favor the last born, boy or girl.
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“Though the maxim itself is terse, its formulation conceals a number of

problems that exercise me a good deal: questions about what different

kinds and focuses of relevance there may be, how these shift in the

course of a talk exchange, how to allow for the fact that subjects of

conversations are legitimately changed, and so on.”

4. Maxim of Manner (Be Clear)

Avoid obscurity of expression.

Avoid ambiguity.

Be brief (avoid unnecessary prolixity).

Be orderly. (Grice 27)
To put it short, with the four maxims we could “enjoin speakers to be informative to the
expected degree (Quantity), to say things that are well founded (Quality), to be relevant
(Relation) and to be clear (Manner)” (Grundy 97). These Gricean maxims are well-known, no
doubt; less known are the Maxims of the Politeness Principle (PP) advocated by Jeffrey Leech
which include: “1 The TACT Maxim . . . 2 The GENEROSITY Maxim . . . 3 The
APPROBATION (or Flattery) Maxim . . . 4 The MODESTY Maxim ... 5 The AGREEMENT
Maxim . . . 6 The SYMPATHY Maxim . . .” (Leech 261). For a dialogical exchange to be
carried on in the intended way, all the parties entering on the conversation have to observe
these principles. The constituent maxims of Grice’s CP, and the constituent maxims of
Leech’s PP provide us, therefore, a relevant framework to evaluate the effectiveness of the
conversation.

Cordelia’s blunt remarks in the dialogical exchange with her father are typical of the
conflict between CP and PP in that “she speaks the truth (Maxim of Quality) at the expense of
politeness (Maxim of Approbation).” To Leech and other pragmatic linguists, “Where the CP
and the PP conflict (e.g., where to speak the truth would cause offence), human beings tend to
take refuge in craven compromise. We tell ‘white lies’, or we tone down the assertion of any
truthful utterance that might hurt or challenge the interlocutor” (Leech 262). But obviously,
this does not work for Cordelia. She opts for impertinence to highlight her disrelish for
gamesmanship. But “Flattery and insult are defined conversationally in terms of the Maxim of
Approbation. To insult is to violate the maxim; to flatter is to obey the maxim, perhaps to the
extent of violating the Maxim of Quality” (Leech 271). Goneril’s and Regan’s formal
protestations to their father, whether sincere or not, are therefore following most of the
cooperative principle except the quality maxim (truthfulness), which is not the concern of
Lear at his point. When Lear turns lovingly to Cordelia, he expects that she would comply
with the language game rule set by him and have “normal” conversational behavior so that
she could be rewarded with the best share of the kingdom:

Now, our joy,
Although our last and least; . . .
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................ , what can you say to draw

A third more opulent than your sisters’? Speak. (82-86)
The word “Speak” is uttered with confidence and pride because he believes that Cordelia
would never fail him. Surprisingly, the response is a curt one: “Nothing, my lord.” As if
mishearing what is said by Cordelia, Lear echoes either unconsciously or unbelievably:
“Nothing?” But this echo is returned with an assertive: “Nothing.” Good-naturedly, Lear tries
to rectify Cordelia’s waywardness: “Nothing will come of nothing: speak again” (87, 88, 89,
90). Lear’s face-saving act means to redress what is being opted out (not being cooperative)
by the daughter; however, this only elicits a lengthier but tortuous response from the stubborn
girl:

Unhappy that | am, | cannot heave

My heart into my mouth. | love your Majesty

According to my bond, no more nor less. (91-93; emphases added)
Cordelia refuses to flatter even though she did say that she loves the father. She is almost
gagged by the necessity to be obsequious. Cordelia the speaker is hoping that she could be left
alone and would not have to be imposed on by the one with the absolute authority. She needs
to be independent. The key utterance “I love your majesty” is qualified by and couched in
some jarring and descriptive modifiers constituting conditionals. Worse still, the comparative
quantifier more (a member in the scalar property of much) is modified by a dire and
disheartening negative no, which is repulsive to hear. For choosing such an impulsive word
would imply that “the items above [the scale of much] . . . do not obtain” approval (Cf.
Grundy 105). To someone who is used to giving commands as Lear, this is almost a
humiliation to his self-image. So undeterred by Cordelia’s seeming condescension to his
request, Lear pursues further: “How, how, Cordelia? Mend your speech a little, / Lest you [it]
may mar your fortunes” (94-95). Anyone with a good common sense would immediately
realize that the hearer of the former utterances is annoyed by the speaker. Cordelia is thus
repeatedly urged to follow the CP in their conversation, but the poor King is confronted with
the girl’s self-righteousness:

Good my lord,

You have begot me, bred me, lov’d me: |

Return those duties back as are right fit,

Obey you, love you, and most honor you.

Why have my sisters husbands, if they say

They love you all? Happily [Haply], when | shall wed,

That lord whose hand must take my plight shall carry

Half my love with him, half my care and duty.

Sure, | shall never marry like my sisters,

[To love my father all]. (95-104)
In Raphael Holinshed’s History of England (1577), King Leir’s youngest daughter, Cordeilla,
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would reply in this way:
| maie not answere you otherwise than | thinke, and as my conscience leadeth
me . . . | protest . . . | loue you as my naturall father. And if you would more
vunderstand of the loue that | beare you, assertaine your selfe, that so much as you
haue, so much you are worth, and so much | loue you, and no more (226). (qgtd. in
Kahan 13)
Both are aware of the seriousness of love contest but both refuse to comply with the simple
language game rule—public protestation of love. “[The] connection between loving harmony
and economic justice is the accepted factor which underlies the formal patterning of the
opening scene and is disrupted only by Cordelia’s asides which introduce a notion of love as a
more individual and abstract concept, incompatible both with public declaration and with
computation of forests, champaigns, rivers, and meads. Cordelia’s notion of love gained
precedence in modern ideology but it seriously disrupts Lear’s discussion of property and
inheritance” (McLuskie 104).

For A. C. Bradley, Cordelia is not always tongue-tied, it is her “tender emotion, and
especially a tender love for the person to whom she has to speak, [that] makes her dumb”
(Bradley 27). Dumb in the sense of inability to speak, yes, but stupidity too! Again, Bradley is
keen in saying that: “even if truth were the one and only obligation, to tell much less than
truth is not to tell it. And Cordelia’s speech not only tells much less than truth about her love,
it actually perverts the truth when it implies that to give love to a husband is to take it from a
father” (29). Cordelia is too naive in political calculation. Or we have to say that “Cordelia’s
hatred of hypocrisy and of the faintest appearance of mercenary professions” is mingled with
“a touch of personal antagonism and of pride” (Bradley 30). Yet, this pride and antagonism
against the fawning sisters would deprive her of the old father who is “a very foolish fond old
man, / Fourscore and upward” (4.7.59-60) and susceptible to irritancy and senility.

No doubt, Cordelia’s reply to her king-father’s request is “perfunctory and frosty,” to the
point of irrelevancy (Kahan 13). She says more than enough and without compassion. Being
advised to modify (“mend”) her speech, Cordelia begins with the self-evident truth: “You
have begot me, bred me, lov’d me”—the three present-perfect-tense verbs with their
cumulative effect of being born are reciprocally returned with the three present-tense verbs of
obligation and duty: | “Obey you, love you, and most honor you” (Cf. Sell 28-32). No passion
whatsoever is being expressed in this staccato response. The “You-I" distinction and the
balanced (or duplicated) tricolons show a well-proportioned and nonchalant self irrespective
of family bonding highly expected by the king-father and regardless of the consequences of
proprietorship ostensibly announced by the father-king. Jonathan Dollimore’s materialist
reading is keen in claiming that “King Lear is, above all, a play about power, property and
inheritance.” All, including Cordelia of course, in the court of King Lear know that the
language game is related to the “redistribution of power and property” (Dollimore 197). Her
utterances have to be accepted and liked by those present, particularly by the father-king there.
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To do otherwise is suicidal.

True is it that “In language, it must be declared, we have to be content with saying both
less and more than we mean: less, because our language will never immediately convey our
meaning or perform our acts of power; more because it will always convey messages and
involve us in consequences other than those we intended” (Pocock 32). Cordelia deliberately
flouts the conversational maxims with the hope that her father-king could understand her
underlying implication or plight of “duty.” So despite her defiance and nonconformity,
cooperation of some sort is still taking place, but no longer on the literal level. She would
assume that when she intentionally flouts the maxims, the king-father would go by it. If so,
the Gricean Maxims serve a purpose both when they are followed and when they are flouted.
But there is no mistaking that Cordelia is purposefully violating the Cooperative Principle and
Politeness Principle to challenge her king-father’s tolerance (or his love toward her).

No doubt, “Lear’s intention for the opening scenes is that it will be Cordelia’s
coming-out [speaking publicly before the court—something she has perhaps never done
before]: she is supposed to give public expression to her great love and in return she will be
rewarded with the richest portion of the kingdom and the most prized husband” (Bate and
Rasmussen 2004). In fact, Lear saves not only the choicest land for her but the symbol of
royalty and authenticity of rulership—his coronet—for Cordelia, which he in great rage
hastily removes from his head and offers it to Albany and Cornwall to “part between [them]”
(1.1.139).

Horrified by the loss of positive face, the desire for solidarity with his beloved daughter,
the despondent king-father is much offended. He reassumes his authority as father-king and
turns himself from a benign property-dispenser into a harsh bereaver. “When Lear responds
with ‘Nothing will come of nothing’ his words need not be delivered as a puzzled reaction to
an inappropriate idea.” The doting father good-naturedly reminds the daughter of possible
consequence. “Moreover Cordelia is not opposing hereditary duty to transcendent love—she
does not reply “There’s beggary in the love that can be reckoned’. When she expands on her
first assertion her legal language suggests a preference for a limited, contractual relationship:
‘l love your majesty / According to my bond, no more nor less’ (1.i.94-5). The conflict
between the contractual model and the patriarchal model of subjects’ obligations to their King
was at issue in contemporary political theory and Cordelia’s words here introduce a similar
conflict into the question of obligations within family.” (McLuskie 104). The conflict resides
in Lear’s being the father-king and king-father. As a common father, he could easily bypass
the law of inheritance but as a king he would have to choose a reliable successor if he has to
abdicate his throne, more so because he would “retain / The name, and all th’ addition to a
king” (1.1.135-36). Lear’s intention for the opening scenes is that it will be Cordelia’s
one-upmanship of love protestation by imitating her sisters’ unctuous remarks, being the last
one to speak. But Cordelia ignores Lear’s intentionality and refuses to sound off about her
love toward him. So all is lost that does not begin well.
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For infuriated by Cordelia’s acting maverick, Lear disinherits her first and then disowns
her:
Let...thytruth... be thy dow’r!
Here | disclaim all my paternal care,
Propinquity and property of blood,
And as a stranger to my heart and me
Hold thee from this for ever. (1.1.108; 113-16)
“If Goneril is too frighteningly real to be dismissed as a symbol of bestiality, so, too, Cordelia
is too powerful a human force to be dismissed to the ranks of the angels” (Howard 46).
Placing everyone at his beck and call, Lear is to be feared and obeyed. Cordelia’s refusal to
obey Lear’s command constitutes a direct confrontation not to be easily condoned. When
speakers intentionally flout a maxim, they do so with the aim of expressing some thought.
What then is Cordelia’s thinking? She seems to be the lady who would practice what she
preaches. Or simply, her familiarity with her father breeds affront, if not contempt. That is,
Cordelia seems to have too much confidence in her king-father’s tolerance toward her
logorrhea and escapade. The best example is the verbal parry and thrust between the two:
LEAR.
Nothing?
COR.
Nothing. (80-81)
LEAR.
So young and so untender?
COR.
So young, my lord, and so true. (99-100)
These stichomythic lines or quibble-like echo utterances are indicative of the contention and
endearment between Lear and Cordelia. Both father and daughter are dramatically
programmed to heighten their emotional intensity. Not that the daughter would ignore the
geriatric’s moodiness to irritate him but that she is conscious of the father’s doting upon her to
provoke him. Compare the stichomythia with the flat declarative lines below:
Alack, ’tis he! Why, he was met even now
As mad as the vex’d sea, singing aloud,
Crown’d with rank [femiter] and furrow-weeds,
With hardocks, hemlock, nettles, cuckoo-flow’rs,
Darnel, and all the idle weeds that grow
In our sustaining corn. A [century] send forth;
Search every acre in the high-grown field,
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And bring him to our eye. (4.4.1-8)"
No longer frivolous, Cordelia’s wording is imbued with concrete images more down to earth
than she would have employed when arguing with the father. There are more polysyllables
being used in the above speech delivered upon her return from France to find the mentally
disoriented father. Her word choice and her way of expressing herself indicate that she is no
longer the chattering and flighty girl antagonistic against the father-king over the abstract
notion of love but a woman seriously concerning for her old demented king-father’s plight. In
a sense, she becomes more realistic, more compassionate, more willing to compromise and
less self-indulgent. That is, she bases her talk more on mutual assumptions and goals than
before:

No blown ambition doth our arms incite,

But love, dear love, and our aged father’s right.

Soon may | hear and see him. (4.4.27-29; emphases added)
These are the words uttered by Cordelia when she is found returning from France. Her voice
would be calm and flaccid in expressing “love” to Lear. The love is simply love with no
qualifiers and no conditionals, unlike the contractual love she so insisted before.

She accepts what becomes of her father and herself, no finger-pointing and no berating.

But it is too late for her to learn the necessity of shared presumptions, principles and
face-wants (the need to have face respected) in carrying on a logic conversation without too
much “cancelability and detachability” in order that a common goal could be reached (cf.
Horn, 69-86). The conversational or cultural conventions of “positive face” and “negative
face,” that is, “‘the desire . . . to be approved of’ and the ‘desire to be unimpeded in one’s
actions’” (Weigand 94) determine the success or failure of their language transactions. The
tragedy is, then, a tragedy of miscalculating and miscommunicating in terms of intention and
effect on the part of both the speaker (addressor) and the hearer (addressee). Both Lear and
Cordelia mean well, perhaps, but both misfire resulting from their misunderstanding about
conversational implicatures, i.e., circumstantial or contextual inferences. Or we should say
that both are being taken advantage of because of their failure to comply with the cooperative
principle and politeness principle so important to make contributions to the language game, to
win territory and power in this case. Lear is being cornered by his own solemn protestation of
land-division scheme “to divest us both of rule, / Interest of territory, cares of state”
(1.1.49-50)."° Cordelia is too reckless to cooperate, at least verbally, with her father to guard
her own bequest by “[committing herself to the abuse of her father’s authority,] a thing so
monstrous, to dismantle / So many folds of favor,” so declared King of France (1.1.217-18).
The pragmatic function of language delineates, to a large degree, the dilemma and plight of
Lear and Cordelia in their speech events and, of course, Shakespeare’s orchestration of the

8 The Riverside Shakespeare follows the Quarto text in that this scene is preceded by another one in which Kent
and a Gentleman discuss Cordelia’s concern for her father’s mental health.
!° These are lines not found in the Quarto edition.
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Artist, Artwork and the Truth of Art Interpretation of
Heidegger’s Thinking of Art

Ming-dune Huang™

Abstract

Heidegger’s “Origin of Artwork” deals with the deepest experience of human being;
and that is the experience of the truth of art. There are three aspects in his analysis: 1.
What is the “thing”? 2. The relationship between the artwork and the “existential
experience” 3. The question about the origin of artwork is a question about the truth of
Being.

Every artwork hat its own material; in the traditional understanding its material
would be regarded as the material of “form‘. Heidegger try to provide a new
interpretation — the material of artwork is its “thingness”, therefore the “thingness” is a
new beginning for us to understand the art artwork; on the other hand, our understanding
is also a concrete experience of Being.

The experience of Being is the concrete experience of our living, hence in the
analysis of Being the artwork can lead us to understand, what the meaning of our own
Being is. When we observe the artwork, which we appreciate, we can feel the pleasure in
us. And that is a question, how we can find a interpretation of this kind of inner pleasure.
And what makes it different to the traditional one. Finally, why should our interpretation
guide us to a fundamental question of philosophy—the question about the truth of Being?

As matter of fact the artist is the creator of artwork, but Heidegger thinks, the artist
and artwork have a common origin, and this origin is the truth of Being; the truth is the
experience of light. According to Heidegger the Greek temple is the place, on which the
truth of Being reveals. What is the relationship between the temple and the truth of Being?
That should be a main question of our interpretation.

Keywords: Thing, World, Being, Temple, Creation of truth
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TS » BB KRIHIERS RIS S T ) (das Echo) M - 4 AfHEEEHY
B o AT RS T A P DR SRS - BA o SR DR
PHARA THYEE | (das HOren) oM 8228 » A LA BF > B B 7 NEKLF B3 T A
BEREOFE S Y O BATRZEATIE BB L ONG [ bleE - B g A 54
PETTR FZ o FAL T Erch Mo, 2R R G M
o v A IFAPRE . PAL T amiE o AP AR T E # £
R84 5o | (Die Menschen héren zwar und horen Worte, aber in diesem Horen kdnnen sie
nicht auf das ,,horen”, d. h. dem folgen, was nicht horbar ist wie Worter, was kein Reden ist,
sondern der logos... Das echte Horigsein hat aber nichts mit Ohr und Mundwerk zu tun,
sondern besagt: Folge leisten gegeniiber dem, was der logos ist: die Gesammeltheit des
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Seienden selbst. ) **

BEA L FE5Y  BMEEE TN Rk > SEEE -7 eEEsds > %
HJEE 0 (EEEnAIHE o B RAEE RS o B ERERE  EEERRNE
B THE ) (logos) - M BERMERT M85, ? WA CEEHIIEERINISC
T B o PR 0 VBERSEN R - IRTEE GBS TS E HIERRR: o TS ) IR
R IRTEFREANRFIGREVE SRl PEb R RIS - a)shet - —RAREAR R
/INZEERNEES - R > FAENFREE AT - bl > §—(E57H R EE R L
BUERE ) FER LRSI F R4 ? CF AR R EERAFRE LR ? —(EE 0p RF
EEE U EEFESR ? BENEENFEMGEE AER ? FE ) /RS0
v R ER TIEAEIVER - MElR > TR TEE 0 b SRR TR
FFEREERE - &£ T ERA ) BAREIA . BE L AN T AMEFE E&81~E
BE] T ib—AF By TP AR Y TP o T | 2 T ESTERYIFLE | B
REEN TEERE o HE > AMAE AT R EEN IR o E—E AR E ANEE
155 fEhEE R R A NI RE M - EMEE - EYEE T HETEAR ) o itk T
% (vernehmen) fy[FIRRVERE: ; 50 - AR R B CHVAEmRE) - B EER
EEEREE o My DAEEE TR - HEMEEAHERWNE T HEE ) BRINEE - fEE
PERGARE - MO DAESR =R A ERY 228 ) iVERS  BEERE T E | ZHEARE
HHREH

DA PR T 2 R R

1. TzE ¥ 72 §H g v & T4A—%, (die Ent-scheidung) -

2. TmE T 3 ) ahl A Fod 2 kg (die Wesensgemeinschaft ) »
wiR T4r2 , A T?‘f%ﬁ%ﬁé.ﬂ (die Not) -

3. T4z #BPFT AT T4, i}&ib’*”ﬁ B RS s E
AR Ty gz Tqad 0

RrEs e T 28 e EEIIRES - Rk HAEHEE 85 RHE T8
B AREEN - TRREERE T = IAER > JBER S ERR R =RV
R/l "HWE, 2 T8 BEIEN "AE ) ESRANRESE "HFE, £

(#= ) (Logos (Heraklit, Fragment 50) ) ER CEH  JGEME e, BfgR " A/
J2H& , (das Hoehren des Sterblichen) - A Z&EFIHY A » FI - r4EEEHCH TF
FRME ) H - TARRME ) (R T AMEE ) MAE - HO £ TARME, £ "TEC ) Ui
HEWREMEHEIER  EETEELHESH "B, 2 T ErxEESECNEER -

¥ Heidegger, Einfiihlung in die Metaphysik, S. 99.

Y ARy EEE S - (Logos) ARZENE > i fris  WITETHER T8s ) - RMIWEES R
FAEE Y« T BT E o RS (logos) MFIGRESE "S5, > Atk TE5, 2 T 3658 -

R > "EE MAREXTFNER - (B2 "8, 2 T, o T B TO, - TSR T O

HIERGT » B(tEE T EEi ) B T ARG Y THT L AFRITE - IR - rEREERRE o fEiEH 0 T B
FESCHY (legein) » EA SRR - i - fERREARRERHY 2 B o E IR I A R BB A% - B2 T #T

HITT By o AEEEfRAYEAZ S » Y - WM& — R R R EIRVEN S - 28R - TR - ERRIFAERYA
TR AR ik okny e | (die Logik) -

5 Heidegger, Vortrage und Aufsétze, S. 222.
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FTRA - TR SHEREERN "HC ) - IREVEER R - FRh—f T8, T
B2 TN ) BT Ry ¢ EEE TR, BUrHy A ansiE B FE L FE
MEVHE 4SS EEAEREAR g HBAERMIRAT - 75 TR, B RA/NMZALIETR
LB EYFS AR - (H2 - EIRFIHY " AT ) A Bt dariUE Y - E
HAMeTDL T2288 ) EIEAVERENG T3 T2, kp TA—4romlR4s pF oz T2
o EaET A FrTpm ooy v EB LAz Badsdhe (... wenn sie von
Grund aus Ent-scheidung ist fur das Sein gegen das Nichts und somit Auseinandersetzung mit
dem Schein.) ** [Nt » PP AESRTESORES "5 | BOEEMRE N & T1EE
G TR B TS ) 2R T R M

TR AREEY T gt SRR 2 A T, (Myev) e TR R
e Tfas o B0 B A A i o - BTN T R B TR e
( Das eigentliche Horen gehdrt dem A6yoc. Deshalb ist dieses Horen selbst ein Aéysw. Als
solches ist das eigentliche Horen des Sterblichen in gewisser Weise das Selbst wie der A6yog. )
VAR o AERCEER RPN EEIEE CAEE RE > RIFILE > RFIEEAFEE
HEANSE O EE - B2 SERAIRN - & —E A LUEEEE CHYE &R - tAYHE
PN B ERVEEE B T B REENREE bl T EIEREEEE R T
ERRN

etk TMTEETEmElT T RDR , AUHK o IRV ELET » MR LI TR
E | (die Wahrheit des Seins ) Bl " EHFJ{EAE | (das Sein der Wahrheit ) - 1254 h 0 »
ANMEERTE " Eiiaryitls | B TEIRAVET | - B2 - BRI mEBIE s B A -
SATHY TR ) BREDHK o BEIER - BB R EZCER - BRY TR ) Bk
EOHK - HE O TEETRIEREE - T B R ERAPERER A - FTbL > —
HERIEm I EE TR ) WEREE - (HZ - EVilrmkils " HEENE
B BEROKENA ?BE L B TESRAE - BN BETEART T HE ) ek
FEIEBER » 2 BitalfFEE—EE " EE ) gEN TS TR ARERE
Haptlhy - B2 AVHEDRE CAEMmIVE T - R » (ERIVEITmAIE ERE MR
Heapfhy R anERRL S B HVERRE - [FIS - BB ATS AT R
MR ERy " AarIEEE | (das Lebenswerk) o &F—(E \AyA4= G B4 an g nT AR ET =
BRSNS 52 0 NERBWEA—ER LAY ER — ERESETHY T A1 (der
Augenblick ) -

AN g
EARE - TGERESCE (EiTantiEElR ) B — AR RIS e A A E A2 R
KR > IE AR BT Y T A EAEER 0 B2 T AR AERTEZEEL (die Offenbarung des
Seins) > [FJi > =R BT ALAIEBIZREIRAY " 250 (das Ereignis) o *° R348 Feffias

1® Heidegger, Einfiihlung in die Metaphysik, S. 177.
7 Heidegger, Vortrage und Aufsétze, S. 222.
8 L#r : O. Poggeler, Neue Wege mit Heidegger, Freiburg/Minchen 1992, S.122. 75 Poggeler Ei v.
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HAMaA— T (RS TFE4, ? EFHERERER T FENES ) (de
Seinsvergessenheit ) FHTE2AY &84 | (das Geschehen) B "=E{F: | » w[E » {EHfHHEAE
th 38T T AFAERYEEE | (die Seinsverlassenheit ) ; JEELE T FEERS | BEFEGEN T E
e

BN BERTAR R B0 Y ) B8 BE  RIRMHVERE - AT YY)
AR th o Bl EEEIEA T S S EIEGIRIEE - ° TR ? 0 S EREE
S ARIETRENE - fE ANBRE T A ) A7 =NBEfE T » N4 2588 5 CAV T REM: - #A
BRGS0 TEIEAE 0 ABVIT BB T {FAEHV{FA(E , (das Sein des Seienden) ZfHHY " ARG
il {% , (das onotologische Verhaeltnis) 2 fIHVETamEE R o WRAMEEF - /BFEEHY
LR SEEL I AR AEE > AN R IR E YR - &/ BHERE T AREIn LI " AE | RREN
HFHigs - AtV RIRE A RA "R 5 (der Ursprung ) HYRTRE - AraEny " EIR | BIFEE Ay T
TR~ AR TR SRRy TR FE o Bdlnimny TR ) R TR, i—
(EEEE

TSERS A T B AR R M e 2 AR AR R - R T, iV TR
HYEE—(E0 B - 0 EIRMTEEE R ET ey T fFEE S, (der Sinn des Seins) 1 » &4k
AR LA ERESE — 22 " YAVER} ) (das Dinghafe des Dinges ) -
i BiS HEAEK BB LT LIER M - feggiirmey "EkR - EEEREN
B © NG R AR AT Bl i © —RRAGR » /INZ A (BT A
PRURy > fhdie) s T Bfg | B innVE LR F > Frll > IEM VIR it —0F " dh
EH - B T AR TER S flA o EEE R - BEREEAKATE - 3£
il — BT - (HE LR SRAIRN R - INE T EIE T mivEE - 18
/N ETELES T MR R T Rl TR E T BRHEAVEY - BT
EREAMRRIAYE MmN - £/ ZFriH R > S REZ Ol "9 19750
Bras/ Nz TS o M > ARG EEENER L ML E S A —
TR EEREIRA (R o FIRE > BGOSR Kb EEE
RS ERATRLER o JBIEASEE R EEMTIVEM L > B ") WK ERVENIEE - £
PR B EEMT Ay TEDRIME | R E o FatAUE T DAR t B RRA A E - Bifi i 2R
SREY TERIWE ) BiE T 26 (der Stoff) 5 ZE 2 BTN - BEIEER  BERME
MESEMTRIRHE - MESE BTy "ERHE S > PRl EEiT YR EEE - TER
TR EELSE - B EER S  TYRTERIE ) e 2 ERAERAPIRIIR AT 2 1
MREVVHBIERE—EE FEARARE  BTEEE FAE » AN & EH#E | (das Nichts ) ?

Herrmann 2[R SEE - 557 DI2% © v. Herrmann, Heideggers Philosophie der Kunst. Eine systematische
Interpretation der Holzwege-Abhandlung: Der Ursprung des Kunstwerks.

Y Lk ¢ B. Allemann, Heidegger Begriff der Kunst. In: Edelgard Spude (Hg), GroBe Themen Martin
Heideggers. Eine Einfihrung in sein Denken. Allemann &5l AL 4S B EAR RI4RERE S - {HE »
e TYIRVERIE ) BT - TR AR A R RE B i 2 R AR R

20 i« Gadamer, Heideggers Wege, Studien zum Spatwerk, S. 87. EiZagdifis i " AS | ek T
HIFLRE%E | (die Abgrenzung vom Ding) -

21 Dieser Dingbegriff setzt uns instand, die Frage nach dem Dinghaften im Kunstwerk zu beantworten. Das
Dinghafte am Werk ist offenkundig der Stoff, aus dem es besteht. Der Stoff ist die Unterlage und das Feld fur
die kiinstlerische Formung.* Heidegger, Holzwege, S. 16 .
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BB NEFAEA TR A EREEE ?

Sflrimnty TER WA T FEAE ) #Y TGS | (das Pradikat) 5 B AFTEF]
A TatiEE ) EATRESMERY T o B FESSSN—T5 I > Eilrmiy T ER 22— TP
BaReE y (die geformte Material ) 5 fEZ i BI{EAVIEBIES - EIVAMEIRHSETZE © #1
e e HEEERIED A - BE L SilbaIfEE—E T RS 0 bl fERITRRY T 1F
TEeSEy | miedr - VERL ) BYPEERE TR E ) BRI ER TEAE L R
BR800 B0 TR e T ETELE S (ins Sein kommen ) o FffTATLL
MRS & e R —EG1F - e AL LR T BRI ) AVEirma sz - 1
SRHEEHY T BT A - [FRY - ERRE—EZER B T EASER ) FRRY
Ehffgzef] - RIIL » RS BESETH 5228 M2l » HZK - 5 PP A 75 ([ 22 e 45 -
PAMTHL R Ry T dnfy— 800y > #agahal - B P2 ERARVE R IRPTE 2RI Ery 2
B - FTaRy B EEE ) AREBIEEIVER  Bia - E—EEE S A —Ef e
HIBHiE: - ey E R TR ER  AESE - RR - (EMAVRE T » FRERBRIA
Y] DUE A A s B EPIVIR AT - 2/1% - TR S B E Re il — el s s - FE L
INGF RV R TR AT B RE R ARG TR R e N
ZrHETE L DB R IRE T AR BB C - Ak B TR
FIIAE

—MRER > AEBTERE » NZFIRTEY T BiE T BeA ) (das Spielzeug) s HZ
TEHFRAAIBAE T NZ AR IS T B9 TARE o TR SRRV ELRE - 5
TEBRER » Bl TR/ Mz IRAEAVEBL I L - T RVER ) FEER TR ) IFE T EE
B AR T TR 8@ w0 5 & 5 (ndmlich bei der Weise, wie das Zeug ins Sein kommt ) -
2 BRLL > FERRFIEVERRR T - FAAEMIRIE T 28 ) HUAECTA AR T EEfii IR ) (das
Spiel der Kunst) ; JR4aEEgHYZRIAA T ZAEIHVE R - #m)ehaR - Blam i A el
Bl RIHIE B - 2 Bl SRR By - AR B TE B AR By N2 TR TS RER
(das Vorrecht) » [ » fEEFR [ WEVEBIN AR —E - 26&F - /INZT=/ NMET
By P FEER L NNETRVERUE IR A AT AV Y - (Wenn es ein
\orrecht des Kindes ist zu spielen, so bedeutet das zunachst nur, daR das Spiel irgendwie zum
Menschen gehdrt. Vielleicht ist das Kind nur Kind, weil es in einem metaphysischen Sinne
etwas ist, was wir Erwachsenen iiberhaupt nicht mehr begreifen. ) 2

2 Heidegger, Ibid, S. 19.
2 |1# + J. Piaget, Das Erwachen der Intelligenz bei Kindern. In: Gesamtwerke, Studienaufgabe Bd. 10. {{cH#
F7 R ERANERAZ /N SR FHURPENIRHE » B8/ NERER T FAEE ) IR - 2 /NGRS »
TS EERWERY - )RR o SR T DI TS SR TR, o EERHEA AR TS
4&H7A#ES) | (die impulsive Bewegung ) , ~ " FEFEEIEAYE A | (das Greifen um des Greifens willen ), "%
REIR 409555 | (die Koordination des Greifens und Saugtatigkeit ) , ™ 5 Ay FE1%Z B RS > A AaE |
(die Koordination der eigenen Hande und Wahrnehmung des Objekts ) , §z% - " ZiE - R BLEET- > RHAY
%34 , (die Koordination des Greifens mit den Augen und mit den Handen ) ( S. 97ff) - fEi2 2&(FFEELE T » /N
BGNTAREEE S - ARRIE B CEEE T FAEMR (% » H o AR b JRMERETEE SR ARG -
SOEF ERRE SNSRI B/ NESUSHRE RIS o (HE > BRMES LR - NN
TR BAREENHR ? BE L JMIEZERE T RN ) iV B thE S BRI -
#* Heidegger - Einleitung in die Philosophie GA 27, S.310.
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\EHH:
53
Rt

TEASENE TS BAEEEIREAVREE o A Tt by BB T b B
L e ’«fjf“iki“’ﬁ*mﬁ?ﬁ“ pam v PL AL Rp Fa, T2 R, B3 Sk
R ( Die Ganzheit des je im Dasein immer schon verstandenen Seins, insbesondere der
Charakter dieses Verstehens und die Organisation dieses Verstandenen, das In-der-Welt-sein
(iberhaupt - Die Welt hat den Charakter des Spiels.) 2> FFlL > TG | &R T ASEAYE,
B ; (das Spiel des Lebens) -

TE/NGF- BT AR T NEFIRERY TP RS Ry T 5 (das Spielzeug ) -
B /INGFELT ), 2 ARG & e s 18 A (T B s e B PR Ry e ek 2z i o
fJ\?%%REB’/@EEEBﬁ "o, B R By TV BB/ INETEY T I
Yy, o T En ) RSB NZTEITT R o

E/NZIEDUAY T Ioh ) B MEEDE - TTEEER ) Bl T HEESE ) 1Y
HASET - FRIERIEEAVEEERRCRy T A3E ) (das Erhabene) » “Nif » fli%E 2 MIARANME
HIZ2SE - BERY T HEE , 2B TEERY - [FEF > SREBNEIEFERT A 2R EREH
5 HajEhs o BRI E RS ATEIKER - N OEFIYERE IR ERSERE
— R (B2 JRHERS ARy T RS BB T AR ) ZE OB REAY T AR | -
[EIRERE » TR "9 BT R - Bt o] DASEER H Ay kel - filal - BRI
EHRHE TR ) AR > R EEE EEREES) > 2 ARk 0 AR
AEREEFIAERR - S - R EBIEEIE 2 M 25 A YRS - E?jtz%
—TEEERR - FTDL - TR AR R —%%J%Zj’ﬁxnz/\ﬁLFXEﬁ)&FJ@LFJ@%ﬂEU ESY=
FALG - BERELA T RAARYEPE ; (das Urspringliche ) -

Sl BN E ARy TRl - BT LSS TERME 0 AR Eiflox
AN REEE oAy T ERME ) ek T¥)ME ) (die Verdinglichung ) » [RRy - —{FREDHYES
flrin o] DAREA IR TG 5 fRiEeE > TSR B ARy TERME ) BRI -
Sl — o [FRF - RS BilrREHE CHY "R, (der Ursprung ) -
iR T REIR uLéEE%ifmuuﬁM’EE’J}jiEP  [EE > TR RETREEHC Y
[EIRREI B — R IR - 3 m)EEsR - A — PR EE 'R Em S » Blr2 1 48
HHETFNEHC — B KR ﬁﬂ@nz@&ﬁ@éﬂﬁﬁ)fﬁ,ﬁiﬁ%@ﬂﬁ "R - B
i - P AR E ¢ SR EIEAVEIGR 7 (R MrvE g+ - S AH T EEHECH
B | (die Wahrheit des Selbst ins Werk setzen) 5 & (@ AGkE © H:4E , (das Dasein) -

\

hg

hg

% Ibid. S.310.

® BE L BEEEROIFEFNETEDS o ESHEEE A R P GEHRARE - B0 820

Lo ETB M N R BT B IESTK -

2« Im Spiel gehoren Spielregel und Spieler nicht nur unmittelbar zusammen, sondern im Spiel liegt mehr: Es

ist vornherein etwas Urspriinglicheres.“ Heidegger, Holzwege,9 > S. 311.

% EiEM > k(M (DasSelbst) Bk THC , - ToHERAEE Y THE, BEREC - fFEC

fECEKMEC ~ IRFEC. ...  EEXEERRAR "TEENEC ) o POERREESIIE R

HEeFEE o W BT AL TR B FAYEEEL - LK > Das ins-Werk-setzen ERASEHFAVE L -

Ha)EEsR > TEETRIEREE T B2 EIREC B A EH A e [ BT {Eq  (das Werk)

EETADGH BEENEENE - bR EEEHENEREE > flu T EAENEEETHRE AES , (das

Sich ins Werk-Setzen der Wahrheit des Seienden ) ; i5 ¢S/ AVENEE » [E0 » fE P SCHYEE L B APIRHIE »
AV E R AT R A (B B o B AMTEEREERHE - BRMTE BN E 1R iHE
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BN ETRER T I, B S > BiniE—TE T8  (das Zeug) - 1E
B BT AR EEGE T 500 289 T fEERFE (der Seinscharakter ) -
EEHERER—G "B, HHE > TEEHCW TERME - TTESF , S TEF 5 &y
& v eh PpRFEM, 2 ¢ o | (Das Zeugsein des Zeugs besteht in seiner Dienlichkeit. ) 2°
—{E A B CHURREE—E T =S (die Vorstellung) 5 =522 AT BSR4 B 4G B4R [
g B AMMEFEHEC S ER  EEUFRHACHEEE G ? HX
EFENFRRESE T HCOHVEH ) (die Wahrheit des Selbst) ? (Aliit » HE G2 —FE
AR TEES S - FERMT L ERREREEENEC - B2 > BRNERTNZ "8I
[24 ; (die Selbstreflexion) ; f£—f% A " B EF > AMPISEEEE U H G ERE
MIE - M BEEGEZEEFEEC » A% FEEGT - AT UEFREHE
TFRY TEIRER  (die Selbstanschauung ) *° ;i VAE G A E R R T ER2
oY B AMERMACIETHREEE > HeaCNEEESG B B
HNEREANGHIIN - W BEAPEEIIEERIINE » BasER > BEERREA
IERE s B AMEEE OB - B AMTHEGEHEE CHRHE > SCBERES L
# — A0 HETEEaREEENEE - 02 FEEGPIEEREIIEE > FTll
TEEIERGERER  FRMCRIRENY B R G L > FEE > BEITER 8 EH
FTERMALIRT - EEEEET - S A TR IT R » ECAVIE - B
M EREENET -

FEEG S > AfTNAIEEEENETR ? COERECIER » Rk SEEs BEEHY
s > B FEERERVIRE S > SrVEIA R EIR B ES o BN [ERVRR S BIfS B
R MTE AR EIAVERL - Fla0 > BRRAPEERITENET > 118 BMryyeals] I H
FEEE - BHE > BEGIREERENEE  EEEEEST - Ao ERH
HOMZ  f1 > A EEST  BRMOEE - HENREEERM > B2 v E
FeaMEESE 2R — N T FAEEER o Frll o fEiE > HYEssg @ NS - XK
wANBE CEIFAABEATIHE - SRS SERERRERNER B BREEOER M
H IR B IR E Y 55 L o 25 (88 BB Y R 22 RS — AR Y o TErHEIFEE - A
WIS A E RS — TR ZE0T 08 - B R RERs - [EHE > BRI 25 BB ek i
SRR — B - R S RERDLIREY TR BERTEEE TERT K
TR #9 TR (die Lichtung) » %

fFEReE -

% Heidegger, Holzwege, S. 22.

O EESCEET - THE, (die Anschauung) 4 - TRFTEIREEIRAES > 78 THE ) 2iEE
TEREER . EAFE  AMMEFFLZRERNAE » B2 > BIAEHTEENEE S 20 5
TENAAERRRVERR - [RItE - A 42t "¥)EH S, (das Ding an sich) AL -

$ FIHEFE (der Expressionisms) [HEAG Bl RIAITTE > BIOA HCIE « PARHLEHE - (rigE
HfmEREE G b - BRERT LISt TEA#HYSME,  (das Eidos des Seienden ) T3 2 - 4D - BEIEAYE
KRS FRZ BT R N LI Z BN EHV R - EEER - (ERTEEMERY Ry (brp » A(fTaTRIEE 17
HEHYNE ) A - AR E R 582 RIHIRA % - SEE TLL25 ¢ F. Fellman, Phanomenologie
und Expressionismus. e

2 NIEH (die Lichtung) BizER TBHH, o T, BHFAE > G0 TALEH ,  EERRE
TTHVEEH o (B2 > 15 (FR(EBERT) o JBERCEAEEREIEE - ERMEZELRY "THFEESR
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AL E—(E AR ElGamal B O - St E S s —E ANEE CHEDE - #ih)
st ECEIRAENMEE RN - BB BRI AR 5 = A EHERS - f£5E
BRAVEEE > AFISUE AT LASER " BIRER ) BT RElE: » fERrHUBRL | - BEGIE N
NPTl fEE G T > ARTLIBRYE O - £ T a9 iEET - WA
DLSESRE A EE - AL - JBIEAEE R AEFRMIGER T 259 AUERET > FMTR LABLIEHY

TERL M - P NIL  EESEGT > REERNEREGE R TR, — Wk
THEAE S HDE ) FTEL > B REVRRFLOE A R SRR T AR AR ) AR A

A PFRHAETE

WRFE R TS T B AUsE - 08 (RECEEMAVER > £ TR "8
f74E , (das Zeugsein) > FRFTHLETLAZEER T KMy, (die Erde) B2 " 5L (die Welt)
2RI T o TEEH - IPHEEEGERPIT - TEEFFHEEEIT - FFTe] DUSEE
i TR B TSR ISR - 22 T BHIERAT ) (das Selbsterkennen) B T E FH
fi# | (das Selbstverstehen) 7 [JiyFam - 78 " HIRELH , F > & —(EAHEEAYEHLK
Eptiise HIRVE G R B E ISR o oA EIE BRSNS flA - —FHAEE
EFOHE - N 15 T BB ) (VPSSR T  BEEERER  —EANFHES
Bl SR EENET ARk > SRR " BEHAVEIR | (das Ins-Werk-setzen
der Wahrheit) V#8712 » L) > B2 0 T BRI | 0ViBRS - Bl JBIEMER - Eiln
snFH B =0 BRY A BT o EEm T  LLE R FiEL (die Erdffnung )
(g o T &4 | (das Geschehen) » ATl M BERL | Bt 8575, (die Entbergung) 3 : iS&

"HAEENERE N B - BT  TIEAENEM RO B ER -
35

EHEGIHSET - G (EEEN AR LR EE BRI EN > asER » BHEN
EEHatEs (@77 15 12 H CHVIRAT — (@ A0 e tett - — 0 e B R E B E -
HE L RAnERERSEESEE " BB ) fiEN T EERRENREIET » BE S
[ R e — R A I R

HE L fFEira > BRI TSR T, B TR R FEm o EE
ZEB RN AE o iR S iR BN 2 M0 Fam — EEBRaIRSE -

i > WFIA=EE T SR = TFEEER ) ARERR  eftE TRAL - TEEE) BEEE -
15 = (ERAA R O MR BB o AR R E O MRS RIS - B HETERRA A -

% _An diesem Vorgang des Zeuggebrauchs muf uns das Zeughafte wirklich begegnen.« Heidegger, Holzwege,
S. 22

3 B EISERRATRI R RE o — MR SCRIEER Tk, 50 TR (EIRE > (B o BB
ZEEEENZEE - Frafny Tl SR B MTHERRAEEERY_LE > FreL > B -
iSRRG ENEE  RPIREHIHERNVERET hER - £8F L - MlEEERE SRR - §
W5k ) BUENERE | BRI UEEETEARREERE] o (52 0 TR B2ertt
(Y HEJEERR - SEEE R R - B BRI - TEE ) RBEC - FrbL o 1 TR Z5h
AR S ERE - HESGEY T -

% Das Kunstwerk eroffnet auf seine Weise das Sein des Seienden. Im Werk geschieht diese Eroffnung, d. h.
das Entbergen, d. h. die Wahrheit des Seienden. Im Kunstwerk hat sich die Wahrheit des Seienden ins Werk
gesetzt.“ Heidegger, Holzwege, S. 28.

34



iy ~ B s iRy KB ARl B 2k

iRy BRGERE —EAREAAEE - EE RAE—E LERYTHSE (die Mitwelt)
o BURIR Y A ek eg 7 AT RE (G- 0 FERDTNEE - 505 » TR mTLAGR - Eig 52 B ey
B E AEL Z FERRA G - [EI0F - & TR ERDE ) BRORAYRHE - Sffrinay " H3H ) BIE
NG o fEElrin T BUR VRS SR T B o B2 ST RAVIR
o Bl e eg T B ) TR — iR T - B T HIk BT IRR TR 2
"HE B TIFEE ) ZMFE o B mBRER TS o AR S ET
gt — (R -

Thizae > FIRFA PATF ALY TR ? RENFHI- BT ER
Tl 2® TEY ) TER 279 o vI- FRAEES c2B T55
H g el 5 A a2t s 54 o (Was geschieht hier? Was ist im Werk am Werk? Van
Goghs Gemalde ist die Eroffnung dessen, was das Zeug, das Paar Bauernschuhe, in Wahrheit
ist. Dieses Seiende tritt in die Unverborgenheit seines Seins heraus. ) * g THFHEE |
iy T JEBSRENE: | (die Unverborgenheit) /i ky "2 — | (A-letheia » i/ AR
TRAIEE o TR RS A FHEEE F - (letheia) ZEfEEAVEE » H - (A) RIZEE » Fr
DL fiks T EHE Ry TIE—REREE ) o EElnmz T H — H AIDIAE T
TECEs | B T DR WEm SRR BB EENEC - A% CRIITRER KRS
HTE — B s AR TH — B ryREE TIRE L B THE TR, B T3
B AR o [N o BRI E B — R BRI » Bl T KRS
SATAIERVE RS - BRI R > E&HP LN THH | 2 T FEENEENE  (die
Verborgenheit des Seins ) » #hJEEsR > 2 EE2AVERMERUR T FAE ) B9 > FrlL > (EE&
By TEM B o TR 2R -

B2 TH — #, WERASF SRR - T F1E ) iR e B imay gl
{EMBTE 5 1B " FIERVECEs | o T R ERVESER | EFEEAT R BLEAiT Ay B RS AT Bl
ARl OBz BN BRI ERV DR - 8% - RS iEE b R RS AYE il on - R Eifigim
AR A AT A E b R T eahs ) fVERS RS S 1ERIMEBIEEIE Y5
RCHHRE - TR RV EE | g T (ERRETETRANVERE - Nt - F—(EFEEED
oy T EE ) ' BN o L2 T 2E8  (der Ausschlag ) o S EETTT 5 AER. -
FCNHIVE anf R —TEZEn - [RRy » ERE T B  UeREd: B2 £ T FEER
b ZER AR RE — BT AYZERT 5 SR BRI ERYREN )] - FBE F o FMIATLIRERT
MERIGEIF - IS ILERRR S » & —(EERbm s E— e LAY ERlE - (EAY AL - Bk
B S5 R i I N EM T LA BRI RE - TEE » JBfEts sl ERR B —THEE - BRIV
RGBT ALY AR AU - SR REA S RN R EAVELS o I A 4
Ho EVELSARRFEEM SR TBUATE ) (das Vorhandensein ) » #AEERR - (EIP HERSE
HIIR - ARG R SR D VAL BRI E G EE - AR - HGEGVE S RREN T8
A% (die Substanz) 1 " 4MNE | (eidos) » H)Z - Bl "R | FIHYRTEZ Y

"AE | (dasWesen) — {EEfiTAYAIMEEIE S - EiffEd

% Heidegger, Ibid. S. 25.
¥ et oEE R TR, EERERR A ERN TEAER ) o (BE  HERVERR YA ERENE

==Y
oy
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oz TREIR , OVESE] T A BAR L B8 RAVEVE R BRI B T F
1E&Es | 1y " kg | (der Sprung) » #ajaEsR > WERY T AR | 2 TSR ) AR -
HR & TR | SRR aREE o AR T H — B SN 2R o AR > 1
S EmERMTAY AR, B EipiER TH — B, 1Y " &R BrIBkEE | (der Ur-sprung) .

R EHERR AR - (TR Ry " AE |, ? IPTAI AR " B VIR
EEE - EFEAAREE T - (ERETHVEE - ART RESFIEARENEX - 55
NHVIT Ry r] DLRNE A EHIE 8 | (die Offenbarkeit des Seienden) ; 5% "fFHH |
Hy TEEEMEM | (die ontische Wahrheit) » fEiEf50Y " B | AYAREE F » GE T iL g2
iz B EHR—1 T A ENEEN | FEE CHP A - BIAREBAE SR EE R -
AUHRE G AR B T A ENEEN - (H2 > MR ERAIMm ABL R
B T TPAEENERNE - B2 R TTH > T FAENERE ) e ANNalET - £
TS AR IFZ] - Bl Oy T t—AF | (das Da-sein) ZIE AMAVIRAT < 12
Ef o T—1F , 8y "ATfE  (das Da) 2—{EHJT TGP, (der Ort) s 122 T EHHE 15
FEEES TR 8y TSP o IR DU EMTSE R o fEET e | o ORBHEBHELZERY
ELGEHAENER (R BERTRellEm e MValE/AgE N5 WA
B LGOI A 2RISRV EERS - RO - B —(FEMin b 5e B R R B IS S5 A (RS 5 1
EEEERF S  ANASVEBE O AR EENE CAE - 5% O FIRTE
HEC < BFIETIRR—F - ANEMTRIER AERVES) > Frll o T it—AE , BV T FTAE |
B NMEE TN T > #a)EEER > AMENVER - HEEREE T AT RETEE > T
FESAh—T71H > " I—1E , 89 " PTE ) AERFIR T A AT © B (EEE ) - B
B RS IEE T e, AUEE: - ¥ AT RS R Eny e BT - WK%
BT AR - & MBI 2 FaMa 2 A > Bl ar It CSE R T - B A —4
A —WHRIHEES - B2 » RA/DEAREiT 4 ay ] DU AEe - E35E%
g TR REEN TEE > Rk MRSl ESARE TR ENERE o FE > S

"EHHE ) RRFEERMEEER TRR - fEREAR R EA R o AR A Yk TR A
By VBkEE 0 Rk EHEEEMRIAIRE S - A ENEGR R —EHnIEsE — 2
EeE " YR E#EAFLE | (der Beginn einer anderen Bahn der Geschichte ) -
39

i BMEFEIe e " FAENERE , ZHE0IREH% -

15 (AR EAnEf ) - JBIEms iR » 11 " 289, mARéSRafR > AR EEETC »
B FE LatrIRRas s o AFIMEREE T 28%R8{4 , (der Zeugzusammenhang ) HY%LHS
THREME (ERA 289 o A R BRE & A2 HERAYEE4: (das Weltgeschehen )
FERHE - b BIEALE — iy T AEE4: | EE LA ERY R - T Ry
4=, % T EZEH ) (offenbaren) T A EIVIFAE | o RIGIEASAVERE - ElarY Al SR i
FoE THFRIEE o FERF > BirAlEREU~—E AT EEES T —(EE Y

% Heidegger, Holzwege, S. 85. ZiEEEstH " AV, (der Idee des Schonen) fiEfE Mgk , (die
Transzendenz ) FEIEREATARGE T =E3ER0E oF EAVEY) ,(das Schone ) 2" A d 1AV FEF (die Steigerung
der Lebenskraft) -

¥ Heidegger, Beitrage zur Philosophie, S. 12.
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B - 2BHER - EfiriE 2EEEM LY " 5T, B2 0 BHEAEfr DA —E
FRERA RS ER  B—FEMrniA B CIALE - A8 FEEMTGAVEEES
TR TR > HR o BRI R0H SR —EE RS > EiE e R
BT - B—FET AR [EHE A S A BRI, - #a)EEs  FRITEE
firfEE E—EE R 23 - FF - s T HReEE 2N T IEEENEE
B T HE It BARFR > FE—EIELAE R T E—FEYE RS
HOMEE > KL - EiTEEAR S e — i -

fEEEH 7 FMTETT LT —EFT - & AFIEEEd LREry Iy GERs » —fEA
TR VR B L RF BTSSR AR AR - 112 RA
—{EMI R R S dRay A sE iy T RS ) 2% IEREAENEA T © dHEEER
B HhEE - SEEsEE N B 2 MIVEGE ~ Boa Bl - iE—% BB ARG IR E%EnTT
Z o RIL - EEEEVAREE T » W - REAVEREE - 2888 - HE RPN EHEARER
BHERIG - LI o M nIs e A I R aeny T RS o EERRE > 1M TEER
—E TRV Ry T RAVER A | - (RIERAVEER T o vy T R2E, Ry TEHHE
HIEER 0 EAHEHEAEINSEEE -

TSERS TRy B TR Ay TR, ERE T - HR G TR, & T AEWH
AeH , (die Herkunft des Wesens) 5 AT EE(ER TS » T FAEWNFE ) A8 T8, H
O o A E s B AR R — (8 EIVER - fEE(EEET B RET S E IEN

"HC , (das Selbst) » {H/2 » HAE—FERIINMELS - IV "HC ) T REEEIEIEDN
0 © (PR RINMIMERIE 2 BESE T HENER > bl —FER 8 —
FEIEAVIEM ? BEM ST > AbE s 7720 ) (die Weise des Werden ) Bl " H 3
e 7558 | (die Weise des Geschenkens der Wahrheit ) » JiE48 » FE(ES0Y T AE | >t
HATAT LU EIFr A ST « ** fEiEi » SliagalfEiee i FAIIEEE | (der Aufgang der
Welt) > [El > £ T EEEFR ) L CBETEM ARV G R " B3 £
HIEEER - A% > BN T ) ZRIRG TEAEE L B T, AEEE -
42

EaTam AL T A ) 20T T AR R (% ) B ISR - Efringy " e
TR FRABIAEL "IEA R ) Z IR TR ) (die Offenheit ) » {28l indy " BRCME: , 2 H
N VIFE#  vDVEHES - NB TIEEE ) ZHEES — @G T EEE
WNRIE A BT - JRIEAS Tk T JERE % | (die Unverborgenheit) 19 " AE | @ik T 7
16 By—1E = BR o TIREAE ) RHERe TR ) Z2RIRVIERR 5 EERAE T BRI
Fy T FTAERYRDEA | (die Lichtung des Da ) o {1 AHEM MRS | BRI | AYEEEEME ?

0" Der Ursprung des Kunstwerkes und des Kiinstlers ist die Kunst. Der Ursprung ist die Herkunft des Wesens,
worin das Sein eines Seienden west.* Heidegger, Holzwege, S. 46.

4 ,,Das Werkwerden des Werkes ist eine Weise des Werdens und Geschenkens der Wahrheit. In deren Wesen
liegt alles.” Ibid. S. 49.

2 Lt © W. Biemel, Zur Erfahrung von Heideggers Dasein- erldutert am Wandeln des Begriffs der Existenz in
., Sein und Zeit “ und in ,, Brief tiber Humanismus “. In: R. Wisser (Hg.), Martin Heidegger-Unterwegs im Denken,
S. 69. 7 Biemel fyfiggfscy o B PCHE B ABEY) 2 IR B HAE BREB L (Verwirklichung
des Selbst) HyiEfEH - " G | A REGEHIENERBDLH -
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EEGHRAR B A - BRI TFEE ) G T B BHE > T FEENE
15 ERERENY - Hajsthan > B BEE B 783 ) (das Aussehen) #E{TEEfZ > © 4
) WHERREZIRHIRY - AL > EENREREY " 288 o bl BN TFEE ) B
A TR Y o (EEIEASHYERR Y TR ) B 0 [FIF - T EAEAYYE | (das Licht des
Seins) WYRIBHT » " 1FHEHE , TLL TEE, HC © FilL > EEUCRZERERRY > Kt T FE
23 & TERCE o B TRRE ) o Bl TEEE ) BREREARC R TR
ek By TEEE ) PR TEER ) AVEE - ° RSNy RMIVEFERGRNE T 1Y
Khp oo BVKERREEH T B (VB ANk EHEER TEAEE N TEHE - 18
T EH 2 T BABCERIBEIM: 5 (die Offenheit des Offenen) - HZt » ¥ " HE | Ay
TE2RER Ay AR JEZE fE ] DAEDHE A T = ANMEZR T A ANEE
BE L EARmIES - MitE T HERAYERE A , (der Weltbildende ) - #AH]EEER - 1F
"R EER L AAE—ERRYZER] > B RS EZER o NEEE - RS -
Sfire HAMAYRIE » BRI S TSR ~ U7 g EAER o AN BRI
B R — (BRI A EZZ RS - TEAE ) TR TEE ) BC TR ENEERERE
ERE - N TIEEE ) WHB REED -

& TR URREES o TR, 2 T TR, (der Werkstatt ) EEEffr 2 RIAT SR o B
o] AR S 2 N E R > A R—(EaR ARG+ - AMfToTDURSE —RIeER - (H2 > B
LUV A RS A R B IR » (RURy & S AR S PSR 2 NHYES - SRR
A FTRER R R e SRS PRV R SSETE - B R EEAVEE T EEE T DA
FUERY o FEIRMIRVERME T > SrRnER R R TR 09 T EE > AREsR
ey T EE ) BRI  ERESE AENERT TR, B EW TR
AEFLHERY THREE o FTDL > JEFERSER ¢ Bl ERE S EEE T HIREREIVEM | (die sich
einrichtende Wahrheit ) > [E]lF - TVEEMNZET "8 FEE A (Kunst ist das
Fest-stellen der sich einrichtenden Wahrheit in die Gestalt. ) - ** WfiEfy T EHH | & T {FLERE
{IAEYJE4AR | (der Heimat des Seinsglaubens ) 24 5E ZL0E - H2t - S {E R APEL A > RV EL
BT E—EAERRE - R "B B TGRS, e [FEE 0 1
BERATE ST A B AR AR R M IR AAHY R EL (die Zugehorigkeit ) ©
BHIPGER - EMRIESGETE - B AR B CERLE " JEEFE ) (das Schuldsein)
1505 > MR URE—IEERE  ETEEE R IR g5 | T A MEAFEERY 2R | (das Woraufhin
der Existenz ) ; [ Fy » iEHHEHER T H — B AR5 ARLL - FRMTPTDAER - T AEAERY R
e AllZE AR T4 (die neue Geburt) » H2t - AHY T4 | sRE AT " #38H  (das
Anwesen ) o iEHFE - HIEIVRREL GRS © £ T HERVEE b Sy T B &
B FA®R L1 "T3E — FEGE  (die Un-Verborgenheit ) » & a)Ese - T VS | 2

THREEEE A > [FING > i (EMEER EAAEES - AREESEEENEC  FF

#  Nur dieses sei angemerkt, daB, wenn das Wesen der Unverborgenheit des Seienden in irgend einer Weise
zum Sein selbst gehort (vgl. Sein und Zeit § 44), dieses aus seinem Wesen her den Spielraum der Offenheit (die
Lichtung des Da) geschehen laRt und ihn als solchen einbringt, worin jegliches Seiende in seiner Weise
aufgeht.*“ Heidegger, Holzwege, S. 49.

* Heidegger, Ibid. S. 59.
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ft AR H O R E Y S A -

B B

HE L AREEHTEIRAE R T A By T YISEFRES © 1. BloRGEIEIERVRIE
B - 2. TEAERVETE T » Blrx B E T E RS T B - 3. EEiTiLT
Rig > AER T B ) BRSSIEENEN - 4. S8R S8 mmRHE - AoFR
HENSIRERS) © EE > BERE2—ErENEfrxR — g " AdarEiigse , (der
Lebenskinstler ) » R Ry » ML CEGEDY T FAEESER | FIAISE — R RV Az dr iR o

B EIRETE —(ERFE AV ILER — EELERTLE A NEESE L
SORTERS AR EAE > T Al AAFERIFRINY T kIR, (die Ewigkeit) - A2 > fFT¥ "ok
T AN 5E 2R EIRERAE -

TEEA  BEERAN T 88 4E | (das Geschehen) o {HEARIVID FEERI Ry 0 BTN T 4
2@ T# — & (das Er-staunen) ; iEEHTERNY T E—(EBH%A , (der erste Anfang ) - *°
Gl > B BRI AR « AR RURIEATIHE - T8 — & AEEEN T 5l
Bl —{Gok IRAYIERS - [EIRE > RS REes - A EAE e DB TR £ dr o ZE 50T

"KM ERLE T ABEPET ) (der absolute Geist) o A o JRHERSED Sy 0 B IRFTHEEEL
BEP FERy BB > Ry T 2EEW T HEEKE o EFRENEE LR
[EVERS 5 SRR —(E " REAVEA4E ) (ein anderer Anfang ) » PRI - JEFEASER
PEN 284 &1 FHIEL (das Er-Ahnen ) S8 [ S E H#L (die Transzendenz )
AAREORERE - T I ) st TR R EERETEN THEAEE > FE o B
fFREm T FERER | AVERS o BEM DB SERG AT R - FEE > A
{ESEEREN EmAt o (H2 > FRFTT DAEEHras " bEZ1 | BYR -

FERAMIN "L, o T IbZl ) BUUEERE - EFfE " havse | - " ke
GEER T ASHAVBHLE B A4S HAVAS R (ECERLETR RIA0/EER )( Also Sprach Zarathustra )
o JESR AR = e A ez AR EIERER 18 = EEFAUE R A ( Das Nachtlied )~

(#if1) (DasTanzlied ) B (Ef) (Das Grablied) * (W) B0 EmHIE -
Beiary (HEil) 2EEAIER "18)E ) (die Auferstehung ) < JESRER @ EHSET © /SR
0o MEEKLEHRT Y Ll RIMEZ RS R B TEE EAEREAI—
BEAERVERS - Rt - ek —@# T RERAELG ) - FEl > RIMEE > FAEEXRK
TSERS M IRYERICE — (AL EIAVACE  SHEERE T I R —(EERET — 4R
HIGERR > HI HERRAREE RN T 45 RAVEEE | RS " fisambase o B2
BE L TR E ) B T RN o MAIEERR o TR B T EE ) LK
—{R AN PERYIERS - ATl JBIERSE R W B RIFASEEAER - T I, & T AN
F## | (die Entscheidung Gber den Menschen ) » #afa]EEER » B A RESE sl T JERES | (die
Ungeschichte ) {EHH—{E#H4E © Fragny IR | (RFE—MRE T UL | (der Aufgang ) %]

> Heidegger, Beitrage zur Philosophie, S. 20.
“® Friedrich Nietzsche, Werke in drei Banden, S. 362-369.
T Heidegger, Zur Sache des Denkens, S. 61-80 -
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"JFfig ) (der Untergang) i b B - ¢

EAR b FE OO EALERE T AP TR R 150 s R R Y Bl o « KRRy T 8

B AT DAMAEE A o REERY =15 - FREL > T ERIMAL ) B H 2N IR ERHVER S - ¢

"B B Tor, BMHER TEEER ) T2 EBREVERIR L - B —(ErE ERkE

FAM—EPEEE - B2 - MERHYEFRIAEENETEEE (%) (Beitrage zur
Philosophie ) - SRS " FEE4SER ) B9 "Bk, (FAEIESRAYS [ - Tk, 2 "R
TEMEHIBEEE ; (der entscheidende Sprung ) » HZK - A&l T Bk | PRGE RAHHY R R EERE -
G > S TEAE ) ARER > B R R AR e, BE - ©

B NPT R RS — RO BE > AME@aEsemny FErr, — BETE
Fir | & T EFEAYFTLE ) (das Da der Wahrheit ) ; i2fE% 2 T — BH , AU - o2 > fth
AR RIS » SR E G B EEE AT - R - EFRZEE - S8 RIS -
HEEREN "B — &, "B — & EAMEMIREEENRE - HX o AM
HUS AT R AlE—TE " <P PR R i EE RS, - IR AR -

Al BRI RS AR 2 1% » R ABER M MRy " @R BB
AR B E A A IR AV AR U o » B0 » TS AR R B iR - FTL - 7E (K
faneyAt22 ) (Die frohliche Wissenschaften) o » JE2rE © _E7n EACHAREERT T > B&sEn—
W TRk o (die Stadt des Untergangs ) - % iE(e - B T, A - BREHE
BH TR o FE o BRI E A RAVAE R ) I TR RREEAE T EAE
HWEHE  A—EREEABEAIYEENEY  ERERE " FEEWNEE ) (de
Seinsverlassenheit ) - HZX » {RKIVGFERAVEDE @ TP FEAMELE T HFERVESE | 740
WAREES - B TR EE R RMEURREA—EEEARE — 1Ea(ER
BFZl > M RE R T (P M T — 2 —H T — A,

"YH — 0 R AMERVES) B — 2R EE T RGHERG ) — SEEER
[EIFLEHER S —EEERE I ENEE Pl BEES R T B ERNEE
E—FEETER T (der Wille zur Macht als Kunst ) -

PAPLRFAARIN it - TAFRE TFL @B TR, hEHILE
BB ITIER B TE 2 AT R % AhE 2 40 (Die Flucht der Gotter muss erfahren
und ausgestanden werden. Dieses Bestandnis grindet die fernste Nahe zum Ereignis. Dieses
Ereignis ist die Wahrheit des Seyns. ) **

48
49

Heidegger, Beitrage zur Philosophie, S . 32.
Heidegger, Beitrage zur Philosophie, S. 26.
% Friedrich Nietzsche, Werke in drei Bénden, S.229-232.

** Heidegger, Beitrage zur Philosophie, S. 27 - #F (#TE4EE) th > JG{E&HE T JFIFAE | (das Seyn) Bl 7%
£, (das Sein) 7 FHEFTIE® ST » AN NBARY &5 T RF(E ) IVEEE > fERlE L JMIIEEkEnms -
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Dialogue, Wit, and Judgment in “An E*ssay on Criticism”
by Alexander Pope

Deng-han Zhang*
Abstract

In “An Essay on Criticism,” Alexander Pope intends to propose an ideal relationship
between wit and judgment: both derive their light from Nature, and wit must yield to the
reign of judgment or critical rules because it may transgress the Nature-set boundary, fly
without restraint, and consequently disturb the harmony in Nature. However, Pope neither
renders wit and judgment in a consistent and stable relationship, nor submits his wit to
judgment. In terms of the Bakhtinian dialogism, both wit and judgment work like the
centrifugal force and the centripetal respectively, and Pope’s artistry demonstrates their
dialogic relationship—not that wit must always follow judgment, but that both must
moderate each other in continual negotiation. In the following discussion, | will first of all
discuss the features of wit, and study the voices of the attackers and the defenders of wit
before Pope. In the next section | will point out Pope’s incorporation of those
contradictory voices: sometimes he exalts judgment above wit in importance, but
sometimes he glorifies wit more than judgment. It is impossible to judge “objectively” in
such a condition; moreover, the fluidity of taste and the unreliability of reason also
contribute to this impossibility. His wit “betrays” reason and judgment so much as to
upset the stability of the Great Chain of Being. Although Pope claims to follow reason, he
is also fascinated by Timotheus’s manipulation of audience’s emotion, and he may
criticize with “the spontaneous overflow of powerful feelings.” Wit in Pope’s artistry
works indeed as a subversive, norm-defying force; its continual conflicts with judgment
manifests that dialogue, not Nature, truly governs their relationships.

Keywords: Alexander Pope, “An Essay on Criticism,” Bakhtin, dialogue, wit, judgment

" This essay is revised from chapter five of Essay on Criticism: The Manifestation of the Dialogic Artistry of
Alexander Pope by the author. The original title is “The Problems of Wit and Judgment.”

“ Associate professor, English Department, Wenzao Ursuline University of Languages.

Received April 30, 2014.

43



NCUE Journal of Humanities
Vol. 10, pp. 43-74
September 2014

A (=) 7R A R ape
R
32

AR TR (wit) & T L'JJ(JudgmenU Rrens@ fa b it - LT =
i (Nature) R 2F @ 4R ) R ELFPE TP g2 > ZR41IF
RHUE > PR R et B o Ra A H T & F#L‘JJ ZEECRUSRER TR I
RopgFpeanT 40 & SRIRR T2 00T s HETHB2Z - T4L ) 7
o Tgps 4 oo@ r#bé‘u Al 4o T4 o ‘Jﬁ»%’iéﬁz\» V‘é?ﬂ F YIS B
Bt T2 T R sk BT T 2] o 2 F B2 28Tt B0 S PR o 5T -
T fMG 2 g AP NA AR B T AR AR BF

%uﬂ%_<%?%>ﬂ%W?@EﬁﬁWi%i‘ﬁﬁr“i e T
EE PRI EARE c BRFHGSEERTEAVN L SRR R
PR TR ko g A e BRI L aE Sl TR AT
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Dialogue, Wit, and Judgment in “An Essay on Criticism” by Alexander Pope

Whether he thinks too little or too much;
Chaos of thought and passion, all confused . . .. (“An Essay on Man” 2.12-13)

. Introduction

A. Wit and judgment: Their assumed harmony and actual clash

Under the reign of Nature, Alexander Pope believes, the whole universe should operate
in harmony. This harmony also supposedly prevails in literature—especially in the
relationship of wit and judgment. Both are treated in “An Essay on Criticism” as equals with
different functions: “Both must alike from Heav’n derive their light, / These born to judge, as
well as those to write” (13-14)'. An ideal critic must “read each work of wit / With the same
spirit that its author writ” (233-34). Following Horace, Pope may agree that wit and judgment
“are but different avatars of the same spirit . . .” (Stephen). This “same spirit” refers to Nature,
and their ideal collaboration, theoretically speaking, can reveal the universal power of Nature.

Poets and critics are endowed with different capabilities, while they must cooperate to
highlight Nature. The harmony of wit and judgment is emphasized in their mutual help—they
“meant each other’s aid” (83), not that one is inherently inferior to the other; each has the
divine light bequeathed by Nature. Their mutual dependence is implied in Pope’s description
of the ideal universal order: God framed the whole universe, and the “mutual happiness” of all
beings depends on their reciprocal assistance (“An Essay on Man” 3.109-12); “the world’s
great harmony” comes from “order, union, full consent of things” (“An Essay on Man”
3.295-98). Disputes and conflicts are essentially either alien elements to the ideal universe, or
“harmony not understood” (“An Essay on Man” 1.291). In Arnold’s words, critical power
must “make an intellectual situation of which the creative power can profitably avail itself,”
and “the creation of a modern poet . . . implies a great critical effort behind it”; romantic
poetry, despite its dazzling wit, appears “premature” because it lacks the power of judgment
(“Function” 593). The cooperation of wit and judgment can demonstrate the best that has been
known and thought in the world.?

However, Pope’s lament for the “[c]haos of thought and passion” contradicts on the one
hand his glorification of Nature as the everlasting omnipotent power of the universe, and on
the other hand his assertion that all discord is “harmony not understood” (“An Essay on Man”
1.291). Such chaos necessarily disturbs creativity and criticism, and even breaks their
presumed harmony. The tension between wit and judgment is too evident to be denied: Plato
points out “an ancient quarrel between poetry and philosophy”® (361), a quarrel that roughly
parallels that between wit and judgment; Burke announces that “a perfect union of wit and

L All quotations from Pope in this paper, unless marked specifically, are taken from “An Essay on Criticism.”

2 Arnold also argues that judgment, or “real criticism,” “obeys an instinct prompting it to try to know the best
that is known and thought in the world . . .” (“Function” 596). He would agree with Pope that human beings are
born to judge, and that judgment should not violate human nature—consequently wit and judgment must work in
harmony. (“Function” 596-97).

® Quotations from Plato’s works, unless marked specifically, are all taken from Republic.
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judgment is one of the rarest things in the world” (17), and that judgment is always “throwing
stumbling blocks” to wit (24). In the eighteenth century, especially in the works of Lessing
and Kant, wit “has no place in aesthetic judgment” (Corngold 461). Arnold grieves over the
popular idea of “the inherent superiority of the creative effort of the human spirit over its
critical effort” (“Function” 592). Wit has frequently been blamed and distrusted, and
judgment seemed to be preferred because of its reliance on reason.

In his observation of contemporary cultures, Pope recognizes that “critic learning
flourish’d most in France” (712), while Britons defied the restraint of critical rules and
preferred “the liberties of wit” (717), and only very few people follow those rules (“Martinus
Scriblerus” 346)—a recognition which Arnold (“Function” 592) and Eliot (761) also echo. In
other words, critical rules, so-called “Nature methodized” and the standard for judgment, were
not universally accepted, while wit and judgment warred all the more fiercely in England.
Their obvious conflicts render Pope’s description of their assumed harmony ambiguous and
problematic, and consequently challenge the prevalent power of Nature. Their conflicts
deteriorated in the later generations: under the threat of philosophy and theory, western
literature “has become pallid, laden with despair, self-indulgent, and disconnected” (Christian
2257). Theory in the twentieth century “helps determine whether we are hired or promoted in
academic institutions—worse, whether we are heard at all”—accordingly, critics have
displaced writers and considered themselves the center, while creative writers resist the
language of critics (Christian 2257). The peaceful, constructive cooperation of wit and
judgment becomes nothing but an empty dream.

Pope compares wit and judgment to a married couple (82-83). Their “marriage” serves as
a model of social practice applicable to understanding wit (Morris 27). This simile can be
considered in the Christian context: a wife must submit to her husband since “the husband is
the head of the wife, even as Christ is the head of the church: and he is the savior of the body”
(Ephesians 5: 22-23; cf. 1 Corinthians 7: 39; Colossians 3: 18; 1 Peter 3: 1). A perfect artist,
in other words, can balance energy and order “in a synthesis of concors discordia” (Steiger
13)—wit carries energy, while judgment imposes order; an ideal poet can unify both and
create order out of disorder. In reality, as Pope’s simile goes, their conflicts burst out so
frequently that they often discard the harmony bestowed by Nature:

A muse by these is like a mistress used,

This hour she’s idolized, the next abused,;

While their weak heads, like towns unfortified,

"Twixt sense and nonsense daily change their side. (432-34)
Such conflicts emerged when Zoilus denounced Homer (464-65), and when Blackmore and
Milbournes attacked Dryden (463). The “weak heads” of poor critics, apparently untouched
by Nature, frequently change their opinions and confuse their readers. Nevertheless, Pope still
believes that both must rely on each other in order to glorify Nature, and that the ultimate
harmony may reside beyond their disharmony.
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B. The failure of Nature to guide wit and judgment

Nature in “An Essay on Criticism” is glorified as the ultimate guide for art and
criticism—*Life, force, and beauty must to all impart, / At once the source, and end, and test
of Art” (72-73). She is unchanged, unerring, and deified: she shines eternally as the alpha and
omega of Art, and must bestow “[l]ife, force, and beauty”—the essential elements of
creativity—on all artists and critics. Pope proposes “the old idea that as God gives being to
beings, so He makes causes to be causes, and thus grants to them the ability to participate in
His power” (Mason 152). Her universality is not allowed to be denied or doubted: all people
have “the seeds of judgment in their mind” because Nature sheds “a glimm’ring light” on
them (20-21); “Art from that fund each just supply provides, / Works without show, and
without pomp presides” (74-75). In addition, the concept of Nature presumes “an ordered
hierarchical conception characteristic of both the universe (the great chain of being) and of
society” as well as of literature and literary theory (Jackson 108).

Pope inherited the critical tradition of western poetics, and intended to develop an
all-embracing and systematic theory, which is manifested in his apotheosis of Nature. His
worldview and philosophy presume an ordered universe: “See worlds on worlds compose one
universe, / Observe how system into system runs, / . . . / May tell why heav’n has made us as
we are” (“An Essay on Man” 1.24-25, 28). The Great Chain of Beings, upheld by God,
“draws all to agree” (“An Essay on Man” 1.33-34). Likewise, systematic poetics must be
formulated and taken for granted. With the ambition to construct such poetics, Pope was “the
last great Renaissance poet, the last poet to speak from an enviable sense of real authority in
the country” despite his handicaps and marginalization (Woodman 2). However, such an
ambition incurs theoretical problems for Bakhtin. “In the literature of classicism and the
Enlightenment a special type of aphoristic thinking was developed, that is, thinking in
separate rounded-off and self-sufficient thoughts which were purposely meant to stand
independent of their context” (Problems 96). The “organic poetics of the past—those of
Aristotle, Horace, Boileau—are permeated with a deep sense of the wholeness of literature
and of the harmonious interaction of all genres” (Bakhtin, “Epic and Novel” 5). The high
genres present “a single and unified world view” (Bakhtin, “Epic and Novel” 35). This
“wholeness of literature” and the “single and unified world view” in “An Essay on Criticism”
allegedly derive from the “harmonious” influence of Nature. Pope’s translation of Iliad also
impresses his readers with “representative, stable truthfulness to Nature” (Brower 130).
Nature supposedly presides over Pope’s poetry and the “official” culture of the neoclassical
England as well.*

Nature, however, does not actually promote the harmonious cooperation of wit and
judgment. Despite her universal influence (73; 400-01), both capabilities are rarely found to

* For the further discussion of Popean Nature with regard to his dialogic artistry in “An Essay on Criticism,” see
Zhang.
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co-exist peacefully (11-12; 643-44). Pope even recognizes their unpreventable conflicts: as
writers are partial to their wit, so are critics to their judgment (17-18); prejudicial judgment
prevails (394-97). He scorns the followers of John Duns Scotus and Thomas Aquinas because
they always quarreled for some theological issues (444-45). Writers like Homer and Dryden,
he also bewails, are always denounced in all generations. Horace was often abused by “wrong
quotations” of British critics (664). Very few critics can judge wits fairly (494-507), and wits
must always endure judgment from ignorant critics (508). Writers fight against each other
even though they have acquired prominent positions (514-19). Hume, Pope’s contemporary,
also bemoans that very few people are qualified to judge work of art because good sense and
delicacy rarely exist in critics (313). Pope condemns such conflicts, an act which
simultaneously ridicules his statement: “Whatever is, is right” (“An Essay on Man” 1.294). If
the chaotic status quo can always be justified in the ultimate faith in Nature, then Pope’s
condemnation of the wit-judgment conflicts lacks raison d’étre. He intends to silence those
who question the validity of God’s creation—“Cease then, nor order imperfection name; / Our
proper bliss depends on what we blame” (“An Essay on Man” 1.281-82)—yet Pope never
ceases to attack “false” critics and “half-witlings.” His interaction with Dennis and Cibber
manifests his participation in the war between wit and judgment. Nature actually did not
bestow harmony on Pope’s judgment of the wit of his enemies. Nonetheless, he does not
justify his self-contradiction; moreover, his attacks of the “imperfect” status quo proclaim
“Whatever is, is to be continually re-examined.”

C. The attempt to discuss the wit-judgment relationship from Bakhtinian

dialogism

“An Essay on Criticism” highlights Pope’s endeavor to “regulate” the proper relationship
between wit and judgment. Yet his “regulation” complicates the problem
all the more. No “reasonable” formulation can satisfactorily pin down their relationship once
for all. Thus | endeavor to probe into this issue in the light of the Bakhtinian dialogism. First
of all, I intend to explore briefly the features of wit and the indefinite relationship of wit and
judgment: before Pope, some critics attack wit, but some defend it—while he incorporates
both contradictory voices in “An Essay on Criticism.” Then | will discuss Pope’s ambiguous
illustration of their relationships: sometimes judgment is supposed to restrain wit, but
sometimes wit is rendered superior to judgment. In addition to such an unstable relationship,
objective judgment becomes an impossible ideal because of the fluidity of taste and the
unreliability of reason. Pope’s ambiguous argument also violates the stability of the Great
Chain of Being, and dialogue—not Nature—prevails in the tension between wit and judgment.
In Bakhtinian terms, wit acts like a centrifugal power, whereas judgment works as a
centripetal force. They do not remain static in a stable universal order; their “conflicts” neither
cancel each other out, nor exalt one above the other in importance, but manifest their dynamic
“dialogue.”
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1. The ambiguous and conflicting relationships of wit and judgment
A. The qualities of wit

While considering the wit-judgment conflicts, Pope never blatantly blames the latter;
moreover, he affirms the necessity of restraining wit by judgment in composing poetry
(84-87)—an affirmation which seems to imply that “problems” of deviating from Nature and
of disharmony arise from wit. Therefore, the qualities of wit demand our attention first.

Wit was a prominent value for Pope and his contemporaries. He believes that “[t]rue Wit
is Nature to Advantage drest” (297). Once it works in art, wit can display the life-giving force
of Nature (76-79). It can express the common and universal truth ingeniously, but not create
original ideas (298). Its truth “give[s] us back the image of our mind” (300). True expression
of wit, “like th’unchanging sun, / Clears and improves whate’er it shines upon” (315-16).
Dryden defines wit as “a propriety of thoughts and words” (“Author’s” 2131); that is, it
enables writers to place proper words in proper places with proper prosody. Witty
conversation in the neoclassical age was not the spontaneous overflow of unformulated
thoughts and feelings; rather, an ideal conversation was characterized by its solid organization,
witty eloquence, and graceful ease. Wit alone, Dryden seems to indicate, carries the
self-regulatory capability and needs no “censorship” from judgment—an indication that Pope
evidently either neglects or negates. Nature demands such “propriety” and anticipates its
universal influence. Therefore, wit should bear a positive image and exerts positive influences
on readers.

The meanings of wit, nonetheless, are too elusive and multiple to be pinned down exactly.
It is “sometimes equivalent to intelligence in general, sometimes to the poetic faculty, and
sometimes to the erratic fancy . . .” (Stephen). It is a dynamic force—for Ezra Pound, Pope’s
wit is like “dance of the intelligence among words and ideas” (424), a unique language
competence. For White and Tierney, it refers to “a liveliness, a brightness, a creativity”
(28)—these qualities run counter to stability and closedness. In Pope’s description of wit, on
the one hand, the “general order” “[i]s kept in nature, and is kept in man” (“An Essay on Man”
171-72)—a declaration of the universality of Nature and of wit as well. On the other hand,
Pope also believes that some people cannot acquire wit even though they study hard: “Some
are bewilder’d in the maze of schools, / And some made coxcombs Nature meant but fools”
(26-27). Renaissance Man cannot be found in Pope’s discourse: “So vast is Art, so narrow
human wit: / Now only bounded to peculiar arts” (61-62). The “narrow human wit” must
realize “the general order” in Nature, but simultaneously Pope warns all critics not to trust
themselves (209-13). Without self-trust, it is impossible to affirm the validity of one’s
understanding of “the general order.” Therefore, even Pope himself does not offer a constant
description of the essence of wit: sometimes he believes in its universality, but sometimes he
rejects such possibility.

When Pope emphasizes the importance of wit in “An Essay on Criticism,” he defends

“the values of poetry against the overwhelming philistinism of Lockean science and Lockean
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reason” (Sutherland, John 356-57). That is, he defends the independence of literature by
emphasizing the importance of wit when encountering the attack from reason and science.
Reason, the foundation of judgment, tends to construct some universal principles, and thus
“transcend” the limit of a particular context or environment. Therefore, eighteenth-century
philosophers and critics usually prefer “generality” to “particularity.” Yet wit always demands
the social interaction; its expression always differs from case to case, and never depends on
any specific rules or regulations. In the eighteenth century, wit was supposed to operate in
community. It was “not just a mode of expression but a form of life (a way of being)” as well
as “a very social way of ‘doing things’ with words” (Morris 27, italics mine). For Addison,
wit can offer delight and surprise to readers (419). In other words, the presence of wit can
only be found in its social influence. It “was the form in which it showed itself in
coffee-houses, and sense that in which it appeared in the pulpit or parliament” (Stephen).
Thus, wit possesses the dialogic quality, and its expression elicits the responses from the
addressees. While wit welcomes open-endedness and spontaneity, judgment tends to assume
the existence of an all-embracing and definite order. No wonder Pope compares wit to
Pegasus, the vivacious mythical stallion, which flies without restraint; and this comparison
ingeniously highlights the fluidity of imagination. Because of its essential difference from
reason and science, wit can never be really surrendered to judgment, a situation revealed in
Pope’s resistance to Lockean reason.

Actual single meanings do not exist in “An Essay on Criticism” because they may
“orchestrate the dialogical clash of opposing idioms and ideas”; and “wit for Pope must be
understood at last as something that the critic, like the poet, cannot hope to pin down in a final
victory of reason and judicious explanation” (Morris 28). It is the “social function” of wit to
remain ungraspable. Wit seems to possess “an irreducible otherness”: it stands “in open or
covert resistance to the entire range of social discourses and practices . . .” (Morris 29). Such
resistance marks the being of wit—total submission to reason and rules always means the loss
of its “liveliness, brightness, and creativity.” The attackers of wit mean to suppress this
resistance, while the defenders of wit tend to appreciate it.

B. The attacks on wit

Pope treats wit and judgment as two distinctive abilities, but their antithetical separation
was rarely found before Renaissance.” Their tension can be traced back to Plato, who
banishes poets from his ideal Republic because he prefers the “truth” of philosophy to the
“lies” of literature; in addition, discussions about the role of poet/poetry were found in

> It never occurred to Horace, for example, to view them as separate or conflicting; he holds that wit and
judgment are inseparable: “It is asked whether a praiseworthy poem is the product of Nature or of conscious Art.
For my own part, | do not see the value of study without native ability, nor of genius without training: so
completely does each depend on the other and blend with it” (73). Both must co-exist: judgment must be directed
to a specific target, usually the work of wit; a witty writer must possess some critical judgment in order to create.
Here “study” and “training”—the effort to cultivate critical judgment—must work with “native ability” and
“genius,” the demonstration of wit, so that a poet can create.
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pre-Socratic philosophers.® Plato’s denunciation of poetry amounts to the rejection of wit.
Whether wit is regarded as an imitation of reality or as the inspiration from muses, poets and
their creation are disparaged. The mimetic art is two steps removed from reality, and brings
no positive influence for the reader/audience; mimetic art itself possesses no wisdom at all,
and this is a corruption of soul (354). He considers that poets “misrepresent people in
extremely important ways” and describe moral people as unhappy, and that even Homer
depicts gods as immoral (85-87). On the other hands, good poets are “inspired and possessed”
while they are composing—they “are not in their right mind” and therefore they stand far
away from reason and truth (“lon” 14). In other words, wit does not belong to poets but to
deities, and poets cannot express themselves at will. “Judgment” based on true wisdom is
highly valued in Platonic philosophy, while the validity (and even existence) of wit is denied
and rejected.

The division of wit and judgment as antithetical categories is clearly stated and
illustrated for the first time in Hobbes: the latter “begets the strength and structure,” while the
former “begets the ornaments of a Poem” (“Answer” 202). Wit, also called Imagination or
Fancy, “is nothing but decaying sense” and “Dreams” (Leviathan 13-14). Judgment, “the
severer sister,” examines “all the parts of nature, and in registering by letters their order,
causes, uses, differences, and resemblances”; on the other hand, wit concentrates only on
herself: “her wonderful celerity consisteth not so much in motion as in copious imagery
discreetly ordered and perfectly registered in the memory . . .” (“Answer” 202). Wit discerns
similarities of things, while judgment highlights differences; the former must rely on the latter
in order to be praised, but the latter can work on its own (Leviathan 40). Wit creates beauty
and civilization of Europe when “guided by the precepts of true philosophy” (“Answer” 202).
Hobbes takes for granted the control of wit by “philosophy”—a statement that reminds us of
Plato’s glorification of philosophy and of Pope’s call for the regulation of wit by judgment.

Locke also denounces “wit” and praises “judgment”: figurative speech is “an abuse of
language” and will consequently “mislead the judgment”; the appreciation of wit proves that
“men love to deceive and be deceived” (268). He does not believe that one can possess both
qualities simultaneously. In addition, he values judgment because it stems from reason. His
hostility toward wit and poetry also emerges in Some Thoughts Concerning Education (1693)
and Of the Conduct of the Understanding (1697). He called for “sound judgment,

® Plato’s banishment of poets from the Republic is related to the wit-judgment conflicts. Long before Plato’s
attack on poetry, quarrels among poets with regard to the value of poets and poetry were common: Xenophanes
denounced Homer and Hesiod; Heraclitus attacked Homer and Archilochus. “Poets not only preserved values,
but also questioned and subverted the traditions they inherited . . .” (Asmis 339). Yet these cases differ
essentially from the conflicts between wit and judgment in later generations—no so-called professional literary
judgment existed then, and those quarrels do not stem from reason at all. Perhaps the earliest literary critics were
Greek sophists: Prothagoras, leader of the first generation of sophists, considers “the most important part of
education to be the criticism of poetry” (Asmis 340). Nevertheless, sophists did not threaten the status of poetry
or of wit. Socrates/Plato criticizes poetry because Greek poets took a crucial role in “the creation and
transmission of social value” (Amis 339); besides, sophists considered themselves heirs to poets (Asmis 340).
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unadulterated and unadorned fact, and clear, logical statement” (Sutherland, James 354).
Following Locke’s assertion that wit traces resemblances of things and that judgment clarifies
differences, Burke also exalts judgment above wit in importance: “the most ignorant and
barbarous nations have frequently excelled in similitudes . . . who have been weak and
backward in distinguishing and sorting their ideas” (18). Judgment, in short, emerged with
culture and civilization.

Hence Plato, Hobbes, Locke, and Burke all take for granted the superiority of
judgment/philosophy to wit/imagination and the necessity of restraining wit by judgment.

C. The defense of wit

On the other hand, the defenders of poetry/literature always assume the values of art, and
therefore acknowledge the importance of wit. Critics after Plato either deny his argument, or
indicate the existence of other forms of truth represented by literature. Plotinus believes that
art “must itself be beautiful in a far higher and purer degree since it is the seat and source of
that beauty,” and that artistic works “are holders of beauty and add where nature is lacking”
(100). Sidney refutes Plato’s argument by stating that literature (poesy) offers more dynamic
representations of the world. Poetry has been “the first light-giver to ignorance, and first nurse”
(143). Like Plotinus, Sidney also asserts that poets’ creation is far better than that of nature
(145); “our erected wit maketh us know what perfection is . . .” (145). Poetry, the fruit of wit,
is superior to history and philosophy: the former is tied to the particular, while the latter is too
abstract and general (148)—an argument that negates Plato’s reverence for philosophy.
Mazzoni, moreover, believes that both Plato and Aristotle would admit that “truth is not alien
to poetry” (167). Following Aristotle, Mazzoni proposes that credibility is the subject of
poetry (168), and that false-but-credible things should be valued more than true-but-incredible
(169). Tasso, asserting that “philosophy and poetry are two in name but of a single substance,”
holds that imitation is linked not with truth, but with verisimilitude (179-81). Their defenses
reject Plato’s accusation of poets, and insinuate that wit should not be dominated by judgment,
theory, or philosophy.

In addition, some poets in the early eighteenth century—Ilike Gildon, Addison, Prior, and
Akenside—all defended poetry in response to Locke (Sitter, “Question” 137); they affirm the
value of wit and do not subordinate it to judgment. Like Hobbes, Addison highlights the
essential disparity between wit and judgment: the former may detect the similarity between
two objects, while the latter emphasizes their difference (419). Though he acknowledges that
Locke “has discovered the most fruitful source of wit,” Addison, owing his opinions to
Dryden’s, rejects the Lockean argument and declares the proper use of wit as the
demonstration of nature (422-23). Besides, Sterne ridicules Locke’s argument: . . . wit and
judgment in this world never go together; inasmuch as they are two operations differing from
each other as wide as east from west.—So, says Locke,—so are farting and hickuping, say 1”
(141). Sterne’s carnivalesque comment implies that both wit and judgment are basic human
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capacities, and that Locke has exaggerated their differences. The novelist’s witty judgment
owes not to reason and science, but to his imagination.

The various arguments about the relationships between wit and judgment verify the
prevalence of heteroglossia, in which no conclusive discourse can silence all disputes. On the
one hand, Plato, Hobbes, Locke, and Burke reject wit and poetry, and proclaim the
transcendence of reason, truth, judgment, or philosophy; on the other hand, the defenders of
wit and literature—including Plotinus, Sidney, Mazzoni, Tasso, and the above-mentioned
writers in the eighteenth century—all claim the independence of wit/art/literature. Pope in
“An Essay on Criticism” incorporates those contradictory voices. Heteroglossia haunts his
discourse on wit and judgment when both are presumed to work under the harmonious yoke
of Nature. It is not discordia concors, but the continual conflicts between the centrifugal and
the centripetal forces.

IIl.  Pope’s ambiguous discussion of the wit-judgment relationship: The conflicts
between the centrifugal and the centripetal forces

Pope’s artistry betrays his call for order and unity: he “defied the authority of classical
rules, urging writers to reach ‘for a grace beyond the reach of art”” (Rousseau 56). In
Bakhtinian terms, Pope renders judgment as a centripetal force, and wit as a centrifugal, while
he deems it necessary for the latter to be restrained by the former.” Though he craves for their
ultimate harmony and order, he fails to practice what he preaches. For Bakhtin, the centripetal
and the centrifugal never cancel each other out, but proceed in a conflict-ridden, dialogic
relationship: “Alongside the centripetal forces, the centrifugal forces of language carry on
their uninterrupted work; alongside verbal-ideological centralization and unification, the
uninterrupted processes of decentralization and disunification go forward” (“Discourse” 272).
In other words, wit never ceases to snatch the grace “beyond the reach of art” by transgressing
the critical rules, while judgment can never dominate Pegasus with the reins of reason.

Actually neoclassical writers “embraced modernity, and wilfully [sic] or even gleefully
transgressed the classical norms they professed to uphold in their critical writing” (Vilmar 5).
A very large percentage of poetry in the Augustan England “mock, tease or play fast and loose
with the conventions and expectations” (Hunter, “Political” 180). For Bakhtin, poetry
represents a centripetal force because it “was accomplishing the task of cultural, national and
political centralization of the verbal-ideological world in the higher official socio-ideological
levels . ..” (“Discourse” 273). Such a centralization, to be precise, occurs when wit submits
itself to judgment or some other oppressive forces like censorship, politics, and ideology.
Poetry does not necessarily function as a centripetal force unless it serves those oppressive
forces. “In poetry, even discourse about doubts must be cast in a discourse that cannot be

" The attempt to impose order on the messy, heterogeneous state is the centripetal force, while the centrifugal
force will disrupt the imposed order and structure. The former means to centralize and unify languages, while the
latter promotes decentralization and disunification (Bakhtin, “Discourse” 271-72).
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doubted” (“Discourse” 286). Pope’s argument about license (141-68) is such a “discourse
about doubts.” However, heteroglossia always exists in a poetic work, usually in the satiric
and comic genres (“Discourse” 286-87). The deviation from Nature emerges the most clearly
in the satirical Quixote-Dennis episode, Pope’s mockery of poor poets, and the discussion of
the relationship between wit and judgment. While discussing the relationship between wit and
judgment, Pope incorporates the voices of both attackers and defenders of wit.

A. The assumed superiority of judgment to wit

The mutually reliant relationship of wit and judgment is threatened when Pope proclaims
that judgment must guide and restrain wit: the “Muse’s steed” must gallop with the restraint
set by the power of judgment (84-87). The proclamation echoes the arguments of Plato,
Hobbes, and Locke. Plato avers that “the best part of our minds is perfectly happy to be
guided by reason,” and that reason and intelligence remain unchanged (358). A poet always
“destroys the rational part by feeding and fattening up this other part . . .” (358-59). Therefore,
censorship becomes indispensible (361): the necessity of censorship represents the enforced
restraint of wit by judgment. Some poets in the early eighteenth century—including Pope,
who resisted Locke’s negation of wit—emphasized “the active, indispensable guidance of a
wide-awake judgment” (Morris, “poetry” 240). Cassirer also points out that the neoclassical
theories “did not encourage the free play of imagination”—wit “is a great but questionable
gift” and “must be guided and controlled by reason and subjected to its rules” (934). The
necessity to this control presumes a norm for the proper use of language, a norm that can be
identified as Nature.

Pope warns that the unrestrained wit may bring humiliation like an unfaithful wife, and
his cynical tone here insinuates that wit and judgment maintain a relationship characterized by
intrigues, tension, and distrust: “What is this wit which must our Cares employ? / The
Owner’s wife, that other men enjoy?” (500-01). He deems it harmful to demonstrate abundant
wit, favoring “modest plainness” instead (301-04)—in other words, the restraint by judgment.
This echoes Boileau’s argument: “The man who doesn’t know when to stop never learned
how to write” (242). In “An Essay on Man,” furthermore, “the rash dexterity of wit” may split
sense and reason (2.83-84). The transcendental guide of Nature emerges as Realpolitik—far
from helping each other, wit and judgment actually play a game of power struggle. “The
description implies that wit as female subverts the masculine power and reason that seek to
dominate it and reduces the male poet to a cuckold unable to control his own muse, doomed
to a life of self-betrayals” (Morris 28). Wit, though compared to the female, is not less
powerful than judgment, which was traditionally regarded as a masculine feature. In “Epistle
IV: To Richard Boyle, Earl of Burlington,” Pope also emphasizes the necessity of restraint in
composing poetry (50-51). Judgment leads and protects wit: without the restraint of the
former, the latter will humiliate Nature. In order to restrain wit, critical rules, developed as
“Nature methodized,” function as judgment incarnate.
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Creativity must obey those rules, because “[t]Jo copy Nature is to copy them” (140). Both
wit and judgment derive their light from Heaven/Nature, but here judgment seems to possess
more “divine light” than wit. This is the self-discipline of Nature (90-91). The affirmation of
the importance of judgment presumes the necessity of reason, since “[t]he gen’rous Critic
fann’d the poet’s fire, / And taught the world with reason to admire” (100-01). Consequently
the statement that “[t]rue Wit is Nature to Advantage drest” (297) should be modified: true
wit must always be submitted to judgment, since its unrestrained energy may destroy the
beauty of Nature. Pope had better declare: Judgment is Nature to Advantage dressed—since
this capability alone can highlight the true essence of Nature, and restrain wit accordingly. He
seemingly sides with Plato, Hobbes, and Locke.

Actually Pope recognizes the messy status of human beings: “Alike in ignorance, his
reason such, / Whether he thinks too little or too much; / Chaos of thought and passion, all
confused” (“An Essay on Man” 2.11-13); “The Dog-star rages! nay, ’tis past a doubt, / All
Bedlam, or Parnassus, is let out / . . . / They rave. Recite, and madden round the land”
(“Epistle to Dr. Arbuthnot” 3-4, 6). Humanity inclines essentially to disorder, and hence must
be controlled and regulated. In addition, creation is not the demonstration of humanity, but the
“proper use” of wit—in the name of Nature or reason—and the imposition of order on the
dynamic creativity. Wit may “snatch a grace beyond the reach of art” by bringing disorder and
transgression (150-55), but this can be tolerated rarely (163-65). The demand for order in
literary creativity parallels Pope’s assumption of the Chain of Being in the universe: order
cannot be transgressed, and the violation of one part of the chain will threaten the stability of
the whole. His endeavors in “An Essay on Criticism” may represent “dogmatic efforts” that
tried to reach “infallible certainty,” to “assert the sufficiency of human reason, or to penetrate
the fundamental structure of nature underlying all appearances” (Noggle 5)—in short, to
declare the victory of judgment.

The restraint of wit, usually found in tightly knitted couplets and didactic poetry, tends to
suppress its dialogic qualities. In the neoclassical literature “aphoristic thinking was
developed, that is, thinking in separate rounded-off and self-sufficient thoughts which were
purposely meant to stand independent of their context” (Bakhtin, Problems 96). Poetry was
supposed to be “suspended from any mutual interaction with alien discourse, any allusion to
alien discourse” (Bakhtin, “Discourse” 285). Reason, incarnated in didactic poetry, was used
to promote “social normativity, driving people towards a conformity with a dominant and
centred ‘norm’ of behavior” (Docherty, “Postmodernism” 14). “Rationalism and classicism
clearly reflect the fundamental traits of the new official culture; it . . . was also authoritarian
and serious” (Bakhtin, Problems 96). Such a culture promoted stability and “one single tone
of seriousness” (Bakhtin, Rabelais 101). Under the dominance of reason, “in the most
imaginative flights there is always a holding back, a reservation. The classical poet never
forgets this finiteness, this limit of man” (Hulme 729). The “self-consciousness of the
classical verse is that of someone obliged to behave according to a certain code, who would
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feel himself disgraced or humiliated if he went outside it” (Cruttwell 452). Reason and
didacticism, usually expressed by heroic couplets (“aphoristic thinking” in Bahtin’s
discussion), always work as the monologic authority to curb the imagination in the
neoclassical poetry.

Pope’s concept of Nature “postulated an ordered hierarchical conception characteristic of
both the universe (the great chain of being) and of society” (Jackson, “Teaching” 108). He
“represented the triumph of neoclassical refinement” which marked a strong contrast against
“incorrectness, faulty versification and lapses of taste” of Elizabethans; and he felt
disappointed that “the Restoration of 1660 had made poetry too ‘easy,” in every sense of the
word” (Fairer, “Pope and the Elizabethans” 89). Poetry appeared “too easy” because of the
lack of the restraint imposed by critical judgment. In other words, his emphasis on the
importance of judgment reflects his dissatisfaction with Elizabethan poetry and his ambition
to “right the wrong.” Yet his yearning for “one single meaning” and his serious criticism
cannot deprive him of his multiple-voiced expression and his radiant wit. He means to control
wit, the centrifugal force, with judgment, the centripetal—yet his wit, too independent and
dynamic to be regulated, never truly conforms to the oppressive force of judgment.

B. The elevation of wit above judgment in terms of importance

On the other hand, Pope does not assume judgment the “guide” as the leader in all cases:
judgment is subordinated to wit in the way that a handmaid serves her mistress: “To dress her
charms, and make her more belov’d” (103). In this metaphor, wit is privileged, while
judgment is marginalized. Pope even looks down on those who choose to become critics
because of their inability to write good poetry: “But following wits from that intention strayed,
/ Who could not win the mistress, wooed the maid” (104-05); some may lose their common
sense while searching for wit, and “then turn Critics in their own defense” (28-29). Being a
poet, Pope implies here, requires more talent and is more important than being a critic. A
maid usually follows the instructions of her mistress, not vice versa; it is incredible that the
maid must “restrain” the energy of her lady in order to “guide” her.

Besides, “Great Wits” threaten the harmony of Nature when employing the licenses: they
“offend” and “rise to faults” in order to “snatch a grace beyond the reach of Art” (155), and
express “[sJome beauties [which] yet no precepts can declare” (141). If judgment worked on
behalf of Nature herself, then “Great Wits” could never offend it; now that wit and judgment
obviously clash, the proposed harmony and order under the grace of Nature turn out to be
problematic. Castiglione even holds that nature promotes diversity: nature

is variable, as in other things, bestowing the light of reason on one man in one respect

and on another man in another . . . . [E]ach easily perceives his neighbor’s error
and not his own; and we all think that we are very wise and perhaps the more so in
that wherein we are most foolish. (15)
Pleasure which arises from the so-called “faults” in a work is “objection to those particular
rules of criticism . . . let the pleasure . . . be ever so unexpected and unaccountable” (Hume

56



Dialogue, Wit, and Judgment in “An Essay on Criticism” by Alexander Pope

310). In other words, “the reach of Art,” codified as critical rules, resists the pleasure brought
by art and leaves something to be desired. A “master-hand alone can reach” the “nameless
graces which no methods can teach” (144-45). Free as the fabulous steed Pegasus, wit defies
the bondage of the rules so powerfully that critics can neither improve nor disapprove it. Sitter
argues that critics usually neglect “the play and flexibility of eighteenth-century poetic
language” (“Questions” 152). The “play and flexibility” refer to the power of wit. Before the
time of Aristotle, Pope indicates, poets were essentially “unconfin’d and free, / Still fond and
proud of savage liberty” (649-50)—this indication presumes that wit does not naturally
follow the reasonable regulation.

The “Great Wits” can mysteriously do a better job by relying on their imagination alone
than by following critical judgment (156-57). At the end of Part | of “An Essay on Criticism,”
Pope hails not critics but “Bards triumphant” who can enjoy immortal fame and “teach vain
Wits a science little known” (189-200). In brief, a poet can learn more from the ancient wit
than from critical discourse.® In addition, critics can form their judgment by studying Homer
laboriously (124-26) since the blind poet’s wit may direct them. Without the help of critical
knowledge, Homer’s poetic imagination works so rigorously that it corresponds to Aristotle’s
poetics (138)—here wit alone can manifest the divine light of Nature. “Wit is equivalent to
invention, the power of poetic discovery and creativity for which Pope admired Homer”
(Spacks 97). Homer’s “Pegasus” is Nature herself (135), and critical judgment must follow it,
not vice versa: after reading Homer, “[t]hence form your judgment, thence your maxims bring”
(124). While Virgil disdains to follow “the critic’s law,” he still benefits from Nature by
studying Homer (130-35). Homer stands beyond the control of critical rules, yet the “Pegasus”
of later writers, in Pope’s argument, must yield to those rules. After illustrating the examples
of Homer and Virgil, he concludes by urging critics to respect “ancient rules” since they are
Nature incarnate (139-40)—a conclusion that disregards the fact that Homer and Virgil
themselves proposed and followed no critical rules. They both highlight more the glory of wit
than the authority of judgment. The rules were actually developed from their masterpieces by
later scholars. As Pope admires the wit of Homer and Virgil, he simultaneously warns his
readers not to rely on wit completely, for “ancient rules” and judgment are the better guides.
Wit seemed to become pathetically dwarfed with the establishment of critical theories.

The tension persists even though wit can guide judgment. Critics cultivate their ability
from the examples of poets, but they may “hate most the men from whom they learn’d”
(107)—in other words, wit enlightens and instructs judgment, but the war between wit and
judgment ensues. Pope then compares poets and critics to doctors and apothecaries
respectively: the latter learn from the former and establish their own “mistaken rules,” yet
become so ingratitude as to “call their masters fools” (108-11). These figures of speech

® This anticipates Arnold’s insistence that criticism must be established on the examples of great literature—“to
have always on one’s mind lines and expressions of the great masters, and to apply them as a touchstone to other
poetry” (“Study” 606).
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presume the essential superiority of wit to judgment, and highlight their fundamental
incongruity. He also declares that “Nature’s chief master-piece is writing well” (724)—not
“judging” well.? Sticking to the critical rules, moreover, renders a work “[c]orrectly cold, and
regularly low”, while readers regard such works lifeless and insipid (240-42). Wit is
presumed to be able to catch “the joint force and full result of all” better than those cold rules
(243-46). General beauty comes from wit, nor judgment.

Pope’s downgrading of judgment is also exposed in his belittlement of reason in “An
Essay on Man”: reason, the basis of judgment, is cast in doubt when Pope argues that God
directs instinct, and that man commands reason (3.98). Such a marginalization of judgment
simultaneously denies the authority of the critical rules, which demonstrate the collective
wisdom of European critics. As he exalts wit above judgment and reason, he echoes Bacon’s
argument:

[P]oesy serveth and confereth to magnanimity, morality, and to delectation. And
therefore it was ever thought to have some participation of divines, because
it doth raise and erect the mind, by submitting the shows of things to the
desires of the mind, whereas reason doth buckle and bow the mind unto the
nature of things. (184)

This anti-Platonic statement affirms the moral function of wit and literature. While
Socrates/Plato considers that poetry corrupts the mind, Bacon refutes it and rejects the
authority of reason. God directs instinct, and literature bears the divine light—Dbut reason falls
below them. The downgrading of reason amounts to that of critical judgment, and thence
rejects the identification of critical rules as Nature.

The so-called “happy marriage” does not prevail as the norm in the mundane world, just as
wit and judgment the couple do not necessarily cooperate to manifest the “universal influence”
of Nature. Such a figure of speech ironically exposes the “insufficiency” and limit of this “end
and source of Art.” The relationship between wit and judgment emerges paradoxical and
uncertain. They waver between war and peace, equality and inequality, mutual help and
suppression—no stable and harmonious cooperation exists. Perhaps their ambiguous and
paradoxical relationship is wittily judged to be a “marriage”: while gender equality is
generally held as the ideal, man and wife often fight for sovereignty; yet neither the masculine
nor the feminine can always claim the dominant status in all families. Pope’s Pegasus
evidently reaches beyond the regulation of judgment or Nature, and presents no consistent

° This reminds us of the argument of Hobbes, who prefers judgment to wit: “In a good Poem, whether it be
Epique, or Dramatique; as also in Sonnets, Epigrams, and other Pieces, both Judgment and Fancy are required:
But the Fancy must be more eminent; because they please for the Extravagancy . . .” (Leviathan 41). “Fancy”
here refers to wit. Hobbes treats wit as the most prominent feature of literature. Nevertheless, this declaration
does not manifest his praise of wit and literature; instead, because of his emphasis on judgment, it testifies his
downgrading of literature among all forms of discourse. Pope would reject such an opinion, because his didactic
and satiric poems depend on his wit and judgment simultaneously.
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argument about wit-judgment relationship. His discussion highlights less a single-voiced,
rule-abiding judgment than a complicated, norm-defying wit.
C. The norm-defying, heteroglot power of wit and language

From Bakhtinian perspective, language is an endless trend of becoming (Gardiner 11), an
unfinalized and unfinalizable trend. Likewise, wit as a unique, fluid, and flexible language
competence yields to no external rules and dominance. To treat language as a system is the
work of theorists, “a heuristic device that does not in fact exist in real historical time and
space” (Gardiner 11). To impose a system or norm on language, moreover, must distort the
nature of language more or less and suppress wit as well. The use of language “indicates the
creative and reflexive adaptation of given speech-act by particular social agents to fluid and
changing social situations” (Gardiner 11). Bakhtin’s attack on the so-called “unitary language”
can be applied to Pope’s exaltation of Nature and his intention to restrain wit:

Unitary language constitutes the theoretical expression of the historical processes
of linguistic unification and centralization, an expression of the centripetal forces
of language. A unitary language is not something given but is always in essence
posited—and at every moment of its linguistic life it is opposed to the realities of
this heteroglossia. [It is] a force for overcoming this heteroglossia, imposing
specific limitsto it . . . . (“Discourse” 270)
“Nature” and “the general order” in Pope’s argument both amount to the “centripetal forces”
that are supposed to regulate and control wit and language. Without restraint, Pegasus may
transgress the assumed norm of language (Nature) and elicit heteroglossia. To suppress the
“transgression” of wit, in other words, signifies the monologic attempt to eliminate or at least
to limit heteroglossia with the goal of achieving “unitary language.” Both Nature and order
are “posited,” while tension, conflicts, and variety actually permeate.

Pope anticipates the predominance of judgment because he worries about the instability
of wit (“An Essay on Man” 3.90) and “Wit’s wild dancing light” (Dunciad 1.175). Yet
Johnson disagrees with Pope’s definition of wit: “Pope’s account of wit is undoubtedly
erroneous: he depresses it below its natural dignity, and reduces it from strength of thought to
happiness of language”; wit for Johnson is “discordia concors; a combination of dissimilar
images, or discovery of occult resemblances in things apparently unlike” (“On Metaphysical
Wit” 481). Wit itself yokes together heterogeneous ideas, and thus challenges the judgment
which seeks for order and unity. Johnson, though he would not agree totally with Bakhtin,
discerns the subversive force of wit and the inevitability of heteroglossia (at least to some
extent). The term “discordia concors” still presumes the existence of some ultimate harmony
and unity in discourse. Yet Pope’s downgrading of reason, demonstrated in his witty couplet,
can hardly match his exaltation of judgment and order, which supposedly work under
harmonious Nature. Literary language is heteroglot (Bakhtin, ‘“Discourse” 272, 288), “a
contradiction-ridden, tension-filled unity of two embattled tendencies in the life of language”
(Bakhtin, “Discourse” 272). To maintain the ‘“consistency” in Pope’s discourse must
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disregard and repress all of his witty but alien voices. Though he may intend to judge with
reason and argue with a “pure” voice, his brilliant wit leads instead to heteroglossia and
elusiveness.

Bakhtinian dialogism aims to subvert the “forces of stability and closure by emphasizing
the desirability of multiplicity and openness . . .” (Gardiner 85). Human beings are
“‘expressive and speaking’ entities which are fundamentally spontaneous and unpredictable”
(Gardiner 107). Bakhtin appreciates Dostoevsky’s art in which “man is free, and can therefore
violate any regulating norms which might be thrust upon him” (Problems 59). The attempts to
regulate wit are futile and fruitless, neglecting or even abusing the “fluid and changing”
reality and language. Pope’s “failure” to maintain constant relationship between wit and
judgment proves Bakhtin’s argument: centrifugal forces “are clearly more powerful and
ubiquitous—theirs is the reality of actual articulation . . . . They . . . determine the way we
actually experience language as we use it . . . . Unifying, centripetal forces are less powerful
and have a complex ontological status” (Holquist xix). Therefore, wit emerges “more
powerful and ubiquitous” than judgment in Pope’s poetry; his seemingly rational opinions
usually disguise his “spontaneous overflow of powerful feelings.” However, it does not follow
that wit will dispel judgment and dominates Pope’s discourse eventually—this is another form
of hegemony and betrays Bakhtinian dialogism. Pope just retains both, but never “resolves”
their tension.

IV.  The impossibility of objective judgment in heteroglossia

A. The fluidity of taste

If language itself resists norm and unity, then judgment, which also works with language,
can hardly remain pure and monologic despite its supposed reliance on reason. “Objective”
judgment becomes impossible because of the fluidity of taste and the unreliability of reason.

Even though wit needs the control and assistance of judgment, Pope indicates, it is
sometimes better to set the inspiration free. However, he does not regulate the rules for the
“deviation” of inspiration; he merely identifies the “licenses” as “rules” (149). Since
Nature/rules must sometimes let go the inspiration of poetic genius, “the source, and end, and
test of Art” turns out to be a matter of relativity. The taste of a critic will determine whether
the “license” is a bold stroke of genius or an unpardonable failure to follow Nature.

Pope asserts the necessity of taste for a critic (562). If judgments are like watches (9-10),
then it is no wonder that critics can never agree with each other in their interpretations of
literary works, and that Pope’s taste cannot help him construct an undisputed list of canonical
critics in “An Essay on Criticism.” Pope notices the uncertainty of taste: some critics prefer to
study conceit in literature and favor awkward pieces (289-92), while others focus on language
(305) or meter (337). Here Pope shows his own taste, and criticizes obliquely the
metaphysical poets who play with multi-leveled puns: “Words are like leaves; and where they
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most abound, / Much fruit of sense beneath is rarely found” (309-10). Quixote and Dennis
have different tastes, and their attitudes toward critical rules vary drastically (267-84).

Pope fully understands the mutability of taste: “(Taste, that eternal wanderer, which flies
/ From heads to ears, and now from ears to eyes)” (“To Augustus” 312-13). British people in
his eyes are a “senseless, worthless, and unhonoured crowd” who prefer farce to everything
else (“To Augustus” 306-11); so evident is “the gradual decay of delicacy and refinement
among mankind” (“Martinus Scriblerus” 346). Those who have a taste of the sublime are very
few (“Martinus Scriblerus” 348). Taste is “a testimony to the mutability of all human things
and the relativity of all human values” (Gadamer 58). Owing to his appreciation to his mentor,
Pope at the end of the “An Essay on Criticism” ranks William Walsh with Aristotle, Horace
and Longinus as one of the best critics in the western history of criticism—yet Pope’s
judgment highlights not a universally accepted evaluation, but his own bias at most. Judgment,
after all, is a matter of taste, which can hardly claim objectivity and universality. Taste may
bring disharmony and uncertainty so as to bring the clash between wit and judgment.

Taste itself is not single-voiced. It “was originally more a moral than an aesthetic idea”
(Gadamer 35). No wonder “An Essay on Criticism” actually deals with aesthetic and moral
criticisms at the same time. Pope does not hold that morality and aesthetic judgment can be
separated: “No pardon vile obscenity should find, / Tho” Wit and Art conspire to move your
mind” (530-31). He declares at the beginning of Part Ill: “Learn then what morals Critics
ought to know” (560) and “In all you speak let Truth and Candour shine” (563). The
cultivation of gentlemanly behavior and good breeding is as important as that of professional
knowledge (574-77; 631-42). Because of the multi-voicedness of taste, Pope never confines
his judgment to the realm of literary criticism. He criticizes music (372-83), literature,
criticism, theology and religion (440-43; 546-53), philosophy (444-51), politics (456-57;
534-38; 544-45), and theater (540-43) as well.  For him, criticism should be directed towards
all aspects of society. Most of the canonized masters in Part 11l of “An Essay on Criticism”
cannot be identified as “professional literary critics” in the modern sense, either. In the
eighteenth century it was common to “write within the georgic convention on almost any
subject from the culture of silkworms to navigation, to philosophy and divinity”*® (Brower
49). A qualified critic, therefore, does not deal with aesthetic judgment only—this is rejected
by Oscar Wilde and all the other poets and critics in the aesthetic movement.

For Bakhtin, aesthetic judgment does not eliminate the demarcation between good and
evil, beauty and ugliness, truth and falsehood, nor does it assume such demarcation as its
transcendental guide in practice. Furthermore, aesthetic evaluation is subordinated to “the
supreme value-center of contemplation—the human being” (Toward a Philosophy 63-64). To
be specific, taste determines the aesthetic evaluation. Bakhtin does not assume the existence

1% This is echoed by Arnold: he does not confine criticism to that of English literature alone, because “the best
that is known and thought in the world” is found in many other fields as well (“Function” 603). Like Pope, he
also emphasizes the morality of an ideal critic (“Function” 603).
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of a transcendental authority to determine good and evil, beauty and ugliness once for all. The
afore-mentioned demarcation always changes from critic to critic and from generation to
generation as well. It is violence to impose a particular set of standard as the universal
truth—this will render aesthetics as closed, static, and monologic. Aesthetic judgment may
vary because of different personal tastes, and this difference promotes the possibility of
dialogue. The development of literature and aesthetics rests on continual dialogue among
various voices, not on a pre-ordained standard.

B. The unreliability of reason in Pope’s discourse

Paralleling his recognition of the mutability of taste, Pope’s attitude toward reason also
appears inconsistent. The authority of reason is sometimes emphasized: it is crucial for critics
to judge “with reason” on their side (642). Pope identifies two principles in human nature:
self-love and reason (“An Essay on Man”2.53-54). Reason is the power to restrain and to
guard, obeying only Nature (“An Essay on Man” 2.161-62). Without reason, people may go
astray, “flame lawless through the void” and end in destruction (“An Essay on Man” 2.65-66).
Likewise, Joshua Reynolds proclaims that reason “must ultimately determine everything” in
aesthetic judgment (358).

On the other hand, Pope does not assert any divine authority for reason—since human
reason is fallible, and human beings cannot “distinguish right reason from self-centered
rationalization” (Sutherland, John 365, 367). He mourns for the limit of reason: “But when his
own great work is but begun, / What reason weaves, by passion is undone” (“An Essay on
Man” 2.41-42). Reason may be manipulated by pride (“Epistle I’ 117-18) or conquered by
“ruling passion” (“Epistle III” 154). “Since ’tis reasonable to doubt most things, we should
most of all doubt that reason of ours which would demonstrates all things” (“Thoughts” 556).
The proclamation of the unreliability of reason goes to the extreme in Wilmont’s
denunciation:

Reason, an ignis fatuus of the mind,

Which leaving light of nature, sense, behind,

Pathless and dangerous wandering ways it takes,

Though Error’s fenny bogs and thorny brakes . . . . (12-15)
Wilmont totally rejects the Plato-Hobbes-Locke tradition; nevertheless, Pope, even in his
most cynic satires, does not exclude reason as Wilmont does. He wishes to rely on it, but he
doubts its authority; his endeavor to speak like a reasonable gentleman does not disguise his
lack of faith in reason. His indefinite attitude toward reason is illustrated in the refusal of his
“Pegasus” to be restrained by judgment, the resistance of the centrifugal force to the
centripetal.

With such an ambiguous and self-contradictory understanding of reason, Pope cannot
evade inconsistency and heterogeneity in his advice: “Be not the first by whom the new are
tried, / Nor yet the last to lay the old aside” (335-36). He urges all critics to be discreet in
judging contemporary works, but he also maintains: “Be thou the first true merit to befriend; /
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His praise is lost who stays till all commend” (474-75). Consequently, critics cannot
determine whether they should be “the first” to judge or not if they attempt seriously to follow
Pope’s advice. Besides, Nature is supposed to exert continual influence on all ages (403), but
Pope also laments for the decline of art: “No longer now that Golden Age appears” (478), and
theaters offered nothing but obscene plays (540-43). His criticism also demonstrates his
partiality: his praise of the “golden days” of Pope Leo X reveals his own prejudice: he
considers that this Pope patronized artists and therefore encouraged European cultural
development (697-703). Yet Leo X led an extravagant life, accepted bribery, and conferred
official ranks for money. Art for Leo was merely a plaything, but Alexander Pope completely
neglects the corruption of Vatican under Leo’s reign. “Reason” here does not work in his
judgment.

In the ideal criticism, Pope holds it necessary to reason in a suave, warm manner
(574-77). Fervent emotion and self-righteousness should be avoided in a successful judgment.
Pope considers that Nature means “[w]hat oft was thought”—not “felt.” Therefore, literature
must teach readers and “mend their minds,” (342) not to manipulate their emotion. An ideal
artist must depend on “right Reason” to express truth (211-12; 299), and “modest plainness”
must characterize the work (302). True expression, like the stable Sun, “[c]lears and improves
whate’er it shines upon” (315-16). Basically Pope rejects the dominance of feelings in one’s
personality: “Our passions are like convulsion-fits, which, though they make us stronger for
the time, leave us the weaker ever after” (“Thoughts” 551).

Yet it is hasty generalization to hold that Pope always exalted reason and suppressed
emotion. His vehement and emotional satires hardly follow this teaching, and his enemies
never appreciated his “superior Sense.” He actually embraces both reason and emotion. This
attitude may derive from Castiglione’s opinion: reason should govern emotion, and emotion
must not be extirpated because it is an aid to virtue. If emotion were totally taken away,
reason would become weak and languid (218-19). Both emotion and reason should occupy
proper roles in one’s discourse. Moreover, he admires Timotheus’s artistry to maneuver
Alexander’s passions: the king who conquered a large piece of land is conquered by an artist,
and learns nothing about “[w]hat oft was thought™ after his intoxication (374-81). Timotheus
neither teaches nor delights Alexander: “the world’s Victor” only undergoes a series of
emotional upheaval, and in no sense is he “improved” by Timotheus’s heart-shaking melody.
Pope’s statement—“What reason weaves, by passion is undone” (“An Essay on Man”
2.42)—is ironically verified. He even identifies Dryden as contemporary Timotheus (383)*".

1 Pope’s praise of Timotheus derives from “Alexander’s Feast” by John Dryden. However, Dryden’s
description of Timotheus’s artistry does not present the divine light of reason, either. The musician sings the
“praise of Bacchus” (47). Under the influence of this music, Alexander “grew vain” (66), defied heaven and
earth (71), wept (88), and felt depressed (115) and startled (130). Great is the change of the king’s feelings, yet
he mostly indulges in negative moods. Dryden emphasizes: “What passion cannot Music raise and quell” (“A
Song for St. Cecilia’s Day,” 16; 24); he even imagines the creation of the universe under the harmony of music’s
power (“A Song for St. Cecilia’s Day,” 1-10). Pope emphasizes the importance of reason and judgment several
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Likewise, Pope adores Shakespeare for the latter’s “power over our passions” (“Preface”
535)—not only his wisdom to teach us. Shakespeare’s influence on reader’s emotion is
justified: “We are surprised the moment we weep; and yet upon reflection find the passion so
just, that we should be surprised if we had not wept, and wept at that very moment” (“Preface”
535). In addition, he urges all would-be critics to “point your thunder, and exhaust your rage”
on all abnormal phenomena (555)—a declaration that demonstrates more emotional rage than
reasonable argument. While finding some faults in great writers, critics should “[d]ischarge
that rage on more provoking crimes” (528). Pope indeed criticizes with his “spontaneous
overflow of powerful feelings”: “Though nominally the poet of reason, he was the very
antithesis of the man who is reasonable in the highest sense: who is truthful in word and deed
because his conduct is regulated by harmonious and invariable principles. Pope was governed
by the instantaneous feeling” (Stephen). Pope means to hold both reason and feelings, but he
fails to offer a stable, unswerving description of their relationship.

While emotion and wit mainly prevail in poetry, reason and judgment reign in criticism.
For Fairer, the tension between reason and emotion in the “An Essay on Criticism”
“negotiates” between Aristotelian decorum and Longinian inspiration (33). Pope generally
recognizes such a separation in his admiration of Horace’s artistry:

He who, supreme in judgment as in wit,

Might boldly censure as he boldly writ,

Yet judg’d with coolness, though he sung with fire;

His precepts teach but what his works inspire. (657-60)
In other words, following the example of his favorite writer, Pope would not agree that a critic
can let go “the overflow of powerful feelings” in his/her judgment. Both Aristotle and Horace
argue “with coolness” and decorum. Nevertheless, Pope also glorifies Longinus, who was
blessed by the Muses “with a poet’s fire: / An ardent judge, who zealous in his trust, / With
warmth gives sentence, yet is always just” (676-78). This sublime author never intends to hide
or disguise his passion and zeal in his critical judgment. No wonder that Pope encourages
critics to pour out their anger on abnormal phenomena. Horace and Longinus differ in their
styles and their expression of feelings, yet both, together with Aristotle, are canonized by
Pope. These comments deprive thinking and reason of their supreme authority, and reveals
Pope’s heterogeneous voice with regard to judgment as well.

Pope indicates that faults always exist in literary works, and that critics cannot reject a
work in the name of obeying the rules (253-58). Arbitrary is it to judge some discourses as
“fault,” since reason and taste do not work as unchanged and universally accepted measures.
Anachronism may be regarded as a serious mistake by some scholars, and even Shakespeare

times in “An Essay on Criticism,” but in the Timotheus episode he tends to disregard the essential difference
between music and literature; his identification of Dryden as Timotheus presumes his admiration of the power of
art to manipulate readers’ feelings—a condition that is severely condemned by Plato (359), and that contradicts
his portrait of an ideal critic (574-77).
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“commits” it in Henry IV and Julius Caesar; however, literature does not mean to present
history, and it is priggish to demand the former to follow the latter in all details. The violation
of the three unities may also be treated as a “fault.” Yet great dramatists seldom follow the
rules, while those rule-abiding playwrights may make their audience sleep (242). In the
Quixote-Dennis episode (267-84), Dennis is ridiculed for his play, which is “exact to rule”
(277). Pope even takes it for granted that “men of wit” must commit minor errors in order to
avoid greater ones, and “not to know some trifles is a praise” (260-62). Quixote’s suggestion
to Dennis’s play also “encourages” the transgression of Aristotle’s poetics (284). Pope’s
“tolerance” for “trifles” and “faults” reveals more his personal taste than a universal ideal,
while he offers no definite standard by which we can determine the “great” and “minor”
mistakes. Thus he challenges indirectly the sacredness of Nature. His flexible judgment
indicates that some blemishes always exist in Nature and wit; therefore, it is better not to
follow Nature wholeheartedly. Judgment, therefore, becomes a matter of relativity.

Pope’s ambivalent attitude toward reason drives his argument closer to Bakhtinian
dialogue than to Platonic dialogue. Plato presents his philosophical views in the form of
dialogues, with the assumption of the supremacy of reason and morality. “Plato’s choice of
the dialogue form, and of a particular variety of dialogue, is determined by his philosophical
aims” (Irwin 77). In other words, Plato “manipulates” the whole dialogue and sometimes
renders the addressees insipid, stupid, ready for nothing but complying with Socrates’s
viewpoint. It lacks the open-endedness and inconclusiveness of a true dialogue. Besides, Plato
does not arrange his discourse as dialectics—Socrates never compromises with his addressees,
but always invites them to accept his conclusions under the disguise of a nave speaker, who
claims that he knows nothing. The conclusion amounts to Plato’s presumed ideas, and
Socrates rarely “modifies” his opinions in his conversation. To some extent Pope also speaks
with the intention to persuade his readers with cogent and reasonable arguments, but his
questioning of reason, either consciously or unconsciously, marks his radical difference from
Socrates/Plato—Plato may appear inconsistent in some arguments, but he never doubts the
validity of reason. Pope’s inconsistent descriptions of wit-judgment relationship(s) expose the
fallibility of his reason. His attitudes toward reason and emotion reflect what Bakhtin points
out:

the author utilizes now one language, now another, in order to avoid giving himself up

wholly to either of them; he makes use of this verbal give-and-take, this dialogue of

languages at every point in his work, in order that he himself might remain as it were
neutral with regard to language, a third party in a quarrel between two people (although

he might be a biased third party). (“Discourse” 314)

In Bakhtinian term, this illustrates the unreliability of monologic discourse and the
impossibility of the centripetal voice to dominate the whole situation. Rather, Pope wavers
between wit and judgment, emotion and reason, and the centrifugal and the centripetal.
Shattered is the image of a reasonable, suave critic who rests on Nature and who always
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intends to persuade the reader with reason.

C. Pope’s violation of the Great Chain of Being

Furthermore, Pope’s appreciation of the power of music in the Timotheus episode
challenges the presumed stability of the Great Chain of Being. “Order is heav’n’s first
law”—therefore, some people are greater or richer than the others (“An Essay on Man”
4.49-52). The law and necessity of the Great Chain of Being exist in Nature and humanity as
well: “The gen’ral order, since the whole began, / Is kept in nature, and is kept in man” (“An
Essay on Man” 1.171-72); “That God of Nature, who, within us still, / Inclines our action, not
constrains our will” (“To Colonel Cotterell” 280-81). Caesar’s ambition and Alexander’s
scourge prevailed because of the divine will (“An Essay on Man” 1.159-60). Thence “to
reason right is to submit” (“An Essay on Man” 1.164). This chain holds everything—“All
served, all serving: nothing stands alone” (“An Essay on Man” 3.25). He describes the danger
of breaking this Chain: “On superior pow’rs / Were we to press, inferior might on ours: / Or
in the full creation leave a void, / Where, one step broken, the great scale’s destroyed”
(1.241-44). Timotheus, a subordinate to Alexander the Great, “surrenders” the king to the
power of music and deprives him of the majesty of a monarch. His music, judged from the
viewpoint in “An Essay on Man,” must be rejected since it breaks the order of the universe,
and brings no harmony to the head of the state. Pope’s “judgment” of the “value” of
Timotheus’s subversive artistry evidently contradicts his affirmation of the necessity for all
creatures to stay in their pre-ordained places in the Chain of Being. In Bakhtinian term, this is
Pope’s heteroglot voice imbedded in his apparently consistent discourse.

The submission to the Great Chain of Being or to the universal order runs counter to the
heteroglot humanity—a fact that even Pope sadly perceives. The carnival tendency is inherent
in humanity: since human beings can only see a part of truth, they may treat “the dull ox”
sometimes as a god, and sometimes as a sacrifice (“An Essay on Man” 1.60-68). “In pride, in
reas’ning pride, our error lies” (“An Essay on Man” 1.123). He condemns human beings as
worms (“To Mr. John Moore” 5-8). Human beings sometimes intend to soar and sometimes
look downward (“An Essay on Man” 1.173-75); they were “[c]reated half to rise, and half to
fall; / Great lord of all things, yet a prey to all; / Sole judge of truth, in endless error hurled”
(“An Essay on Man” 2.15-17). No “reasonable” discourse can catch the carnivalized,
anti-essentialist humanity:

A being darkly wise, and rudely great:

With too much knowledge for the sceptic side,

With too much weakness for the stoic’s pride,

He hangs between; in doubt to act, or rest;

In doubt to deem himself a god or beast;

In doubt his mind or body to prefer;

Born but to die, and reas’ning but to err . . . . (“An Essay on Man” 2.4-10)
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However, Pope neither submits himself to the authority as he proposes in “An Essay on
Man”, nor accepts “Whatever is, is right.”” His direct attack of contemporary British monarchs
(Charles Il [536] and William 111 [544-45]) challenges his own belief in the universal
harmony and the Great Chain of Being. Corruption and collapse of culture, in his eyes,
characterize the reigns of both kings. His anger and despair about the status quo erupt in his
emotional diction and tone: “These monsters, Critics! With your darts engage” (554). Yet the
ideal poet/critic must maintain his reason and mercy to his/her enemy: “To err is human, to
forgive divine” (525); “Who to a friend his faults can freely show, / And gladly praise the
merit of a foe” (636-37)—Pope as a satiric poet could scarcely “forgive” his enemies.
“Honorable fool[s]”—thus mocks he the noblemen who take degrees without learning. This
mockery upsets the traditional social hierarchy: “Paradoxically, the conservative Pope, who
was striving to preserve the deteriorating hierarchical principles in poetry and culture,
revolted against social hierarchies, predicating the immorality of [some] nobility” (Gregori ix).
His attack becomes all the more sour and bitter in his later satires: “That NOT TO BE
CORRUPTED IS THE SHAME / In soldier, churchman, patriot, man in power” (“Epilogue to
the Satires” 161-62); he proudly criticizes many contemporary noblemen (“Epilogue to the
Satires” 112-15). He takes for granted the decline of England: “O WRETCHED B—! Jealous
now of all, / What God, what mortal, shall prevent thy fall? (“1740: A Poem” 1-2); “The
plague is on thee, Britain, and who tries / To save thee, in th” infectious office, dies” (“1740:
A Poem” 75-76). His violation of the Great Chain of Being reaches the zenith in the Dunciad:
“Art after Art goes out, and all is Night” (4.640); “universal Darkness buries All” (4.656).
Therefore, his declaration that “All discord, harmony not understood; / All partial evil,
universal good” (“An Essay on Man” 1.291-92) loses its validity and authority, so does the
necessity of the regulation of wit by reasonable judgment. In his violation of the Great Chain
of Being, he displays far more emotion and wit than reason and judgment. His “Pegasus”
refuses to move under the yoke of reason, soars beyond the reach of judgment, and upsets his
own proposal to submit to the status quo. Wit becomes a subversive force in the masterpiece
of the spokesman of Nature. His discourse about wit and judgment indeed illustrates the
irresistible force of heteroglossia.

D. Dialogue as the guide of wit and judgment

Pope recognizes the lack of the universal standard for judgment (9-10); besides, “Some,
valuing those of their own side or mind, / Still make themselves the measure of mankind”
(452-53). Critics may ruin the classics more than time and moths with their misinterpretations
and criticisms (112-17). Some critics may blame the “freer beauties” coming from the poetic
licenses (170). The endless conflicts between wit and judgment negate the existence of a
universally accepted aesthetic standard, and a Bakhtinian reading, which treats them as the
centrifugal and the centripetal respectively, illustrates their “dialogue” even in their tension.

Pope insinuates the dialogic quality of judgment when discussing the basic requirement
of criticism: “Know well each ancient’s proper character; / His fable, subject, scope in every
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page; / Religion, country, genius of his age” (119-21). This is similar to an inductive method:
a critic must try to establish a general, overall understanding of a specific writer by studying
thoroughly all aspects of his/her age first. The process of this understanding amounts to
dialogue: it is not a one-way absorption of some dead knowledge; critics must incessantly
question and interrogate the validity of the sources. Nature “bestows personal gifts,” including
wit and judgment; in order to perfect Nature’s gifts, one must learn in community (Diderot
365). In order to avoid pride and wrong judgment, Pope affirms, “Trust not yourself; but your
defects to know, / Make use of ev’ry friend—and ev’ry foe” (213-14). This advice
presupposes a dialogic community for poets and critics as well: the give-and-take among
friends and foes can truly nourish one’s artistry and judgment; self-alienation will lead to
“little learning” and prejudice. Learning is compared to an unending process of climbing a
mountain: “But more advanc’d, behold with strange surprise / New distant scenes of endless
science rise” (223-24); the “growing labors of the lengthen’d way” still await all critics (230).
Therefore, Nature always stands beyond the reach of all poets and critics; the more one learns,
the more he/she will find there are still many things to be learned.

“An Essay on Criticism,” *
terms with the conflicting demands of good sense and tolerance for human error, of poetic (or
critical) justice and mercy” (Bellanca 66). Yet this indication does not fully reveal the
heteroglossia in Pope’s discourse about Nature and the wit-judgment tension. The “conflicting
demands of good sense and tolerance for human error” in Pope’s ideal still anticipates
reconciliation of all alien voices. However, he neither defends the gap between his ideal and
his practices, nor successfully controls his wit by his judgment. Because of the fluidity of
taste and the unreliability of reason, judgment can neither maintain stability and consistency
nor restrain wit and passion. Both wit and judgment, far from occupying certain
pre-determined places in humanity, threatens the order of the Great Chain of Being in their
disharmony, and their resistance to any ultimate synthesis manifests the openendedness of
their “dialogue.” Bakhtinian dialogism recognizes the inevitable and necessary tension
between the centripetal and the centrifugal, and also highlights Pope’s actual treatment of
both wit and judgment.

[r]ead dialogically, represents a consciousness coming to

V. Conclusion

Pope’s craftsmanship is so perfect that few poets in the later generations can match or
imitate him (Battestin 33)—so brilliant is his wit, so deep is his judgment, yet so prominent is
the tension between his wit and judgment. In his attempt to formulate their ideal relationship,
the heterogeneous voices in his discourse mock and disrupt his ideal. He was interested in
three things: “himself and what other people thought of him, his art, and the manners and
characters of society” (Auden 219). This highlights a dialogic context for Pope’s artistry.
With his art, Pope constructs his own image and responds to his friends and foes. “An Essay
on Criticism” begins with the evaluation of the impact of wit and judgment on society (1-8).
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Despite his emphasis on the regulation of wit by judgment, he in fact shows their incessant
conflicts.

A dialogic environment, however, does not contribute to an ordered, systematic discourse.
In the eighteenth century, wit carried social significance and always anticipated a dialogic
context: “the attitude of the man who understands a joke and tells one because he is aware of
a deeper union with his interlocutor” (Gadamer 25). Likewise, judgment was also placed in a
dialogic context in the Age of Enlightenment: “Everyone has enough ‘sense of the common’
(gemeinen Sinn)—i.e., judgment—that he can be expected to show a ‘sense of the
community’ . . .” (Gadamer 32). “Criticism” itself requires the appropriate deployment of
judgment to highlight the divine light of Nature demonstrated by wit. Part of the Pope’s
achievement is “in the very ease and friendliness with which it approaches complexity”
(Hunter 28). With the conversational and dialogic tone, he explores the most profound topic in
the contemporary poetics, and exemplifies the wit-judgment dialogue.

Pope intends to describe ideal judgment just as Arnold endeavors to promote impartial
criticism, “a disinterested endeavor to learn and propagate the best that is known and thought
in the world” (“Function” 603). Yet both of them cannot deny the existence of various voices
among their contemporaries.*> Human consciousness cannot be reached through a monologic
approach. “Consciousness is in essence multiple” (Bakhtin, Problems 288). Wit does not
actually follow the restraint of judgment or criticism; rather, creative imagination may always
challenge the validity of critical theory, force critics to revise their taken-for-granted opinions,
and disrupt the order imposed by authoritative “rules.” The centrifugal force, according to
Bakhtin, always possesses greater power than the centripetal. Arnold even suggests that critics
must stand “in the second place, not the first, as a sort of companion and clue, not as an
abstract lawgiver—that the critic will generally do most good to his readers” (602). In other
words, critical judgment must be demonstrated in a dialogic background (critic as companion),
not in an authoritative, monologic stance. Heteroglossia, not Nature, actually prevails, while
the communication and conflict of various voices continue. Therefore, it is misleading to treat
Pope as the poet who always emphasized on the importance of reason; instead, both wit and
judgment co-exist and conflict continually in his poetry. The term “the Age of Reason” also
veils the complicated reality in the neoclassical England, because reason did not really
predominate at that time—it was merely one voice among many others. Dialogue acts as the
true guide of wit and judgment, and even modifies our understanding of Nature.

2° Arnold complains that Victorian England was disrupted by the interests of political parties: Edinburgh Review
spoke for the Whigs, Quarterly Review was an organ of the Tories, British Quarterly Review represented
Dissenters, Times was controlled by common well-to-do Englishman, and Dublin Review subordinated critical
mind to Catholicism (“Function” 597).
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Scapegoat: Okonkwo’s Frustration and Sorrow
in Things Fall Apart

Shu-mei Chung*

Abstract

Chinua Achebe’s Things Fall Apart describes how the people of the former colonial
Igbo society are faced with European aggression in the name of the missionary work and
how the already conflicted traditional social life of Umuofia eventually collapses. This
novel has been recognized as an African epic and the protagonist Okonkwo is often seen
as a tragic hero, too. However, Okonkwo is not the kind of tragic hero defined in
Aristotle’s Poetics, who is a person of noble birth, aware of his own flaws, but unable to
stop himself from falling into destruction. Instead, Okonkwo becomes a hero because of
his bravery in sacrificing his life for his people, which makes him the scapegoat of the
tribe. By so doing, he also saves his tribe’s spiritual values and prevents the community
from feeling collective guilt, which makes him a tragic hero. This essay will examine how
Things Fall Apart deals with Okonkwo’s frustration and grief when he encounters the
internal and external problems of Umuofia society. It will discuss, as a tribal scapegoat,
how Okonkwo expresses his personal experiences, and thus helps the readers free
themselves from the guilt and grief of persecuting a scapegoat.

Keywords: African epic novel, tragic hero, Poetics, collective guilt, scapegoat
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Abstract

Listening skill is always more problematic for Taiwanese English learners as
compared with other skills. That is because listening comprehension process is very
complicated and listeners are with no any control over the listening input. Applying some
strategies while listening may help reduce the cognitive load of comprehending listening
input. However, few Taiwanese EFL learners know how to apply inference strategy while
listening connected speech. Therefore, the purpose of the study aimed to examine the
effects of inference strategy instruction on EFL college students’ listening comprehension.
The subjects were eighty students from two intact Freshman classes in central Taiwan.
One class was assigned as the experimental group, and the other as the control group. The
instruments of the study were an inference strategy questionnaire, a TOEIC listening
mock test and an interview. Prior to the inference strategy instruction, both experimental
group and control group had the TOEIC listening mock test and completed an inference
strategy instruction questionnaire as the pre-test in order to check the homogeneity in their
listening comprehension and starting point. According to the pretest scores of the TOEIC
listening mock test, the subjects in the experimental group were divided into three
achieving levels for further analysis. The experiment lasted for ten weeks. The
experimental group received the inference strategy instruction whereas the control group
received the same listening materials without any inference strategy instruction. Both the
experimental and control groups took the TOEIC listening mock test and filled in an
inference strategy questionnaire again after ten weeks. Six subjects, two from each
achieving level in the experimental group, were selected to be interviewed after the
experiment. The quantitative data were analyzed by the SPSS version 20.0 for the
descriptive statistics, t-test, and one-way ANOVA. The interview data were analyzed to
triangulate the quantitative data.

The results showed the experimental group made significant progress in their
inference strategy use. Moreover, the results showed a significant improvement on EFL
college students’ listening comprehension after the inference strategy instruction. As
regards with the effects of inference strategy instruction on different achieving level of
subjects, mid-achieving level and low-achieving level subjects progressed more than
high-achieving level subjects. According to the results of the present study, some
suggestions and pedagogical implications were provided. At last, limitations of the study
and suggestions for further studies were proposed.

Keywords: inference strategy, inference strategy instruction, English listening strategy;,
English listening comprehension
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Listening is regarded as a vital skill to develop a language in the global village,
however, L2 learners are rarely taught how to listen effectively. Due to the complex nature
of listening and lack of control over the listening input, L2 students face various problems
in EFL listening. Although listening has taken a place in L2/EFL teaching methodology,
the ways to teaching listening evolve with the knowledge about the nature of listening.
With the development of L2/FL teaching methods, listening has become more and more
important in L2/FL learning (Rost, 2011). In order to understand L2 speakers and the
authentic aural and visual L2 texts available through a variety of multimedia, such as,
on-line video YouTube, radios and blogs, and podcasts, enhancing listening
comprehension skills becomes a must. However, listening skill is always more
problematic for Taiwanese English learners as compared with other skills. That is because
listening comprehension process is very complicated and listeners are with no any control
over the listening input. Applying some strategies while listening may help reduce the
cognitive load of comprehending listening input. However, few Taiwanese EFL learners
know how to apply inference strategy while listening connected speech. Therefore, the
purpose of this study was to examine the effects of inference strategy instruction on EFL
college students listening comprehension and find out which sub-inference strategies
facilitate listening more effectively. Three research questions addressed as following:

1. Isthere any significant difference in the EFL college student’s listening
comprehension after the inference strategy instruction?
2. Isthere any significant difference in the EFL college students’ strategy

use after the inference strategy instruction?

3. What are the different effects on different achieving level EFL college students
in listening comprehension and inference strategy use?

Literature Review

The nature of listening input is very different from reading. It is not appropriate to
use ways of reading instruction to teach students develop listening competence. There are
a number of differences between written language and spoken language (Brown & Yule,
1992; Mendelson, 1994; Ur, 2000; Flowerdew & Miller, 2005). In general, written
language is fixed, stable, organized and could be traced back. Written language does not
have much redundancy, and it made written language text shorter but information denser
than spoken language as the same text. Written language applies acceptable standard
variety of the language, whereas, spoken language may be in a regional limited context
dialects. Written language has a higher lexical density than spoken language because there
are a lot of grammatical words among content words. Whereas, authentic spoken
language shows a variety of pronunciations, accents, speeds of delivery, intonations,
ungrammatical structures, fillers, and repetitions. Moreover, there are white spaces for
separating words in written language and punctuations for separating meaning ideas. The
absence of punctuations in spoken language is replaced by pauses. However, in the
connected speech, the missing of “white space” and punctuations make it blurrier and
hence more difficult for EFL listeners to segment the word boundaries , clauses, and/ or
sentences.

Moreover, Rost (2011) has been indulging in listening for years and synthesized the
features of spoken language as the Table 1 shown. From these characteristics of
spontaneously spoken language, it can be seen the complexity of understanding the
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Table 1
Characteristics of Spontaneously Spoken Language
1. in short bursts of speech
2. more topic-comment structures, and uses more topic restatement
3. frequently use additive ordering with “and”, “then”, “so”, “but”
4. high ratio of function words to content words
5. incomplete grammatical units, false starts, incomplete/abandoned
structures
. frequently use ellipsis to omit known grammatical elements
7. use the most frequent words of the language, leading to more loosely packed,
often imprecise language
8. topic may not be stated explicitly
9. a lot of fillers, interactive markers, and evocative expressions
10. frequent exospheric reference, and rely on gesture and non-verbal cues
11. various speeds, accents, paralinguistic features and gestures
Note. From Rost (2011), p. 29

()]

spoken language and the lack of control listeners need to cope with. Therefore, it is in
urge to find out an effective teaching of EFL listening to develop students listening
proficiency to meet the need in communicating in the global village.

In search for a good model of listening in communication, Brownell (1996 and 2002)
proposed the HURIER model as the Figure 1. The HURIER is an acronym for six
components in listening process: Hearing, Understanding, Remembering, Interpreting,
Evaluating, and Responding.

Listening Filters

Organizational . . . , . '
© role Attitudes Previous experiences Values Bias Ete. !
]

| I ! | | I !

oy Y Y Yy

—_— —_—
Hearing ié Responding
—_— & _

Evaluating

Figure 1 The HURIER model of listening process
(From Brownell, 2002, p. 14)

In the model, listener’s organization role, attitudes toward the speaker and the content of
speaking, experience, values, bias, etc. will influence how much the listening input can
get into the process. In the first step hearing, the reception of sound waves, the perception
of sound in the brain, and auditory association interplay. After associating the sounds with
meaning, listeners understand the superficial meaning of the utterance and can interpret
speaker’s point of view and evaluate the content of speaking against his/her own
experiences, attitudes, values, or bias. What make sense to him/her will get into the
memory system for later use. Finally, a good listener knows how to respond appropriately
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for maintaining communication.

As for human information processing, Rumelhart (1975) pointed out three types of
processing in cognition, including the bottom-up processing, top-down processing, and
interactive processing. According to Flowerdew & Miller (2005), the bottom-up model
started with “the smallest units of the acoustic message: individual sounds, or phonemes”.
Then, they are “combined into words, which, in turn, make up phrases, clauses, and
sentences.” Finally, individual sentences “combined to create ideas and concepts and
relationships between them” (p. 24). In contrast to the bottom-up model which relies on
individual sounds and words, the top-down model is a process of listening which rely
more on the usage of prior knowledge to understand the context instead of attaining the
comprehension by separate sounds or words while listening. In the top-down model, the
listener draws upon background knowledge and their expectations of what will happen
next in the context and then infers what may be speaker’s purposes. Therefore, Rost (2005)
indicated that inference plays an important part of the top-down model, and it is also
important to note the listeners, through the process of guessing meaning, may or may not
interpret the meaning of the text correctly. Furthermore, the interactive model involves
both the bottom-up model and the top-down model in listening interactively. The
interactive model held the outcome of the interaction between linguistic and background
knowledge on listening comprehension (Dubin & Bycina, 1991; Morley, 1991). Park
(2004) indicated that both background knowledge and linguistic knowledge integrate
together and often compensate for each other in the interactive model.

The inference strategy belongs to the cognitive strategy, according to O’Malley and
Chamot (1990). Based on O’Malley and Chamot’s (1990) strategy taxonomy, Vandergrift
(1997) developed more listening-related sub-category strategies for certain strategies.
Therefore, there are five sub-category strategies under the inference strategy, including
linguistic inference, voice and paralinguistic inference, kinesic inference, extralinguistic
inference, and between parts inference (See Table 2).

Table 2

Sub-categories of Inference in Cognitive Strategy

Strategy Definition

Inference

a. Linguistic Using known words in an utterance to guess the meaning of
inference unknown words.

b. Voice and Using tone of voice and/or paralinguistics to guess the meaning
paralinguistic of unknown words in an utterance
inference

c. Kinesic Using facial expressions, body language, and hand movements to
inference guess the meaning of unknown words used by a speaker.

d. Extralinguistic Using background noises and relationships between speakers in
inference an oral text, material in the response sheet, or concrete
situational referents to guess the meaning of unknown words.

e. Between parts Using information beyond the local sentential level to guess at
inference meaning.

Note. From Vandergrift (1997), p. 393
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While listening, inferences involve operations on a mental model that a listener has
produced (Rost, 2011). Inference is a problem-solving process in order to draw a relevant
inference before comprehension can continue, and draw a conclusion when evidence is
available (Barbey & Barsalou, 2009). Several types of inference have been classified in
language comprehension contexts.

1. Estimating the sense of ambiguous references
2. Supplying missing links in ellipted propositions
3. Filling in schematic slots
4. Supplying plausible supporting grounds for logical arguments
5. Using text genres to generate expectations about what will occur
6. Supplying plausible intentions for the speaker.
(Rost, 2011; p. 63-64)

Through the use of this kind of inference, Norrick (2000) indicated that the listener
builds and updates cognitive representation from one sentence to another, and also
updates interactional level (how this affects the relation between the listener and the
speakers) and transactional level (what is said and meant). The updating of one’s
cognitive representation agrees with the listener’s flow of consciousness. Moreover, there
are five strategies that are frequently associated with successful listening. Rost (2011)
pointed out that predicting information or ideas prior to listening, making inferences from
incomplete information based on prior knowledge, monitoring one’s own listening
processes and success while listening, clarifying areas of confusion, and responding to
what one has understood are five successful strategies while listening. Therefore, making
inference might help Taiwanese EFL college listeners improve their listening
comprehension. However, there is no specific study on inference making while listening.
Therefore, it is needed to explore the effects of inference on Taiwanese EFL college
students’ listening comprehension.

As studies in listening strategy instruction, there are a number of studies on listening
strategy instruction. For example, Chen (2011) examined the effects of listening strategy
instruction on elementary school EFL students’ listening comprehension. Two fifth grade
classes participated in the study lasted for 10 weeks Four selected listening strategies were
advance organization, directed attention, double-check monitoring, and performance
evaluation and they were taught to the experimental in the experimental group whereas
the control group did not receive any listening strategy instruction. The results revealed
that the experimental group outperformed the control group in listening on the posttests as
well as they were less nervous and more confident in their English listening. Moreover,
Chang (2010) examined the effects of listening strategy instruction on Taiwanese EFL
Freshmen’s listening comprehension in central Taiwan. The results showed that
experimental group made a significant progress in their English listening comprehension,
and after the listening strategy instruction, subjects of three proficiency levels listening
comprehension had been shortened. However, there are few studies were focused on the
effects of inferencing strategy instruction on Taiwanese EFL college students’ listening
comprehension. Therefore, the present study aimed to examine the effects of inferencing
strategy instruction on Taiwanese EFL college students’ listening comprehension.

Method

There were two intact classes of 83 subjects participating in this study in the
beginning. The participants were college freshmen who were non-English majors in
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central Taiwan. There were 42 students in the experimental group and 41 students in the
control group. However, three of the control group subjects did not complete the study;
there were only 38 subjects with valid data in the control group. Finally, there were 80
subjects with valid data to be analyzed. According to the scores of TOEIC listening mock
test, participants were classified into three listening ability groups in the experimental
group as the high-achieving level, mid-achieving level, and low-achieving level groups
for further analysis. Finally, in the experimental group, 13 subjects of the experimental
group were classified as the high-achieving level subjects, 16 subjects were
mid-achieving level subjects, and 13 subjects were low-achieving level subjects.

The instruments of this study consisted of a TOEIC listening mock test, the Inference
Strategy Questionnaire, and an Interview. Firstly, the TOEIC listening mock test consisted
of three sections. The first section focused on the pictures description followed by
question and response, while the last part was short conversations between two speakers.
As time limited, there were 48 questions selected in total in the TOEIC listening mock test,
the total scores of the test was 96. Secondly, the inference strategy questionnaire consisted
of two parts: the first part included questions about subjects background information and
the second part contained fifteen items which were developed from Vandergrift (1997).
The fifteen items were statements with a five-point Likert scale that attempted to elicit
subjects’ frequency of applying the inference strategy while listening (see Appendix A).
The Table 3 illustrated the distribution of question items in the followings.

Table 3
Distribution of Question Items of Inference Strategy Questionnaire
Iltem Inference Strategy
1-3 Linguistic Inference
4-6 Voice and paralinguistic Inference
7-9 Kinesic Inference
10-12 Extralinguistic Inference
13-15 Between Parts Inference

The questionnaire obtained a reliability of Cronbach ¢ = .88. It may be a reliable
instrument. Moreover, it was viewed by two experts to confirm the validity of this
instrument to measure inference strategy use.

Finally, the interview (see Appendix B) was used to elicit subjects’ in depth opinions
and triangulate the questionnaire data. The rationale of the interview was accorded with
the research questions of the present study. The interview included seven questions to
explore the subjects’ opinions about the inference strategy and inference strategy
instruction. These seven questions were conducted one-on-one by one of the researcher
after the posttest. Two interviewees were randomly selected from each listening achieving
levels respectively. At last, six interviewees were selected for inquiry in depth.

The experiment took twelve weeks. The first week was the pretest and then followed
by ten-week inference strategy instruction. The posttest was conducted in the twelfth
week. Inferencing strategy was taught as classified by Vandergrift (1997) in the present
study: linguistic inferencing, voice and paralinguistic inferencing, Kinesic inferencing,
extralinguistic inferencing, and between parts inferencing. The schedule was showed as
follows (Table 3.9):
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Table 4
Inferencing Strategy Instruction Schedule of the Study
Week Inferencing Strategies

2 Introduce all inferencing strategies and
teach linguistic inferencing strategy and practice
Teach voice inferencing strategy
Teach kinesic inferencing strategy
Teach extralinguistic inferencing strategy
Teach between-parts inferencing strategy
Review all five inferencing strategies
Review practice listening by linguistic inferencing strategy
Review practice listening by voice and kinesic inferencing strategy
Review practice listening by extralinguistic inferencing strategy and
between parts inferencing strategy
11 Review all five inferencing strategies

O OWoo~NO Ol W

-

The Cognitive Academic Language Learning Approach (CALLA) model of strategy
instruction proposed by Chamot, Barrnhardt, EI-Dinary, and Robbins (1999) was applied
in the present study

Both the quantitative and qualitative data were collected and analyzed in the present
study. The Statistical Package for Social Science (SPSS) English version 20 was
employed to analyze the quantitative data of the pretest and the posttest on listening
comprehension and the inference strategy questionnaire in the study for descriptive
statistics and the inferential statistics. The results from the inference strategy use
questionnaires were presented by means and standard deviations. One-way ANOVA was
adopted to examine the listening comprehension and strategy use of three achieving level
groups. For the qualitative analysis, the data from the interview was transcribed verbatim
by the researcher to categorize, group and synthesize the subjects’ responses to triangulate
with the results of quantitative data.

Results

Firstly, in order to find out the effect of inference strategy instruction on EFL college
students’ listening comprehension, independent-sample t-test was employed to analyze the
data of the pretests and posttests. Based on the pretest results, the experimental group and
the control group were confirmed as homogenous before the experiment. Next, the
experimental group received ten-week inference strategy instruction whereas the control
group did not receive any inference strategy instruction. After ten-week inference strategy
instruction, both the experimental group and the control group took the TOEIC listening
mock test again as the posttest. The independent sample t-test was employed to analyze
the posttest scores of the experimental group and the control group to find out whether
there was any significant difference between these two groups after the inference strategy
instruction. The results of independent t-test were shown in the Table 5.
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Table 5.
T-test Results of the Posttest of the Listening Comprehension
Group N M SD t p
Experimental 42 48.95 9.91 4.33*** .000
Control 38 39.68 9.10

Note. ***p<.001

The mean of the posttest of the experimental group (M=48.95) was higher than the
mean of the control group (M=39.68) (see Table 5 ). There was about 10 point difference
after the experiment. The p-value .000 was lower than .001 as shown in Table 5.
Therefore, the results showed that there was a significant difference between the
experimental group and the control group in their listening comprehension after the
inference strategy instruction.

Moreover, the paired-sample t-tests were used to check whether there was any
significant difference in the subjects’ listening comprehension within each group after the
experiment. Table 6 presented the results of paired-sample t-test with the pretest and
posttest of the subjects’ listening comprehension. For the experimental group, the results
showed a very significant difference (t(41)=5.02, p=.000). T-value of the experimental
group pretest and posttest was 5.02 and p-value was .000 (p<.001). Therefore, the
experimental group made significant progress after receiving the inference strategy
instruction.

Table 6
Paired-Sample T-test Results of the Pre/Posttest of Listening Comprehension
Group Test N Mean SD t p
Experimental  Pretest 42 42.00 8.75 5.02%*** .000
Posttest 42 48.95 9.91
Control Pretest 38 41.78 7.21 1.73 .092
Posttest 38 39.68 9.10

Note. ***p<.001

On the other hand, t-value of the control group pretest and posttest was 1.73 and
p-value was .092 (t(37)=1.73, p=.092). There was no significant difference between the
pretest and posttest in the control group. Therefore, it showed the evidence that inference
strategy instruction improved the subjects’ listening comprehension in the experimental
group.

Furthermore, the results from the interviews provided the qualitative data to
triangulate the results of the quantitative data. Six interviewees were randomly selected
from the experimental group. Among these subjects, two of them were selected from the
high-achieving level group, the other two were from the mid-achieving level group and
the rest two were from the low-achieving level group in order to present the
representativeness of this whole sample. H, M, L symbol was given for each interviewee
to indicate their listening comprehension level. Six interviewees’ listening scores of
pretest and posttest were shown in the Table 7.
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Table 7
Information of the Interviewees
Interviewee Scores of Pretest Scores of Posttest
H1 60 76
H2 60 76
M1 44 66
M2 44 48
L1 30 40
L2 34 42

Note. H= High-achieving level M= Mid-achieving level L= Low-achieving level

The interviews were conducted in Chinese and then translated into English verbatim.
Among the six interviewees, four of them reported that their listening comprehension
improved significantly after the inference strategy instruction in listening class. The
excerpts of interview were shown as follows:

I: “Do you think that your listening ability improved after the inference strategy
instruction? (1) If yes, why? (2) If not, why not?”

M1: “Yes, | think | improved quite a lot. It can help me when listening to
English songs or English programs in my daily life. If there is no subtitles or
visual aids to watch, the inference strategy can be a kind of assistance to help
me listen.”

H2: “Yes! | better understand how to use inference strategy and can understand
what the speakers said while listening.”

L1: I think I improved. I did not know any strategies at first. After receiving
the inference strategy instruction | can grasp more key points while listening.”
H1: “I think I improved. | tried to figure out what the unknown words were.
Now | would try to use extralinguistic inference like listen to key words or
contexts to infer the meaning instead of thinking about the words that | did not
know.”

Both the quantitative data and the qualitative data showed there was a significant
progress of the experimental group in listening comprehension after receiving inference
strategy instruction. Therefore, the experimental group made a significant progress in
their listening comprehension as comparing with the control group.

Secondly, a paired-sample t-test was used to analyze the data from the inference
strategy questionnaire conducted in the pretest and posttest in order to find out whether
there is any significant difference in EFL college freshmen’s inference strategy use after
the experiment. During the ten-week inference strategy instruction, the experimental
group received five subcategory inference strategies instruction whereas the control group
did not receive any inference strategy instruction in the listening and speaking class. The
data from the inference strategy questionnaire was used to examine whether there is any
significant difference inference strategy use after receiving the strategy instruction.

The results of t-tests were illustrated in the Table 8. In the table, Item1-3 were
linguistic inference, ltem4-6 were voice and paralinguistic inference, Item 7-9 were
kinesic inference, Item 10-12 were extralinguistic inference, and Item13-15 were between
parts inference. Among those five sub-category inference strategies, there were three
inference strategies using more frequently by after the inference strategy instruction. They
are voice and paraliguistic inference (Item 4 and 5), kinesic inference (Item 7, 8, and 9)
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and extralinguistic inference (Item 10) (See Table 8).

Table 8
T-test Results of the Inference Strategy Questionnaire
Item Pretest Posttest T p
M SD M SD

Iltem 1 3.80 1.01 3.85 .68 .25 .802
Item 2 3.80 .96 3.95 73 76 448
Item 3 3.38 1.28 3.66 .92 1.16 247
Iltem 4 2.76 1.30 3.50 1.04 2.86** .005
Iltem 5 2.92 1.09 3.50 91 2.38* .019
Iltem 6 2.59 1.21 3.02 1.04 1.73 .087
ltem 7 3.02 1.23 3.59 .96 2.35% 021
Item 8 3.28 .99 3.76 .93 2.26% .026
Item 9 3.16 .98 3.80 91 3.09** .003
Iltem 10 2.59 1.34 3.59 .96 3.91*** .000
Item 11 3.57 1.10 4.00 .96 1.89 .062
ltem 12 3.95 .88 4.26 .70 1.78 .079
Iltem 13 2.76 1.24 2.97 1.04 .85 .396
Item 14 2.52 1.10 2.88 1.10 1.47 144
Iltem 15 3.00 1.24 3.23 1.18 .89 373

Note. *p<.05, **p<.01, ***p<.001

The results showed that the experimental group could apply voice and paraliguistic,
Kinesic, and extralinguistic inference strategies more frequently after receiving the
inference strategy instruction. Especially, they learned to apply extralinguistic inference
strategy much more frequently than before the strategy instruction. Among these six items
of inference strategies, the kinesic inference (Item 9, 8, 7) were used the most frequently,
followed by extralinguistic inference (Item 10) and voice and paraliguistic inference (Item
4, 5) strategy.

Moreover, the qualitative data from the interview of the experimental group also
offered the similar results and strong support for the quantitative data. As the data
presented, interviewees indicated that they did make progress in their inference strategy
use. They also expressed that inference strategy instruction was beneficial for them to
accomplish listening goals. The results from the interviews accordant with the results of
quantitative analysis were presented as follows:

I: “What inference strategies do you use the most frequently? Why?”

M1: “I think that | use kinesic inference strategy the most frequently. Not only
English, but with Chinese or other languages as well, you can express more
meanings by using kinesic inference.”

L1: “I think it’s extralinguistic inference strategy, through its background music
or information to imagine the whole environment when you do not understand
what the vocabulary means in the conversation.”

L2: “Voice and kinesic inference strategy. For voice inference strategy, you can
use different voices or tones to guess the meanings. As for kinesic inference
strategy, you use Kinesic inference more often when you are speaking or you
can guess the speakers’ emotions, actions or gestures.”

H1: “I think | use extralinguistic inference more often if it is to apply on a test.
Just like what | said before, you should not struggle with vocabulary that you
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do not understand. You should see the context or the relationship between the
speakers.”

M2: “Extralinguistic or Kinesic inference strategy. Just like watching TV or
watching some videos from other countries, if we do not understand what they
said, we can look at their kinesic or listen to background music.”

The results showed that the interviewees utilized kinesic, extralinguistic, and voice
inference strategies more frequently than others after the inference strategy instruction.
Analyses from both the t-tests results and the interviews transcripts proved that the
subjects of the experimental group had significant higher inference strategy use after the
experiment.

Thirdly, In order to answer the third research question of the present study,
paired-sample t-test and one-way ANOVA were used to analyze the TOEIC listening
mock test scores to examine if there was any significant in-group and between-group
difference among high-achieving level, mid-achieving level and low-achieving level
subjects’ listening comprehension and strategy use after the inference strategy instruction.

The t-test results of high-achieving level, mid-achieving level and low-achieving
level subjects of the experimental group were shown in the Table 9 respectively on their
pretest and posttest. According to the data in the Table 9, t-value of the high-achieving
level subjects on the pretest and posttest was 0.93 and p-value was .359 (p>.05), the
t-value of the mid-achieving level subjects on the pretest and posttest was 2.52 and
p-value was .017 (p<.05), and the t-value of the low-achieving level subjects was 6.48 and
p-value was .000 (p<.001).

Table 9
T-test Results of Three Achieving Levels on Listening Comprehension
Achieving Test N M SD t p
level
High Pretest 13 51.84 5.68 0.93 .359
Posttest 13 55.53 13.04
Mid Pretest 16 41.87 1.70 2.52*
Posttest 16 46.50 7.13 017
Low Pretest 13 32.30 4.38 6.48***
Posttest 13 45.38 5.79 .000

Note. *p<.05, ***p<.001

Therefore, the results showed that low-achieving subjects made the most significant
progress in listening comprehension and mid-achieving level subjects also made
significant progress in English listening comprehension after receiving the inference
strategy instruction. However, for high-achieving level subjects, they progressed in the
posttest mean but the standard deviation got larger too. Therefore, the t-value is very
small to be significant.

Moreover, one-way ANOVA was used to examine whether there is any significant
difference among high-achieving level, mid-achieving level and low-achieving level
subjects of the experimental group. The Table 10 showed the results of one-way ANOVA
of the pretest and posttest of listening comprehension of three achieving levels. In the
pretest, the F-value of three different achieving levels of the experimental group was
73.08 (p<.001). In the posttest, the F-value of three different achieving levels of the
experimental group was 5.01 (p<.05) (see Table 10).
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Table 10
One-way ANOVA Results of Listening Comprehension of Three Achieving Levels
Sum of df Mean F p
Squares Square
Pretest
Between Groups ~ 2481.78 2 1240.89 73.08*** .000
Within Groups 662.21 39 16.98
Total 3144.00 41
Posttest
Between Groups 825.59 2 412.79 5.01* 012
Within Groups 3208.30 39 82.26
Total 4033.90 41

Note. *p<.05, ***p<.001

The results from both pretest and posttest revealed that three different achieving levels of
subjects performed differently different on their pretest, however, they were getting closer
on the posttest. Consequently, Tukey HSD post hoc test was employed to find out where
the difference was among high-achieving level, mid-achieving level, and low-achieving
level subjects of the experimental group (see Table 11).

Table 11
Post Hoc Test Results of Listening Comprehension of Three Achieving Levels
Dependent Group Group Mean Standard p
Variable Difference Error
Pretest Tukey High Mid 9.97*** 1.53 .000
HSD Low 19.53*** 1.61 .000
Mid High -9.97*** 1.53 .000
Low 9.56*** 1.53 .000
Low High -19.53*** 1.61 .000
Mid -9.56*** 1.53 .000
Posttest Tukey High Mid 9.03* 3.38 .029
HSD Low 10.15* 3.55 .018
Mid High -9.03* 3.38 .029
Low 1.11 3.38 942
Low High -10.15* 3.55 .018
Mid -1.11 3.38 942

Note. * p<.05, ***p<.001

According to the Table 11, the results of the post hoc tests showed that there were
significant differences among high-achieving level, mid-achieving level and
low-achieving level subjects of the experimental group in the pretest (p=.000, p<.001). In
the posttest, there was still significant difference between high-achieving level and
mid-achieving level, p=.029 (p<.05) and high-achieving level and low-achieving level,
p=.018 (p<.05). However, there were no significant difference between mid-achieving
level and low-achieving level subjects, p=.942 (see Table 4.14). Therefore, the subjects in
low-achieving level of the experimental groups made significant improvement (p=.942,
p>.05) almost catching up with the mid-achieving level subjects after receiving the
inference strategy instruction..
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As for the differences in strategy use of different achieving level subjects, the Table
12 showed the t-test results of high-achieving level subjects’ inference strategy use
Generally speaking, high-achieving level subjects used strategy more frequently than
other level subjects in the pretest. For the following tables, Item1-3 were linguistic
inference, Item4-6 were voice and paralinguistic inference, Item 7-9 were Kinesic
inference, Item 10-12 were extralinguistic inference, and Item13-15 were between parts
inference.

Table 12
T-test Results of High-achieving Level Subjects’ Strategy Use
Item Pretest Posttest t p
M SD M SD
Item 10 2.23 1.09 3.38 .86 2.98** .007
Item 11 3.30 1.10 4.15 .80 2.23* .035

Note. *p<.05, **p<.01

According to the Table 12, high-achieving level subjects could apply item 10 and 11 more
frequently after the inference strategy instruction. Item 10 and 11 belonged to
extralinguistic inference. Therefore, high-achieving level subjects could apply the
extralinguistic inference more frequently after the strategy instruction.

Table 13
T-test Results of Mid-achieving Level Subjects’ Strategy Use
Item Pretest Posttest t p
M SD M SD

Item 4 2.81 1.27 4.81 40 5.97*** .000
Item 7 3.00 1.26 3.81 .83 2.14* .040
Item 9 3.12 1.08 4.93 25 6.49*** .000
Item 10 2.68 1.44 3.62 1.08 2.07 * 047

Note. * p<.05, ***p<.001

For the mid-achieving level subjects’ inference strategy use, the Table 13 showed the
t-test results of mid-achieving level subjects with significant difference. According to the
Table 13,the items 4, 7, 9, and 10 were used significantly more frequently by the
mid-achieving level subjects of the experimental group. Item 4 were voice inference, item
7 and 9 belonged to kinesic inference, and item 10 were extralinguistic inference strategy.
Therefore, after receiving inference strategy instruction, mid-achieving level subjects
could use voice (Item 4), kinesic (Item 7, 9) and extralinguistic (Item 10) inference
strategies more frequently. It showed that the mid-achieving level subjects learned to
apply more inference strategies after the strategy instruction. They could apply voice and
paralinguistic inference, knesic inference and extralinguistic inference more frequently
than before the strategy instruction.

For the low-achieving level subjects’ inference strategy use, t-test results showed in
the followings (see Table 14 ). Low-achieving level subjects used six items more
frequently after the inference strategy instruction. The Item 4 and 5 were voice and
paralinguistic inference; item 7, 8, and 9 were kinesic inference, and item 10 was
extralinguistic inference strategy.
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Table 14
T-test Results of Low-achieving Level Subjects’ Strategy Use
Item Pretest Posttest t p
M SD M SD

Item 4 2.69 1.31 4.00 1.00 2.85** .009
Item 5 2.84 1.06 4.38 .86 4,02%** .000
Item 7 2.46 1.12 3.30 947 2.07* .049
Item 8 3.15 .98 3.92 75 2.22* .036
Item 9 3.15 .98 4.07 .64 2.82** .009
Item 10 2.84 1.46 4.30 .85 3.11** .005

Note. *p<.05, **p<.01, ***p<.001

Therefore, according to the Table 14, the low-achieving level subjects could apply voice
and paralinguistic (Item 4, 5), kinesic (Item 7, 8, 9), and extralinguistic (Iltem 10)
inference strategy more frequently after the experiment.

Furthermore, the data from the interview supported the results of the quantitative
data. Five of the six interviewees, including two mid-achieving, two low-achieving, and
one high-achieving level interviewees, responded that their listening comprehension
improved after the experiment.

I: “Do you think that your listening ability improved after the inference strategy
instruction? (1) If yes, why? (2) If not, why not?”

L1: “I think I improved. There were no strategies for me to use while listening
at first, after receiving the inference strategy instruction I can grasp more key
points while listening.”

M2: “I improved, but | think I still need to memorize a lot of vocabulary in
listening. Even though I listened clearly, I might not understand the meaning if |
do not know enough vocabulary.”

H1: “I think I improved. | tried to figure out what the unknown words were.
Now | would try to use extralinguistic inference like listen to key words or
contexts to infer the meaning instead of thinking about the words that | did not
know.”

Based on the results of the interview, both of the interviewees from low-achieving level
subjects indicated that they improved their listening comprehension after the inference
strategy instruction. The inference strategy instruction did shorten the distance between
mid-achieving level subjects and low-achieving level subjects. Therefore, the inference
strategy instruction could be applied in classroom teaching in order to improve students
English listening.

Moreover, the strategy use from the interview data also supported the results of
quantitative data in inference strategy use. One high-achieving level interviewee indicated
she used extralinguistic inference strategy more often; two mid-achieving level
interviewees indicated they used voice and paralinguistic inference, Kinesic inference and
extralinguistic inference; and two low-level interviewees indicated they also used voice
inference, kinesic inference and extralinguistic inference more frequently.

Conclusions
The results of the quantitative analyses and qualitative analyses showed that there
was significant difference of the subjects’ inference strategy use and listening
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comprehension after receiving the inference strategy instruction. The experimental group
significantly improved in inference strategy use. They could apply kinesic, voice and
paralinguistic, and extralinguistic inference significantly more frequently after the
inference strategy instruction. Moreover, the experimental group performed better in
listening comprehension test than the control group after the inference strategy instruction.
Therefore, the experimental group improved not only their inference strategy use but also
their listening comprehension. As for the differences among three achieving levels in the
experimental group, mid-achieving level and low-achieving level subjects improved their
listening comprehension significantly and there were no significant difference between
mid-achieving level and low-achieving level subjects in the posttest. This indicated that
both the mid-achieving level and low-achieving level subjects improved their listening
comprehension after the experiment and the low-achieving level students improved a lot
to almost catch up with the mid-achieving level students. It means that the inference
strategy instruction has positive effects on EFL college students listening comprehension
especially for those students whose English ability is low. According to the strategy use
results among different achieving levels, it is confirmed that the lower the achieving level
students were, the more inference strategies they learned to apply in listening to authentic
speaking. It means that college EFL students need to be taught various strategies to cope
with the complex nature of listening. Finally, the results of this study confirmed that there
were positive effects of inference strategy instruction on EFL college freshmen’s listening
strategy use and listening comprehension.

As shown in Chen (2011) and Chang (2010), this study echoed the results that
experiment group outperformed the control group in listening comprehension and
listening strategy use. Listening is a more complex process than reading, involving a lot
more variables such as accents, liaisons, elisions, rate of delivery speed, etc. Strategy
instructions are especially helpful for students to develop EFL listening ability. Taiwanese
students especially need more practice in inferencing while listening to authentic English
aural texts.

According to the results of this study, it is suggested teachers at college level may
introduce college EFL students how to apply various inference strategies, such as voice
and paralinguistic inference, Kkinesic inference, extralinguistic inference, linguistic
inference and between parts inference. In order to develop EFL college students listening
proficiency, instructors may upgrade to apply higher level learning of synthesizing,
predicting, making inference according to various clues and cues in the multimedia
listening input. It is hoped more strategy-based listening instruction implement in the
classroom to facilitate EFL college students listening proficiency to meet the need of
oral/aural communication in the global village.

102



Effects of Inference Strategy Instruction on EFL College Freshman’s Listening Comprehension

References

Berne, J. E. (2004). Listening comprehension strategies: A review of the literature.
Foreign language Annuals, 37(4), 521-531.

Brown, G., & Yule, B. (1992). Teaching the spoken language. New York: Cambridge
University Press.

Brownell, J. (2002). Listening: Attitudes, principles, and skills (2nd ed.). Boston, MA:
Pearson Education.

Chamot, A. U., Barnhardt, S., EI-Dinary, P. B., & Robbins, J. (1999). The learning
strategies handbook. NY: Longman.

Chang, I. C. (2010). A study on the effects of listening strategy instruction on
Taiwanese EFL freshmen’s listening comprehension. Unpublished master’s thesis,
National Changhua University of Education, Changhua, Taiwan.

Chen, Y. C. (2011). The effect of listening strategy instruction on elementary school
EFL student’s English listening comprehension. Unpublished master’s thesis,
National Changhua University of Education, Changhua, Taiwan.

Cohen, A. D. (1998). Strategies in learning and using a second language. New York:
Longman.

Flowerdew, J., & Miller, L. (2005). Second language listening: Theory and practice.
New York: Cambridge University Press.

Goh, C. (2000). A cognitive perspective on language learners’ listening
comprehension problems. System, 28, 55-75.

Huang, Y. C. (2007) The effects of explicit teaching of listening strategies on senior
high school. Unpublished master thesis, National Changhua University of
Education, Changhua, Taiwan.

Li, P. C. (2009). Effects of listening strategy instruction on junior high school students’

EFL listening comprehension in Taiwan. Unpublished master’s thesis, National

Changhua University of Education, Changhua, Taiwan.

Lin, S. (2006). Effects of listening strategy instruction on EFL senior high school
students’ English listening comprehension in Taiwan. Unpublished master thesis,
National Changhua University of Education, Changhua, Taiwan.

Mendelson, D. J. (1994). Learning to listen: A strategy-based approach for the
second-language learner. San Diego, CA: Dominie Press.

Mendelson, D. J. (1995). Applying leaning strategies in the second/foreign language
listening comprehension lesson. In D. J. Mendelson, & J. Rubin. (Eds.), A guide
for the teaching of second language listening (pp.132-150). San Diego, CA:
Dominie Press.

Morley, J. (Ed.). (1991). Listening comprehension in second/foreign language
instruction. Teaching English as a second or foreign language. Boston:

Heinle & Heinle, 81-106.

Morley, J. (2001). Aural comprehension instruction principles and practices. In M.
Celce-Murica (Ed.), Teaching English as a second or foreign language (3rd ed.,
pp.69-85). Boston, MA: Heinle & Heinle.

O’Malley, J. M., & Chamot, A. U. (1990). Learning strategies in second language
acquisition. New York: Cambridge University Press.

Park, G. P. (2004). Comparison of L2 listening and reading comprehension by
university students learning English in Korea. Foreign Language Annals,

37, 448-459.

Rost, M. (2005). L2 listening. In Hinkel (Ed.) Handbook of research on second

language learning and teaching (pp. 503-527). Mahwah, NJ: Eribaum.

103



Janet Yu-gi Chao (£ =), Chia-hui Chen (ffi5Z )

Rost, M. (2011). Teaching and researching listening (2nded.). New York: Longman.

Rumelhart, D. E. (1975). Notes on a schema for stories. In D.G. Bobrow and A.
Collins (Eds.), Representation and understanding: Studies in cognitive science. New

York: Academic Press.

Ur, P. (2000). A course in language teaching: Practice and theory. New York:
Cambridge University Press.

Vandergrift, L. (1996). Listening strategies of core French high school students.
Canadian Modern Language Review 52(2), 200-223.

Vandergrift, L. (1997). The comprehension strategies of second language (French)
listeners: A descriptive study. Foreign Language Annals, 30(3), 387-4009.

Vandergrift, L. (2007). Recent developments in second and foreign language listening
comprehension research. Language Teaching, 40: 191-210.

104



Effects of Inference Strategy Instruction on EFL College Freshman’s Listening Comprehension

Appendix A
BEERA JEP R E
L

Lk E o G4
THE - MY EERA EEEROE L SR E A LA A Y- A E
BTG A EES Y et B0 %3S LM ERA 3 ﬁzaatuwvfé PR R
T BREEYEFR? OFR FXX 25 #& vi"f“biﬂ & "”'F‘/Er’-’i?
piEg o Lanigw o %jyﬁfﬁ%*%ﬁmpi HHTE £
R B R

Bz 350 Eﬂ?ﬁa BREF LAY AT

- BAFRRE
*;%—* -%ﬁgﬁ;}q-vo
Ssl 8 [+
A R ES o
[« 4a@ (IR 1 &2 (R 225 (/) 3 &% (IR 4 &% (]88
30 A2 B S4B 2NEHRER Lo
A g4l 2AERBL- A5 [ ¢ % [ %5EFR%
(30 [ 3 w@sad [ RF @i ] 7 @ [ X7 dBga)
4. T B 2 gAnet o [ B AR Beam2R/RAPF o
(% 7 2 s Y E M TEI o VAFE o)
[J &Y 5, £ 9-1F o
[]z%m F(REORFHSD 8- P
F(REITHRED ~S&HBF LRV ~ - o

DO —

(] g #®
]+ i %Tfﬁ—? Z(HE )k 1 H- % | o
[ fw = ged > < J—;%_M%o
(] fele &~ 30 % Y * &3> ~9-%_ P
[] 2w : » A - pEo
5. ARWRA w2 Y
(4 E€s [JE& B (7 £& 242 £ X
6. A FEFRA A7 5 72 DFd R L4 A
7. A EFAPEFEEL G [y e 8 ]2 ¥ £
8. AEFTAEFRSEY (f& ARY BFEA )L OERF Y
00 -pps % - 1.5 b 20 [J2.5 | B*
I T A = S 0 =
9.2 mm [] 354 [] Xy %s@ FEAEA TR ReE (50 A e LR
g mEE Y o TR e J.L_ BREHIT) o Aok Bl AT T E B O
Kog e

EIE LIS N R QT L
T it R M SRR R N R it > R wmBE - Bk p e T
FEEFONRER > a3 RV o REPFEREFERZHRGADE K
RER A RN B S fRBE R LG B LG o) eh

105



S N e

Janet Yu-gi Chao (£ =), Chia-hui Chen (ffi5Z )

$A 8 FHURE R ENA k(v E 0 F T I BT A

T2 % “\j\ps}i (0%)

Cfes 0 2 Fdept (20%)
T4, - & & (50%)
Cawd 0¥ F 4ot (80%)
CA R - e et (100%)

“‘FFB Jé““—;’.: ‘?i“‘
FEIRAELT G AT FREP o
MG e £ 2 MR FRA KEF L DT

%gﬂ?aéﬂﬂ&hmwwiﬁw WEENT o L.
AT A P3P ARG KR e 3 oL
ﬂ?wﬂ?wéﬂﬂ&thWXﬁwﬁﬁéiﬁi&o””
%ﬂ“ﬁé%mﬁﬁiﬁﬂ&mo ........................
”\\"’H? Py'-'v'é"ﬁmw% KRB o
A A P"—‘F’é’ﬁm"’i"‘i"? RFBI R L o
NFEFRFEF PR ITRARIL L o
A F RS g A R R o
AEFRFBF DI R RPN o
A F R B R R R o
ARG AT RRFRIAL oL
ER U g%xjupmeiﬁ@%ﬁwi&o ..............
ANBFH - DAPF o R T - PR o
NEFH R BN BT - B F o
AEFRHAFE ST FRIER TN F o

106

A A A .

I T T D O -

OO0 ooooog m-—=

N

oo uoogooogdgod

I T A A I A B .



Effects of Inference Strategy Instruction on EFL College Freshman’s Listening Comprehension

Appendix B
T
1. i® EEA\ENFJ»FE’:F’&”"F?IW”#E/? ﬁ\“’z W5 ?

2. ﬁﬂ“%ﬁ?@ﬁﬁ‘iﬁﬁ%£4$@ﬁ%?
(D %7 5 HA?2(Q2) & 5 FA?

DO
—

3. I RMPEE 2 R ?{@’ﬁ REEVE I R N o R
W7 A (TR Y 3 MBI E? R AR KR

4, trErdnp| Rk P o RECF @ % R F B Rk LAY

D. wATH enfripl ek ? o TRE A F @& R g g 2P ARD
6. R EI T BAEPI LR BAER K R B F 47 5P AD

LB I LR

T. BHMEA KE G PER?

107



Janet Yu-gi Chao (£ =), Chia-hui Chen (ffi5Z )

108



NCUE Journal of Humanities
\ol. 10, pp. 109-128
September 2014

Identifying Demotivating Factors among Young
Adult EFL Learners

Hsiao-wen Hsu”

Abstract

For many students, not only in Taiwan but also around the world, English is one of
the compulsory subjects from primary school to university level. However, it can be
difficult to maintain students” motivation in the learning of English within such a long and
tedious process. Many may lose interest and/or give up learning this international
language. This study recruited five college students who had low or even no motivation
regarding learning English as a foreign language, and this was aimed to identify the
possible negative factors that demotivated them. Though the five students agreed that
teacher-related factors were influential, they considered that learning achievements rely
on one’s study skills rather than depending solely on the instructor’s teaching. Factors
such as classroom facilities and textbooks seemed to be less significant. Interestingly,
these students were aware of the necessity of English, but they were unwilling to make
any efforts in studying this language. Pedagogical recommendations are also provided.

Key words: Negative motivation factors, motivation, English learning
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Identifying Demotivating Factors among Young Adult EFL Learners

Introduction

Motivation is a crucial factor in one’s process of language learning (D6rnyei, 1994;
Dornyei & Otto, 1998; Oxford & Shearin, 1996), and this is especially true in the
“sustained process of mastering an L2” (Dornyei, 2005, p. 616). Motivation positively
affects the effort that learners make, the frequency of L2 learning strategies used, the
amount of language input received, the achievements learners reach, and the level of
learners’ language proficiency as well as the length of L2 skills learners keep and
maintain after the study is over (Spolsky, 1989; Scarcella & Oxford, 1992). Although
motivation is not the only factor relevant to L2 and/or FL language learning, studies
indicate a close relationship between learners’ language proficiencies and their motivation
(Brown, 1981; Ddornyei, 1990; Oxford, 1994). In addition, researchers have widely
investigated this topic and also suggest strategies to motivate language learners in
traditional classroom settings (e.g., Chambers, 1999; Dornyei & Csizer, 1998; Dérnyei &
Ushioda, 2011).

As English has become an important international language, in many countries,
students are required to study it as a compulsory subject in schools. However, there are
still students who either totally give up learning English or look for strategies to pass the
required exam. There seems to be another side of motivation that many learners may have
encountered at some point—Iloss of motivation, which is likely to reduce one’s motivation
in learning rather than strengthen it. That is, these learners have become demotivated.
Clearly, there are factors that have a positive effect on motivation; there are also ones with
negative effects that impede learners’ motivation and lead to unsuccessful learning
outcomes (Trang & Baldauf, 2007; Falout, Elwood & Hood, 2009).

Concerning what really happens in a language classroom, Doérnyei and Ushioda
(2011) point out that the frequency of demotivating students can be relatively high.
However, this “dark side” of motivation has not been taken into account regarding L2
motivation until recently (e.g., Alavinia & Sehat, 2012; Falout and Maruyama, 2004; Hu,
2011; Kikuchi, 2009; Kikuchi & Sakai, 2009; Kim, 2011; Sahragard & Alimorad, 2013,
Sakai & Kikuchi, 2009; Sakui & Cowie, 2011; Seo & Kim, 2012; Tabatabaei & Molavi,
2012; Tuan, 2011). In fact, before motivating hesitant learners, being aware of the
obstacles that undermine motivation is necessary both for language teachers and for
learners. Thus, an effort has been made in this study to identify the factors underlying
learners’ learning process involved in demotivation.

Demotivation in Language Learning

In the area of second and/or foreign language (L2/FL) learning studies, demotivation
is a relatively new concern. Researchers have sought to identify demotivating factors
related to learning at different levels of education and in different regions. For instance,
Chamber (1993) studied this issue in the UK through collecting questionnaires from both
students and teachers. He then drew a few conclusions about the impact of the past
learning experience on demotivated learners. Ushioda (1998; 2001), on the other hand,
focused on what the learners found to be demotivating in their L2-related learning
experience by interviewing 20 French language learners in Dublin, Ireland. Her findings
showed a connection between learners’ demotivation and the negative aspects of
instructional learning context—teaching method and learning tasks in particular. To
investigate the sources of demotivation among Hungarian English/German learners,
Dornyei (1998) focused on examining students who had been identified as demotivated
and asked them about their bad learning experiences. He clarified that only demotivators
or those who had experienced demotivation could actually indicate the reasons that
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resulted in their loss of interest in language learning. By interviewing 50 demotivated
Hungarian students, he obtained results that are different from those of the two previous
studies and concluded that the teacher is the largest category directly concerned with
learners’ demotivation. Inadequate school facilities are the second.

Regarding cultural differences, factors that demotivate Asian students may differ
from those for language learners in the West. More recently, two survey studies have been
reported concerning Japanese EFL learners. Falout, Elwood, and Hood (2009) found that
poor teacher behavior is not a substantial problem so much as pedagogy. Old teaching
methods and grammar translation were found to be the dominant external factor posing a
threat to student motivation. Kikuchi and Sakai (2009) also studied 112 students from
three universities in Japan. The results proved that the non-communicative teaching
method is crucially associated with language learners’ motivation. What should be noted
is that, unlike in Dornyei’s (1998) findings, inadequate school facilities were found to less
frequently demotivate participants. Accordingly, Kikuchi and Sakai’s (2009) results echo
the study of Falout et al. (2009). In addition, both studies suggest that demotivated
learners can be re-motivated, as long as the teaching methods are more meaningful and
include practical interaction for communicating in English.

Seo and Kim (2012) examined a general trend of Korean elementary school
students’ English language learning demotivation from both students’ and teachers’
perspectives. Through quantitative findings from 6301 students, Seo and Kim extracted
three demotivators, which reflected culture-specific factors among Korean pupils’
demotivational behaviors: the Teachers, Excessive Social Expectation and Students’
English Proficiency Gap. In addition, their findings highlighted the point that students’
motives decreased as they move through grades.

In Vietnam, Tran and Baldauf (2007) collected data from 100 second-year EFL
college students and extracted types of demotivation and their influence. Their results
revealed that demotivation seemed to be an unavoidable phenomenon for most students,
and it may occur discontinuously over a period of time. Similar to the two Japanese
studies mentioned earlier, Tran and Baldauf also discovered that teacher-related factors
are the most influential types of demotivation, and inadequate teaching methods were
reported as the highest.

To identify the demotivating factors for Taiwanese students, Chang and Cho (2003)
studied demotivating factors among junior high school students. Ninety-one essays were
collected, and eight factors were identified as the sources of demotivation: 1) learning
difficulties, 2) threats to self-worth, 3) boring teaching, 4) poor teacher-student
relationship, 5) punishments, 6) general and language-specific anxiety, 7) lack of
self-determination, and 8) poor classroom management. Recently, Hu (2011) studied the
relationship between EFL students’ past demotivating factors and their English language
proficiency through a total of 467 freshmen questionnaires and listed three major
demotivating sources: 1) learning difficulties, especially in vocabulary reciting, grammar
translation, and listening comprehension, 2) anxiety and language-specific anxiety in the
classroom, and 3) tedious teaching, punishment, and poor teacher-student relationships.
Interestingly, teacher-related factors seem to be a less influential factor for Asian EFL
learners, though the role the teacher plays in affecting learners’ learning process is still
highlighted. As can been seen, language learners with different cultural backgrounds can
suffer from demotivation differently. Although poor teacher behavior was found to be a
major factor associated with demotivated language learners, it is still interpreted
differently.

These studies, surprisingly similar, found that external factors (e.g.,
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textbook/reference book-related issues, teachers’ personalities, etc.) often influence
internal conditions (e.g., reduced self-confidence, attitudes of group members, etc.) of
language learners in the process of demotivation, and the teacher-oriented factor was
consistently identified among these studies, though it is interpreted differently to some
degree. The sources of internal factors are within the students themselves and lead to
negative outcomes from the learning process, whereas external factors are those resulting
from the outside: the teachers, books, and learning environment.

Dornyei (2001) defines demotivation as “specific external forces that reduce or
diminish the motivational basis of a behavioral intention or an ongoing action” (p.143).
However, as Sakai and Kikuchi (2009) point out, both internal and external factors that
reduce or diminish motivation to study L2/FL should also be included, let alone
demotivating factors hamper learners’ learning motivation (Hu, 2011). While many practical
studies focus on motivating language learning in English learning, the practitioners may
also need to pay attention to those who are considered demotivated.

Therefore, this present study attempts to shed light on the range and nature of both
internal and external demotivating factors and offers an understanding of what
discourages Taiwanese young adult learners from learning English. It seeks to answer the
following research questions:

1. What are the external factors that discourage EFL learning among Taiwanese
university students?

2. What are the internal factors that discourage EFL learning among Taiwanese
university students?

Method

As the literature indicates, the questionnaire seems to be a popular instrument
administered to examine learners’ motivation and demotivating factors (e.g., Falout et al.,
2009; Dornyei, 1994; Hu, 2011; Kikuchi & Sakai, 2009; Oxford & Shearin, 1994).
However, there can be a possible threat to the results’ validity due to respondents’ lying in
their answers (Brown, 1981) and/or guessing the acceptable answers (Skehan, 1989).
Interviews, on the other hand, are personalized and provide a means of free responses and
flexibility as well as in-depth information gathering. Thus, in order to understand the
phenomenon of interest from perspectives of the participants as well as to obtain
information about their past experiences to reflect on their thoughts and then determine
possible demotivating factors, the semi-structured interview was applied. That is,
questions are the same for everyone, but the direction of the responses is open and the
interviewees are encouraged to answer in their own words (Gillham, 2005). This study;,
therefore, aims to provide the needed information on EFL learning experiences of young
Taiwanese adults from the viewpoint of demotivation.

Participants

The sample group of this present study was purposefully restricted to students who
were not English majors and were currently taking English courses to fulfill their five
semesters of English graduation requirement. In order to locate the students who had most
likely experienced demotivation to some degree, the researcher approached the teachers
who were responsible for General English courses, and consulted them for further
information regarding the students’ class performances, including distinctive features
such as showing no interests of learning and/or lack of participation in class. Then the
class teachers helped to identify and elicit the target students for this study. However, this
study aimed to explore possible demotivating factors from students’ perspectives; the
teacher’s comments, therefore, were excluded.
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After the potential participants were located, the purpose of the study and the steps
of conducting the interviews were explained in person to them. As a result, five
participants were included. Their background information is presented in Table 1.

Table 1 Background Information on Participated Students

Students Gender Majors Years of Learning Experience  of
learning  English in taking  English
English  Private Sector Proficiency Test
S01 F Leisure & 10years Yes Yes
Recreation
Management
S02 M Leisure & 12years Yes Yes
Recreation
Management
S03 F Tourism & 10vyears Yes Yes
Hospitality
S04 F Logistics & 12years Yes Yes
Shipping
Management
S05 M Logistics & 10years Yes No
Shipping
Management

These five students were all sophomore students from the School of Tourism and
Transportation in a university located in northern Taiwan. The students reported they had
been studying English for at least ten years, since they were in the third grade of primary
school. Some even started early from their preschool stage (S02, S04), and all of the five
students had experience in joining private English programs outside the school. With
regard to their experience of taking English proficiency tests, S05 did not have any related
experiences in taking proficiency tests, whereas others had at least taken the General
English Proficiency Test once either in the junior or senior high school stage. However,
none of them passed the elementary level of the proficiency tests successfully.
Coincidentally, though this study did not include learners’ English proficiency level as
one of the criteria for participant recruitment, these five students all seemed to have a
lower level of English proficiency.

The Interviews

The semi-structured interviews were held in the participants’ university in an empty
classroom. Mandarin Chinese was the language used throughout the interview, as it is the
students’ first language, and in it they could fully express themselves. Again, the purpose
of the study and the nature of the interview were explained to the participants since it is
ethical to notify them about what the interview deals with. Also, all information was kept
anonymous and confidential.

An interview guide used in this study is showed in Appendix. Four broad themes
were made up to form the interview schedule. The seven demotivating factors listed in
interview guestion four are based on the literature suggested. After they were given the
basic background information, the students were asked to recall their past EFL learning
experience and to think back about their entire learning process including learning at
school and attitudes towards English and learning English. Next, they talked about the
typical English lesson they had as well as the factors that have a negative impact on
learning English. Finally, they were asked to describe the efforts they had made to
overcome demotivation as well as satisfaction with their own language skills. As Merriam
(1998) suggests, the four main themes were sequenced from general and neutral to narrow
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and focused. The average length of each interview was about 30 minutes. Each interview
was carried out individually and audio-recorded and was transcribed afterwards.

Analysis

In order to achieve insights and to lead to meaningful interpretation, researchers
(Bogdan & Biklen, 1998; Patton, 1990) suggest a four-step analysis procedure—that is,
coding, categorizing, describing, and interpreting. Each phrase, sentence, or paragraph
will be categorized according to the description relating to student demotivation. Then
labels with similar attributes will be grouped into the same group. Originally, common
topics were collected together in each transcript. Any phrases or sentences (less than a
single line) that expressed students’ ideas or their reasons for not willing to pursue
English study were picked out and categorized. Transcripts were then summarized and
reduced into similar sets of themes, and this helped to identify the patterns or
interpretations of the data. All student interview data were analyzed in Chinese but using
codes in English. As a result of data analysis, several demotivating factors emerged from
the data, and the reasons for demotivation were uncovered. The demotivating factors
revealed from student interviews were first formed into subcategories, then combined into
themes, and finally classified as either external or internal demotivating factors.

Findings

In response to the research questions, the demotivating factors that discourage
young Taiwanese adults the most are described first. Next, reasons that are likely to
contribute to learners becoming demotivated are illustrated and discussed. The findings
are presented with extracts from the student interviews.

External attributors

Five major external demotivating factors experienced by the participants were
identified. The five major factors are teacher-related, administration-related, textbook-
related, learning environment-related, and parent-related. Each of these main factors
contained several subcategories (Table 2).

Table 2 Distribution of External Demotivated Factors

Demotivating Students
Categories
External ~ demotivating
factors
Teacher-related Factors Teacher’s inactivity S01, S02, S03, S04, S05
Teaching method S01, S02, S04, S05
Teacher’s behavior and attitudes S01, S02, S04, S05
Administration-related Transitional problems S01, S02, S03, S04, S05
Factors Test-oriented learning S01, S02, S05
Scheduling of classes S04, S05
Inappropriate achievement tests S05
Textbook-related Factors  Unrelated to daily life subjects S01, S02
Difficulty level of materials S01, S02, S03, S04, S05
Learning Classmates’ behavior S05
environment-related Classroom facilities S03
Factors Class size S04
Lack of language environment S02
Parent-related Factors Care about the scores too much S05

Teacher-related factors

As shown in Table 2, the language teacher seemed to be an influential factor during
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students’ learning process. Three major issues related to the teacher that had caused
demotivation among the participants include: teacher’s inactivity, teaching methods, and
teacher’s behavior and attitudes.

Teacher 5 inactivity

In interviews, what seemed to be causing demotivation among these students was
that they mostly had to listen passively, and the lack of interaction during the class
resulted in demotivation. The teacher just taught by the book, did what s/he should do in
class, and never offered any opportunities to interact with the class. SO3 and S04
specifically pointed out that such one-way teaching and no interaction at all made the
class boring and made them want to quit learning.

In fact, none of the five participants mentioned any classroom activities their
teachers applied during the teaching. It seemed that the class was mostly teacher-centered
and students often played the roles of passive learners. Because the teacher did the talking
all the time, lessons were considered boring and tiresome. Such teacher-centeredness
made some of the students unable to concentrate on the lesson and/or unwilling to attend
the class. Sometimes, lack of good student-teacher interaction during the class can be
attributed to students’ demotivation. Thus, demotivation relates to the teacher’s inactivity
and the way the teacher treated the class, making it boring and pointless for students.

Teaching methods

Teaching methods refer to the teacher’s way of organizing and delivering content.
One major aspect of teaching causing demotivation was that the teacher emphasized the
forms of the language in language teaching too much. Four out of five students identified
this factor as demotivating. S04 and S01 offered their experiences to explain this notion of
grammar being taught in too much detail (e.g., focused on explaining the grammatical
rules only), and this made the learning extremely boring and ineffective. Though it is true
that learning English grammar rules is important for learning English, for these students,
school seemed to be viewed mainly as the place where grammar is studied.
Meanwhile, placing too much stress on reciting the entire lesson and on translating
tasks was also reported as a demotivating factor. S02 further illustrated this point:

“My junior high school English teacher liked to ask us to recite whole reading
paragraphs. We needed to write down the entire reading text and then translate the
text into Chinese...you had to be exactly the same as it was in the textbook.”
[S02-10]

The teacher clearly wanted the student to provide “correct” answers to the tasks. Such
teacher control was experienced as an external constraint on learning, and this also
challenged students’ role of being in control of their learning. Meanwhile, it was argued
that language is for communicational purposes. Hence, instead of endless reciting, writing,
and studying of grammar rules, the teacher should have organized some different teaching
and learning activities for learners.

Relating to the ability of explaining the subject well, a fast teaching rate was reported
as being demotivating, especially when dealing with solving grammar questions on tests.
S01 stated that a fast teaching rate made the teacher difficult to follow. Consequently,
being unable to catch up with the teacher in class, the student became less interested in
learning English at school and became demotivated. It seemed that the teacher she had did
not give enough attention to the students who could not keep up with the teaching.
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Teacher s behavior and attitudes

The teacher is considered to have a crucial influence on students’ motivation in
English learning. Teachers’ incorrect assumptions regarding students’ learning experience
can be problematic for language learners, especially beginners. Such a point was made by
S01:

“When 1 first started English learning in primary school, my teacher thought
everyone had studied English in the private sector... In fact, I was totally new to this
language. | knew a little about the alphabet, A, B, C, but | had no idea about the
vocabulary...but for students who had studied English in the private sector, they did
well; they were able to answer what the teacher asked. So, they could actively
participate in all kinds of games, such as tic-tac-toe. But for us, who totally knew
nothing, we could only watch them playing the games.” [S01-3]

In the case of SO1, the teacher’s incorrect assumption affected student learning right from
the beginning, and the class became unfriendly to inexperienced learners. She stated that
the teacher did not recognize the truth that not all students had had the experience of
English learning prior to the school English implementation. It seemed that the teacher
concentrated on students who were already good at English, whereas those who had little
or no experience of English often felt unable to join the class activities; this made the
English class an unpleasant experience.

Further demotivating factors related to the teacher’s behavior were a negative
attitude towards the teaching. According to S5, he used to have a teacher who was always
late for the class for 20 minutes, but finished when the class bell rang. This indicates that
teachers who did not respect their teaching made learning an unpleasant experience for
their students, and this often resulted in demotivation on the students’ side. Consequently,
the teacher’s lack of enthusiasm can have a negative influence on students’ motivation in
English learning.

Sometimes, being too strict with the students also caused demotivation. S05
especially illustrated the point that his English teacher in junior high school punished him
for not doing well in English. Another student (S02) reported a similar experience relating
to a strict teacher:

“The teacher asked us to remember the new learned words of the entire lesson. We
had quizzes on Monday night. If you got scores less than 80 points or didn’t reach
certain criteria, you would need to do the test again. If you failed again, you needed
to copy the same words ten times and submit it next day.” [S02-19]

Asking students to correct the wrong answers by copying the same words several times
seemed to be ineffective. S2 commented that such work made learning become simply
mechanical.

Interestingly, SO1 and S04 both mentioned that they were not active learners and
needed someone to push them to study. The two students understood that they needed
someone, especially teachers, to monitor their learning. However, how to help learners
without being too strict may need to be carefully considered by language teachers.
Although strict teachers can push students to study harder, teachers may need to be careful
of being too harsh on students, as this can result in negative effects on students’ EFL
learning.

Administration-related factors

Several aspects related to the educational system that cause demotivation also
emerged. Four demotivating factors were identified: transitional problems, test-oriented
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learning, scheduling of classes, and inappropriate achievement tests.
Transitional problems

Based on the students’ interviews, a learning gap seems to exist between levels of
studies, especially in transferring from junior high school to senior high school levels. All
five students reported that English in senior high school became so difficult that learning,
let along test-taking, was a difficult task. They pointed out that junior high school English
was easy, but the transition from one level to another was problematic. S2 and S3 both
admitted that English in junior high school stage was not that difficult. They were able to
recognize the vocabulary, understood the grammar and texts, and they handled the
learning well. However, English learning in senior high school stage became problematic.
S05 also highlighted the difficulty of senior high school English learning. Once the
student failed to study successfully, the gap became larger. No link between these two
stages. Such gap seems to trouble these students a lot.

When mentioning prior learning experience, one major demotivating factor also
emerged. Two students (S04 & 05) indicated that before the senior high school stage,
English was easy due to their extra English learning in the private sector. However, such
repetition of learning material also causes them to become inattentive to the class.

“English learning before senior high school was not so difficult. Many words | had
learned in primary and junior high school. Most vocabulary just repeated all the
time. But at the senior high school level, too many new words...you’ve never see
them before...” [S04-33]

From these students’ viewpoints, there seemed to be a transitional problem. It was hoped
that students could link their prior learning experiences, especially those at the junior high
school level, with their English learning at the senior high school level. Unfortunately,
such preparedness did not have a positive effect on their senior high school work.

Test-oriented learning

Test-oriented learning was reported as the second demotivating factor. These students
complained that pen-and-paper tests cannot really test one’s language proficiency and that
language learning should not focus on test preparation. SO1 highlighted such unhelpful
and frustrated situation was only made her feel English is not a useful tool at all. It is true
that English is an important subject for students in Taiwan. In order to get into a good
university, students must master test preparation in English learning. However, under such
circumstances, learning becomes less meaningful; students are not able to use the
language in real situations. Meanwhile, some students may have problems preparing and
taking the tests. SO2 disagreed the notion that learner’s language ability should be judged
only based on their test results, especially for those who were not good at taking tests. S05
also commented on the irritating requirement of test preparedness.

Once the learning becomes test-oriented, the nature of language learning can become
different as well. Teaching may also be affected. S02 complained further that current
language education seemed to focus only on reading and writing, whereas listening and
speaking were often neglected. It is true that language is for communicational purposes
and that training students in listening and speaking abilities is equally important.
Meanwhile, not everyone is good at taking tests, and placing too much stress on test
scores can demotivate students, especially those who have different learning styles.

Scheduling of classes
Another demotivating factor was related to current school English learning at
university. Two students reported that the unfavorable scheduling of English classes had
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caused demotivation. The scheduled times for English classes were not considered
appropriate. Students were not able to choose courses based on their interests. For
example, SO5 complained about the time arrangement of the class.

“The English class I attend right now is not good. It is scheduled in the late
afternoon, around four o’clock. I don’t think that’s good for language studying.”
[S05-29]

The reason why this was considered a problem was that the classes had been scheduled
late in the afternoon. Most importantly, the students were not able to take control of their
class schedule arrangement.

Inappropriate achievement tests

The school authorities applying inappropriate achievement tests to students was
reported as demotivating. S05 pointed out that English learning was already frustrating;
the teachers even adopted tests made by top schools:

“All my classmates didn’t do well on English. The teachers gave us the tests that
were made by the best high schools. The test questions were totally different from
what we learned from the textbook. It was so frustrating.” [S05-27]

Achievement tests should be implemented based on students’ learning conditions.
However, in SO5’s case, such unsuitable achievement tests only discouraged students in
their academic performance.

Textbook-related factors

Learning materials were reported as the third major demotivating factor. Although
difficulties in following the lessons were usually traced back to the teacher as mentioned
earlier, the learning material and content made the learning experience unpleasant. Two
subcategories were divided: unrelated to daily life subjects and easy content.

Unrelated to daily life subjects

The major problem with the textbooks was that they did not meet the needs the
students had as language learners. The content was solely topics related to specific
grammar, which made learning unenjoyable:

“The textbooks used in my junior high school were not really related to usage in the
real world. The texts were made because of the vocabulary and grammar focused on
that unit. Usually, one unit, one grammar, and sometimes the grammar wasn’t
arranged systematical enough. And the content wasn’t so close to our life.” [S01-79]

The materials were criticized for not being useful and were regarded as boring compared
with those used in the private sector, SO2 added that the learning materials he had used in
private sector was not grammatical oriented but focused on using English in everyday
lives. Apparently, it was hoped that real English could be taken into account when
choosing the materials.

Difficulty level of materials

Perceived difficulty of learning English in general was reported as being
demotivating. All five participants commented that they felt English was a difficult
subject to study. For example, students with a small size of vocabulary can be problematic
in comprehending the long texts shown in the textbook (S04). Meanwhile, the students
also pointed out the necessity of learning strategies, and thought that can be a solution to
improve their English study. In fact, the difficulty of learning English has been identified
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in the subcategory of transitional problems. These students seemed to be unable to apply
what they had studied smoothly to the next stage of learning, and they complained that
English became too difficult to deal with (S03).

However, as a majority of Taiwanese students had had the experience of early
exposure to English, one important factor is emerged. That is, suitable materials needed to
be selected with caution to avoid repetition. SO5 elicited this point from his interview:

“School English was boring. It was boring because | had already learned. The stuff
was very basic and easy. | could handle school tests easily. Learning English at
school was really boring.” [S05-6]

As can be seen, SO5 was an experienced learner and had repeatedly studied the course
content. However, such repetition of materials also made him lose interest in learning new
things.

Learning environment—related factors

The demotivating factors related to the learning environment were less influential,
and each had his/her own concern. Consequently, four aspects were mentioned:
classmates’ behavior (S05), classroom facilities (S03), large class size (S02), and lack of
language environment (S04).

Classmates ’behavior

Classmates’ negative behavior usually distracted the learner during the lesson and
resulted in demotivation. Such a peer effect was shown in S05’s class:

“Everyone seemed to be doing his own work. No one cared about what was
happening in the class. Since no one wanted to listen to the teacher, I didn’t want to
listen, either. I just did what I wanted to do in English class.” [S05-24]

This also implied a problem with the teacher’s classroom management. No one was interested
in the class, and the teacher did not intend to improve the situation. As a result, learning was
not of good quality within such a class environment, and the student gradually lost interest in
learning English.

Classroom facilities

The space of the classroom was mentioned as influential. SO3 stated that sitting in a
small classroom with fixed tables was uncomfortable:

“I don’t like the classroom with unmovable tables and chairs. It feels crowded and
uncomfortable.” [S03-5]

In fact, a classroom with movable tables and chairs can offer the class with more space to
conduct learning activities. Learning may not lead to a positive outcome within limited
space.

Class size

Usually, large class size will be reported as being demotivating. Interestingly, S04
held a different viewpoint towards this issue. She claimed that studying in a small class
was stressful:

“...in a small class; the teacher could see what everyone was doing. So you couldn’t
do other things. You needed to be very attentive to the class. That was really tiring
and stressful.” [S04-8]
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It can be seen that S04 preferred to be in a large class and did not want to have too much
attention from the teacher.

Lack of language environment

One demotivating factor related to the learning environment was lack of an English
language environment. S02, in particular, highlighted the importance of learning English
in an English environment:

“I think if you are in the U.S. for about one or two years, you will learn English
naturally. It is different from studying the textbooks all the time; you will learn how
to use the language in the real situation.” [S02-31]

He offered his experience as an example. He had an American teacher teaching speaking
and listening in his senior high school. S02 stated that he could talk to the teacher in
English naturally. He confirmed that he did well in speaking class but showing no
interests in Taiwanese teachers’ grammar class. Apparently, here an issue with the students’
learning style was concerned. S02 believed that learning how to use the language for
communicational purpose was more important than studying grammatical rules, and lack
of such training was demotivating.

In fact, in an EFL class in Taiwan, the teacher is usually the main source of the target
language input. Hence, without enough opportunities to use English and with the focus
only on grammar study, language learning can become more difficult.

Parent-related factor

Another external factor came from the parental side, though only one student
reported this factor as being demotivating. However, it still needs to be taken into account.

Care about the scores too much

“If | got low grades, my parents kept nagging all the time, for at least two or three
days. That was really upsetting. They only cared about my test scores, not how I
really learned.” [S05-42]

Generally, parental support is essential. Parents in Taiwan care too much about their
children’s academic performance, and this may also put pressure on students. Children
may be blamed for failing the tests and then gradually lose their motivation in the study of
English.

Internal attributes

In contrast to the external attributes, the internal demotivating factors refer to the
negative forces that exist within the learners themselves. In this study, such internal
demotivating factors seemed to play an important role in the process of English learning
among these five participants. As presented in Table 3, six factors were identified.

Table 3 Distribution of Internal Demotivating Factors

Internal demotivating factors

Learner-related Factors Unwilling to study English S01, S02, S03, S04, S05
Failure experience in taking tests S01, S02, S03, S04, S05
Efforts without success S01, S03, S04, S05
Impatience S01, S04, S05
Negative attitude towards English as a | S02, S05
compulsory subject
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Unwilling to study English

Being an unsuccessful learner can be frustrating and this can affect students’
motivation in their willingness to continue learning English. All of the five participants
reported a lack of desire to pursue learning English. SO1 and S02 both attributed the
reason for not wanting to study English to their personality:

“Basically, I am not an active learner... I only study English before the tests, and |
don’t really want to improve my English. As time goes by, you cannot make any
progress anymore, and so be it.” [S01-54]

S04 commented that she had not had any motivation to study English since she was in
junior high school, and she did not want to make any changes either.

Based on these students’ interviews, such lack of motivation can be linked to their
unsuccessful learning experience. This demotivation is similar to effort without success.
Only in this subcategory, learning English seemed to be viewed as an impossible task, and
the participants had given up making an effort because improvement became impossible.

Failure experience in taking tests

The sense of low achievement and failure was commonly found among these
students as demotivating factors, and the five participants had all experienced some kind
of failure during their learning of English. For example, S04 admitted that she had never
passed any English exams throughout her senior high school years, and this frustrated her
a great deal.

As mentioned earlier, English learning for many Taiwanese students has become
test-oriented. Thus, students need to face many tests every day. SO1 complained about
such a situation:

“Almost when it came to my second year of junior high school, in order to prepare
for the high school entrance exam, there were only tests, tests, and tests. | felt that |
was buried in a pile of test papers and saw all red marks.” [S01-23]

S01 was desperate when she was not able to study English as it should be but just
prepared for tests. It can be quite demotivating when learning becomes tests only.

Another experience in test-taking was related to taking English proficiency tests (e.g.,
the General English Proficiency Test). S02 and S03 both had failure experiences in taking
the GEPT:

“l am not good at reading texts. | took GEPT once. | got over 100 points on
listening, but very low grades on the reading part. So eventually, 1 didn’t pass the
proficiency test. | spent too much time on reading and couldn’t finish all the
readings.” [S02-14]

As mentioned earlier, S02 performed well on speaking and listening, but not on reading
and writing. SO03 also admitted that she did not pass the GEPT, and she did not want to
take the test again. Failing to pass certain thresholds seems to affect students’ motivation
in learning the language.

Effort without success

One factor that demotivated learners the most was that they had made an effort, but
did not obtain any success in return. The experience of S05 especially reflected this issue:
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“In senior high school, the tests were totally unrelated to the textbooks. You were
not able to prepare for the tests....I always got lower grades... No matter how hard |
studied, I still got the same test results.” [S05-20]

Another similar example was offered by S01:

“I knew my English was not good, but there were tests coming. | thought | could
remember some words that could be helpful...but it seemed that | still got lower
grades as usual.” [S01-42]

It seemed that English learning was difficult even though the learners had invested a great
deal of time and energy in it, and the results were still not improving. Such frustration
resulted in unsuccessful learning that demotivated these students.

Impatience

Not able to continue learning English was considered another demotivating factor.
Three participants (S01, S04, and S5) reported that they were not patient enough to deal
with a wide range of learning materials and with remembering vocabulary in particular.
For example, SO1 valued the necessity of vocabulary learning, but she was just lack of
that patience to study the vocabulary. S05, on the other hand, confirmed that dealing with
long texts upset him a lot. There were too many unknown words, and he was annoyed
with long texts. Thus, giving up reading them was the easiest way for him.

Though the importance of expanding one’s vocabulary was deemed a crucial element
in learning English, these students admitted that they were just too lazy.

Negative attitude towards English as a compulsory subject

The next source of demotivation revealed from these five students was their negative
attitude towards English as a compulsory subject. Interestingly, all participants recognized
the notion of studying English; however, two of them (S02 and S05) presented a negative
attitude towards taking this required subject at school. SO2 commented that language
learning should be conducted with no pressure to obtain the best result. He further stated
that students should be given options of choosing what language to study. SO5 expressed
that everyone has his/her talent regarding learning. For students who are not good at
language learning, taking English as a compulsory subject might be painful:

“Not everyone is good at language learning. Some may be strong, and some are
weak. It is not good to force everyone to study English just because it is an
important foreign language.” [S05-40]

Sometimes, a compulsory subject means studying for tests only. Hence, considering
English as an elective course can be less stressful, and students can choose to study the
language based on their needs.

Discussion and Recommendations

The data revealed above shows that these students had much to say about their
English learning experience. It is clear that the phenomenon of demotivation does exist
among the participants of this study. In all cases, it was clear that demotivation had a
negative effect on these learners’ English learning and prevented them from achieving
positive learning outcomes. The results also suggest that demotivation is a serious
problem which needs to be carefully addressed in the learning of English.

Based on the preceding analysis, a total of six themes of external and internal
demotivating factors identified from the data of this present study. The following five
demotivating factors were external attributes: teacher-related factors (i.e., teacher’s
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inactivity, teaching method, teacher’s behavior and attitudes), administration-related
factors (i.e., transitional problems, test-oriented learning, scheduling of classes,
inappropriate achievement tests), textbook-related factors (i.e., unrelated to daily life
subjects, easy content), learning environment—related factors (i.e., classmates’ behavior,
classroom facilities, class size, lack of language environment), and parent-related factors
(i.e., care about the scores too much). Internal attributes related to the learner-related
factors included unwillingness to study English, failure experience in taking tests,
perceived difficulty of the English language, efforts without success, impatience, and
negative attitude towards English as a compulsory subject.

One of the major demotivating factors that is consistent with the results reported in
the previous studies is related to the teacher. As Dornyei (1998) states, the teacher-related
factor is often viewed as an important feature that affects students’ learning the most.
Among the three subcategories related to teachers, the teacher’s inactivity was reported as
the most demotivating, whereas the teacher’s teaching method and the teacher’s behavior
and attitude were both ranked as the second. In fact, the teacher’s inactivity can also be
referred to as a lack of classroom interaction. Meanwhile, according to these participants,
their teachers mainly applied grammar translation teaching methods, and the teacher did
not present a positive, professional attitude. In order to achieve the best learning results,
teaching should not be focused mainly on grammar skill training; there can be a mismatch
between teachers’ teaching methods and students’ preferred learning styles.

In fact, poor teaching quality and bad student-teacher interaction have also been
identified as demotivating factors in many studies (e.g., Chang and Cho, 2003; Elkhafaifi,
2005; Gregersen, 2003). As Ushioda (1998) stresses, the negative aspects of the teacher’s
teaching and tiresome learning tasks are the reasons that cause students become
demotivated in language learning. Hence, teachers may need to reconsider their lesson
plans and teach students with caution. Meanwhile, appropriate teacher classroom behavior
and attitudes towards teaching and the class also need attention to avoid leaving students
with negative perceptions of English language learning.

Another important finding is that students were demotivated because of the current
educational system. The national English curricula set progressive standards for the
subsequent stage of learning that the students were supposed to have met. However, the
participants of this study all reported that they failed to made adequate progress and had
found a gap during their transition to the next stage of learning. These students found they
were not capable of handling current lessons and consequently felt demotivated. A similar
result is also reported in the study done by Trang and Baldauf (2007). They indicate a
need for better more consistent curriculum design and remedial assistance to help students
develop study skills and hopefully to overcome their demotivation.

Furthermore, test-oriented learning was also demotivating. In Taiwan, getting higher
test scores is commonly viewed as giving one a better chance to get into a better school or
the promise a better future. However, reaching this type of goal may often lead to a boring
and tedious learning process, which also makes students become demotivated.
Accordingly, such test-oriented goal needs to be reconsidered regarding the nature of
learning a foreign language. This demotivating factor especially can be very culturally
based. Hence, teachers and educational authorities may need to find a way to avoid
merely test score—based evaluation. Perhaps applying a variety of assessments can be a
solution to help demotivated students overcome their demotivation.

The remaining three external demotivating factor subcategories seemed to be less
significant, especially factors relating to textbooks and learning environment. The
findings contrast with those of previous studies. It was identified that textbooks (Dornyei,
2001; Kikuchi, 2009), learning environment, and school facilities in particular (Dornyei,
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2001) played an important role in motivating students’ learning. However, the results
obtained in this study were not similar. It can be argued that Taiwanese students rely on
the input from the language instructor rather than looking for help from the learning
environment they are in.

As for the internal demotivating factors, the students exhibited frustration regarding
English learning. They all experienced failure in taking tests, including language
proficiency tests; perceived difficulty of the English language; and, finally, did not want
to pursue their studies in English learning. Students’ awareness of the importance of
English can be a useful motivation to recover their interest in learning (Trang & Baldauf,
2007); yet, such awareness seemed to be not enough, especially when they tried hard but
did not obtain a positive outcome. In addition, a positive attitude towards the target
language helps the learners in studying the language. However, when the language
learners hold attitudes against the target language or the subject, it hampers the learning
outcomes. In this study, students clearly showed an attitude that was against studying
English as a compulsory subject, and they did not want to study the subject in class at all.
Thus, teachers may need to revise their method of delivering the lessons, including
motivational strategies in teaching. Teachers may also find a way to help students to
rebuild their self-confidence in learning by teaching them appropriate learning strategies,
help them overcome demotivation, and re-motivate them in their learning.

Conclusion

This study aims to identify the possible demotivating factors regarding EFL learning
among Taiwanese college students. Originally, it was considered that student
demotivation would often be associated with their language teachers as the researchers
identified (Dornyei, 2001; Kikuchi, 2009). However, the findings from this present study
suggest different results. In fact, in line with other studies that had also been done in the
Taiwanese context (e.g., Chang & Cho, 2003; Hu, 2011), perceiving difficulties in
learning English seemed to be most influential. Interestingly, this study intended to
investigate the external demotivating factors specifically regarding teacher behavior. Yet,
the results suggest that these young Taiwanese adults attributed demotivating factors to
their teachers less frequently; instead, the internal demotivating factors were more often.
This seems to imply that these students were unsuccessful in English achievement
because did not try hard enough and lacked proper learning strategies.

Students claimed that they do understand the importance of studying English, and
they wanted to improve their English learning. Nonetheless, they did not make any effort
to improve their English. Such false motivation may require the language teacher to turn it
into positive motivation. Hence, though the teacher factor in this study was not found to
be the most significant, the language teacher still plays an important role in delivering
students with positive attitudes towards language learning. This implies that students can
be re-motivated in their English learning. As Falout et al. (2009) suggest, meaningful and
practical interactional teaching methods can be a solution to this issue and help students
overcome demotivation and recover their interest in learning.
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Appendix

Interview schedule:
1. What do you think of the English class you are attending now?
2. Please think back about your English learning experience. When did you start learning
English? How was it?
3. Describe a typical English lesson you have had which you dislike the most. Why?
4. Inyour opinion, what factors are important if one wish to make progress learning
English?
a. As to English teaches (e.g., their personality, teaching method, skills and styles)
b. As to the classroom facilities or the size of the classroom
c. As to your discouraging experiences or lack of success in your English study
d. As to any negative attitudes you have towards your English study or the
English-speaking communities
As to the compulsory nature of English study in high school (or even earlier) in
Taiwan
As to your attitude towards your classmates
As to the textbooks used in your English class
. Anything you would like to add
If any, what have you done to recover your interest in learning English?

@
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Teaching Imagery Poetry in the EFL Classroom:
A Lexical-Syntactic Study of Vocabularies,
Phrasal Verbs, and Prepositions
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Abstract

English literary texts have not been widely taught in EFL classrooms at many
universities in Taiwan for at least one decade. In other countries, some researchers
emphasize the topic of using literary texts to teach in English language learning settings.
However, less and less English teachers choose literary works to teach EFL courses in
Taiwan. An aim of my study was to explore the effectiveness of teaching imagery poetry
in EFL classrooms. This study attempted to test the hypothesis that it would be easy and
effortless to recite and memorize the song-like, nursery-rhythm, rather short lines in
English imagery poems and these poetic characteristics would help enhance lexical and
syntactic levels. It compared the effects of grammar-translation method for a control
group and eclectic method for a treatment group on the performance of undergraduates
who enrolled in English classes. Participants of the control group were taught in Chinese,
whereas those of the treatment group were taught fully in English in the eclectic method
using audio-visual aids. The posttest was exactly the same as the pretest, and both were
calculated by an independent two-sample t-test in SPSS, including three kinds of variables:
(a) vocabularies, (b) verbs and phrasal verbs, and (c) prepositions. Results indicated that
the teaching of imagery poetry helped the participants learn certain poetic words, phrasal
verbs and prepositions that are common in daily communication and use them correctly at
the end of this study. Participants taught in the eclectic method performed significant
better than those taught in grammar-translation method. The approach outlined in this
study needs to be replicated in other universities to determine the role of English imagery
poems as supplementary teaching materials in EFL classrooms.

Keywords: Imagery poetry, EFL, eclectic method, t-test, vocabulary, grammar
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Teaching Imagery Poetry in the EFL Classroom:
A Lexical-Syntactic Study of Vocabularies, Phrasal Verbs, and Prepositions

Introduction

English literature has been gradually marginalized and deemed as irrelevant to
mainstream language teaching for non-English majors at many universities in Taiwan
since the invasion of language learning books (i.e. artificial materials) into university
classrooms. It may be problematic to exclude literary works from the reading materials
used in EFL classrooms because, in other countries, some research projects still explore
the results of using literary texts in EFL settings. Ghazalah (1988) argued that literary
stylistics was the most convenient approach for non-native students when learning
English literary composition. In his experiment, Ghazalah (1988) taught two
twentieth-century short stories, The Sisters by James Joyce and Enough by Samuel
Beckett. Besides Ghazalah’s study related to teaching literature in EFL classes, a study in
1998 paved the way for the present study; Wasanasomsithi (1998) found from the survey
questionnaires completed by 194 EFL teachers in Thailand that they considered the
possibility of making more use of literature in EFL instruction. Kim (2002) investigated
the language learning processes and the literary experiences of Korean students who
enrolled in a literature-based EFL program. Yoshida (2003) explored the use of American
drama in the EFL reading class at a Japanese college. Five years later, Yuksel (2008)
examined the nature of literary discussions in an advanced level English literature class in
a Turkish EFL setting. Such research projects endeavored to reassess the role of literary
texts in foreign language education.

However, most university teachers have dismissed the idea of teaching English
literary texts in English classes for years, especially here in Taiwan. One of the reasons
can be suggested by the results of Peacock’s experiment in which the learners reported
that the authentic materials, referring to literature, were significantly less interesting and
enjoyable than the artificial materials (Peacock, 1996). This is indeed in direct contrast to
many assertions in literature-teaching periodicals and books that suggest literature as a
valuable authentic source for language teaching (Collie & Slater, 2005; Deford, 1981;
Feitelson, Kita, & Goldstein, 1986; Littlewood, 1987; Morrow, 1992; Naik, 2011). These
contentions that are contrary to Peacock’s results may be applicable but they are not
accepted by most teachers who teach English to non-English majors at the undergraduate
level in Taiwan. In view of the fact that artificial materials are dominant in most EFL
classes, this paper recommends that literary texts can be regarded as supplementary
reading selections that help to create more classroom activities for enriching learners’
intake of words and grammatical rules.

A claim for learners’ intake of words and grammatical rules through imagery poetry
evolves from the debate on the use of either the authentic materials of literature or the
artificial materials. That debate has mainly focused on language use and language usage
for decades. Indeed, there is a difference between these two functions. According to
Widdowson (1979), language usage involved a knowledge of linguistic rules, whereas
language use entailed knowing how to use these rules for effective communication. Most
critics, who assume that literature can provide a basis for extending language usage, focus
on the grammatical points that are salient in the literary texts (McKay, 1982). McKay
(1982) noted that “literature has traditionally been used to teach language usage” (p. 530).
On the one hand, in most English classes, for the purpose of the enhancement of language
use, daily English texts (i.e. artificial materials) are widely used as teaching materials. On
the other hand, it is suggested that literature can enhance the level of language usage
among students. No matter what researchers argue about the function of the authentic
materials, most literary works still demonstrate prominent examples of using linguistic
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rules to make brilliant and memorable sentences. Webster (2002) emphasized learning
through words by the use of imagery poetry. She suggested that “The power of poetry as
an expressive genre may lie in the usage of a small amount of words carefully chosen for
their imagery, symbolism, rhythm, and resonance” (Webster, 2002, p.94). The results of
the present study are consistent with Webster’s suggestion and most critics” emphasis of
the importance of language usage in literature. Therefore, literary texts should not be
eliminated in EFL classes.

The purpose of this study was to ascertain the effect of teaching imagery poems to
EFL undergraduates by applying some in-class activities that highlight the characteristics
of imagery poems. McEImeel (1993) gave an honest opinion that in her early teaching
career, she selected poetry and books to share with her students by trial and error.
McEImeel’s opinion gives room to test the first hypothesis of this study that there would
be an improvement in the posttest of both groups being taught imagery poems. The most
prominent characteristic of imagery poetry is its images. Although the lower-level
students may find the experience of poetry difficult in English classes, the images or
pictures in the chosen imagery poems can help them link the image with the words that
form it. These imagery poems can be seen as i + 1 text based on Stephen Krashen’s “Input
Hypothesis” (1985), stating that “We move from i, our current level, to i + 1, the next
level among the natural order, by understanding input containing i + 1” (p. 2). Moreover,
an image in a poem can evoke the reader’s sense to connect its meaning to his own past
experience, and then become a reproduction in his mind. The secondary characteristic of
imagery poetry is its rhythm that sounds. To highlight the rhythm of poetry, Wormser and
Cappella (2000) explicated that English is an accentual-syllabic language and the play of
those accents among the words makes up rhythm. The last characteristic of imagery
poetry is the use of daily words. Some simple, daily words in these chosen poems are the
same as those in English learning books for Freshman English classes. With these
advantages of the characteristics of the chosen poems, it is promising to see an
improvement in the lexical and syntactic levels of participants in this study.

The second hypothesis of this study was to see whether the eclectic method would
be more effective than the grammar-translation method. The control group was taught in
the grammar-translation method that relied on translation and word lists. To help students
have confidence in learning a language, Paulston (1932) suggested that “In general,
language teaching remains eclectic in its methods” (p. xiii). In other words, an eclectic
method makes use of the appropriate parts of existing teaching methods and it belongs to
no particular method. The eclectic method in this study drew on illustrations and
single-slot substitution and it was designed for the treatment group. Which teaching
method, in this study, is more effective? In addition to that main research question,
another minor question focuses on the effect of three variables, which are (a) vocabularies,
(b) verbs and phrasal verbs, and (c) prepositions, among both groups.

The significance of the current study evolves from the author’s position in the
application of literary works in EFL courses. In order to motivate non-English majors to
learn English, many different activities can be conducted in an EFL class and literary texts
should not be banished from the teaching materials. Teaching short-lined poems in
English classes can arouse non-English majors’ interest in English literary texts and
expand their literary tastes. Using literary works as supplementary teaching materials may
have an impact on different variables at different levels. Therefore, besides the results of
these two research questions, the analysis of the whole study results that appears in the
last two sections of this paper may be inspiring and informative for future research. The
current study is significant because it suggests the flexibility for inserting a small number
of imagery poems into English classes.
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Method

This study was conducted as a two-group experiment. It involved the use of two
experimental groups, including a control group consisting of 20 sophomores and a
treatment group consisting of 20 freshmen. Some factors affect the results of this study,
including participants, materials, and procedures. Methods for selecting participants and
supplementary teaching materials, how to use the partial grammar-translation method and
the eclectic method to teach imagery poetry, and the evaluation and test instruments
applied in the study are explicated in the following paragraphs. The teaching methods are
quite distinct from each other because, according to the design of this study, they contain
different activities. The eclectic method combines visuals and audio-lingual method,
while the partial grammar-translation method depends on teacher’s translation and word
lists (see Table 1).

The evaluation instrument used in this study was developed to measure the variance
of the treatment group in vocabulary and grammar as compared with that of the control
group. Both pretest and posttest are exactly the same. In the vocabulary section of both
tests, the words are from the selected poems taught in this four-session activity. The
vocabulary section is a blank-filling quiz which requires Chinese meaning for each
English word. In the grammar section, multiple-choice questions are based on the selected
poems. The results of the three variables: (a) vocabularies, (b) verbs and phrasal verbs,
and (c) prepositions were calculated by an independent two-sample t-test in SPSS (see
Table 1).

Table 1 Course Designs of the Study (N = 40)

n  Selected American  Teaching Activities Evaluation
Poems: Methods
Control 20 1. “Ina Station of  Partial 1. Teacher’s 1. Pretest: A
Group the Metro” by Grammar- translation of vocabulary-
Ezra Pound Translation American grammar
(1885-1972) Method poems into test
2. “The Red Chinese 2. Posttest:
Wheelbarrow” 2. A word-list The same
by William exercise vocabulary-
Carlos William grammar
(1883-1963) test as the
3. “Fog” by Carl pretest. (see
Sandburg Appendix)
(1878-1967).
Treatment 20 The same as the Eclectic 1. [Illustrations The same as the
Group above Method: 2. Single-word above
Visuals and pronunciation
Audio- practice
lingual 3. Repetition
Method drill
4. Single-slot
substitution
drill

Participants
The population for the study consisted of undergraduates in information technology
at a Technology University. Each group’s participants were chosen based on the criteria of
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students’ full attendance in the four-session class. The selection of participants was
considered on the basis of similarly low levels because a pretest was conducted before the
study. The pretest results indicated that 100% of the participants gave less than 8 correct
(C) answers in the 20 lexical items. This ensures that the 40 participants are similarly low
level students. In the control group, 35% of participants received 5 Cs; 30% received 4 Cs;
15% received 3 Cs; 10% received 2Cs; 5% received 1 C. In the treatment group, 55% of
participants received 7 Cs; 15% received 5 Cs; 5% received 4 Cs; 10% received 3 Cs; and
15% received 0 C. Although the distribution of scores varies slightly between both groups,
they can be seen to begin in this study at a similar level. No student in these two groups
gave more than 10 correct answers. Nor did the t-test results of pretest show any
significant differences between both groups. In short, both groups in this study had the
equal number of participants from the same level of English literacy.

Instructional Materials

American imagery poems belong to authentic texts and they are alive with some
aspects of American culture, which can be embodied through the images used in the
poems, and these features can be seen as a plus for teaching EFL. Concerning the
selection of teaching materials, Honeyfield (1977) pointed out the disadvantages of the
selection of the simplified text; one of which was to dilute the information that authentic
texts can provide. Moreover, McKay (1987) disagreed on the selection of simplified texts
for the teaching of literature in ESL class. To discuss further on the selection of literary
texts, Collie and Slater (1987) suggested some criteria of suitable texts, which include
students’ needs, interests, cultural background, and language level. Based on these
research findings, American imagery poems containing culturally authentic contexts were
selected to be used in this study.

In terms of the reason why literature can be used in EFL or ESL classroom, such
specialists as Collie and Slater (1987) and Brumfit and Carter (1987) provided their
opinions. Collie and Slater (1987) asserted that “literature provides a rich context in
which individual lexical or syntactic items are made more memorable” (p. 5). In addition
to lexical or syntactic acquisition, Brumfit and Carter (1987) suggested us to use literature
as translinguistic discourse because it involved more than mere systems of language and
contained a wider social, historical, and political context which was seen as essential to
the teaching of literature. However, there is a controversial point in the argument of Collie
and Slater and that of Brumfit and Carter. The former believed that there is literary
language and found it “not always that of daily communication” (Collie and Slater, 1987:
5). In contrast, the latter argued that “there is no such thing as literary language” because
“we find it impossible to isolate any single or special property of language which is
exclusive to a literary work™ (Brumfit and Carter, 1987: 6). Both arguments were coherent
to the present study because the three imagery poems were chosen based on these criteria:
literary language and daily language.

The selected imagery poems taught in this study were: “In a Station of the Metro”
by Ezra Pound (1885-1972), “The Red Wheelbarrow” by William Carlos William
(1883-1963), and “Fog” by Carl Sandburg (1878-1967). These three poems show images.
According to Wormser and Cappella (2000), an “image in a poem is language that evokes
vivid, sensory, concrete presence” (p. 145). The function of the image in a poem is to
create the effect of the visual. In other words, these imagery poems bring about the
audio-visual-vocal effect in the classroom. And, they are definitely literary works and
contain such simple words as “station, metro, face, crowd, wet, black, red, depend, wheel,
rain, water, white, chicken, come, on, little cat, feet, sit, look, over, harbor, city, silent, and,
then, move,” which are often used in daily language. This is the art of poetry emphasized
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by Wormser and Cappella (2000) because the poet deals with words that exist
meaningfully in dictionaries, conversations, newspaper articles, and advertisements. The
words in these imagery poems are derived from daily language and they belong to literary
language because they are used to generate a poetic discourse.

Most importantly, most of such words in these three poems are included in the
primary textbooks for the two classes of this study. In other words, most of the words in
the supplementary teaching materials, i.e., these three imagery poems, overlap some
words in the primary textbooks which are Basic Survival written by Peter Viney and
Ready to Go 1 written by Joan Saslow and Tim Collins. Both textbooks were published by
reliable publishers; the former was published by Macmillan and the latter by Longman.
The overlapping words in the primary and supplementary teaching materials increase
word frequency and learners’ exposure to the different uses of these words.

In this study, these three imagery poems were used as supplementary teaching
materials owing to their lengths. Short poems tend to attract learners to start learning
poetry. Besides, the themes or meanings of such imagery poems can be drawn or
presented in the form of pictures or photos. The song-like, nursery-rhythm, rather short
lines in these poems can be glibly recited by most learners; therefore, they are suitable for
single-slot substitution drills of the audio-lingual method. In sum, the simple words and
short sentence patterns are appropriate for basic-level and lower-level students to learn.

Instructional Procedures

Both groups shared something in common in their respective four-session activity,
which was completed in a period of four weeks; in other words, one session per week.
Each session lasted 50 minutes. Both groups learned the same text. The text was the
selected imagery poems, which were chosen in order to be used as an “i + 17 text that
might level up both their vocabulary size and conception of grammar. These three poems
could be seen as an “i + 17 text for the participants because most of the words in these
poems were included in the primary textbooks and some of them were new to the
participants.

Both groups’ course designs are different. The list of course designs in Table 1
shows the teaching methods for this study, which relied not only on seeing literature as
supplementary teaching materials but also on exploring variances in teaching methods.
For the control participants, the teacher used two-activities of Grammar-translation
method, which included (a) teacher’s translation of these three imagery poems into
Chinese and (b) a word-list exercise (Larsen-Freeman, 1986) in a lower-level English
Dialogue class. The first practice helped the students capture an immediate understanding
of the poems. The second practice aimed to enhance the students’ conception of the
vocabularies in this exercise without the teacher’s introduction to grammatical rules.

For the control group, the teacher read aloud the whole poem for two times. Then,
she wrote the word list on the blackboard. All the words on the word list were words
taken from the poem the teacher had recited. The students saw the words, for example,
station, metro, apparition, face, crowd, petal, wet, black, and bough in the poem “In a
Station of the Metro.” The teacher gave Chinese equivalent of each of them and then
translated each of the lines of the poem. Accordingly, she led the student to read the poem
one line at a time for two times. The next phase of this session dealt with grammar. The
teacher elaborated the meaning of prepositions or phrasal verbs in Chinese so that the
students became able to construct the meaning of the poem by connecting the meanings of
prepositions to the meanings of nouns.

By contrast, the teacher used an eclectic method in a beginning-level English class
for the treatment participants. The teacher taught the poems with the aid of illustrations,
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pictures, gestures, and drawings. After the teacher finished the illustration practice, she
moved to the single-word pronunciation practice. After that, the participants were asked to
follow the teacher’s English instruction in the repetition drill and single-slot substitution
drill. The first practice helped the students learn by imagining the abstract meaning of the
poems and then connecting the messages of pictures and the teacher’s drawings and
gestures. In so doing, the practice gave the students more space to construct the meaning
of the imagery poems on their own. The last two drills aimed to help the students firstly
pronounce each line of the poem and subsequently acquire the structural patterns and
particular parts of speech that occupy particular slots in the lines of the poems that were
new to them.

For the treatment group, the teacher recited the first line of the poem for one time,
and then showed the picture that could represent the image expressed by the first line of
the poem. In addition to the image or drawing, the picture carried English words taken
from the first line of the poem and Chinese annotations for those words. It was passed
around the class. Then, the teacher continued to read aloud the second line of the poem. In
the same way, the picture was showed along with each line of the poem being taught.
After the nouns had been introduced to her students, the teacher explained the
prepositions or phrasal verbs by gestures and drawings. Next, she conducted the
single-word pronunciation practice by leading her students to read aloud new words, for
example, station, metro, apparition, face, crowd, petal, wet, black, and bough in the poem
“In a Station of the Metro.”

In the second phase of the activity for the treatment group, all of the teacher’s
instructions were in English. Considering the basic proficiency level of the students, the
teacher used short phrases or single words, for example, “follow me, listen and repeat,” in
order to have the whole class follow her to repeat aloud each line of the poem. Firstly, the
teacher had the whole class repeat each line for two times, and then the whole poem for
two times. Secondly, she had the girls repeat the odd numbered lines and the boys the
even numbered lines and then they switched their assignments. Next, the teacher moved
to a single-slot substitution drill in which the students repeated the first line of the poem
and replaced a preposition, or a word, or a phrasal verb with the preposition, or the word,
or the phrasal verb the teacher gave them. For example, the “fog” in the poem “Fog” was
replaced with “wind” or “breeze.” Or, the phrasal verb, “depends on,” in the poem “The
Red Wheelbarrow” was replaced by the equivalent, “relies on.” At last, the whole class
repeated each line with the substitutions for two times, and then the whole poem with the
substitutions for two times.

Results

Results indicated that eclectic method was somewhat more effective than the partial
grammar-translation method in lexical acquisition, and both methods were associated with
improvements in three variables. Independent t-test results are presented in Table 2. Both
pre- and post-tests have vocabulary and grammar sections. The vocabulary section
contains 20 English words for students to fill in Chinese equivalents. The grammar
section consists of 6 questions in which the first three questions deal with verbs and
phrasal verbs and the last three questions address prepositions. With the design of pre- and
post-tests, an interesting implication is derived from the positive results of eclectic
method in this study. It is likely that teachers at Technology universities in Taiwan can
consider teaching fully in English when teaching English to low level students.
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Vocabularies

The posttest results indicated that 100% of the participants gave more than 13
correct (C) answers in the 20 lexical items. This is indeed a great improvement in lexical
acquisition. Only 10% of control participants received 18 Cs; another 10% received 17 Cs;
45% received 16 Cs; 25% received 15 Cs; 10% received 14 Cs. In contrast, 35% of
treatment participants received 19 Cs; 15% received 18 Cs; 20% received 17 Cs; another
20% received 15 Cs; and 10% received 14 Cs. The difference between both groups’
posttest results suggests that the eclectic method is more effective in the improvement of
lexical acquisition than the partial grammar-translation method. The t-test results of
posttest in Table 2 showed a significant difference in vocabulary acquisition between both
groups. These results are in substantial agreement with Yoshida (2003) and Yuksel (2008).

Phrasal Verbs and Prepositions

Question 1

Question 1 was designed to evaluate participants’ capability to recognize the
present-tense form of verb that follows a third-person subject, for example, “it.” The
pretest results indicated that 7.5% of the participants gave correct (C) answers to question
1. Of the 7.5%, no participant in the control group and 3 in the treatment group received a
C. As a whole, most of the participants of both groups were unable to use the correct form
of verb that follows a third-person subject in a sentence before the four-session
supplementary activity.

The posttest results indicated that 80% of the participants gave correct (C) answers
to question 1. Of the 80%, 16 participants in the control group and 16 in the treatment
group received a C. This result reveals that most of the participants of both groups
become able to choose the correct form of verb that follows a third-person subject in a
sentence. Moreover, neither group is better than the other in this aspect.

Question 2

Though 92.5% of participants of both groups in the pretest failed to receive a C in
question 1, they had an opportunity to prove their ability to recognize the present-tense
form of verb that follows an uncountable-noun subject in the sentence of question 2. In
response to question 2, 10% of both groups received a C. And of this 10%, there were 2
participants in the control group and 2 in the treatment group. The pretest results showed
that both groups performed at the same level.

The posttest results indicated that 77.5% of the participants gave correct (C)
answers to question 2. Of the 77.5%, 15 participants in the control group and 16 in the
treatment group received a C. This result reveals that most of the participants of both
groups become able to choose the correct form of verb that follows an uncountable-noun
subject in a sentence. In addition, the treatment group is slightly better than the control
group in this regard.

Question 3

Question 3 aimed to see if the participants had the ability to recognize phrasal verbs,
for example, “depend on.” The pretest results indicated that 17.5% of the participants
gave correct (C) answers to question 3. Of the 17.5%, 3 participants in the control group
and 4 in the treatment group received a C. Although most of the participants of both
groups were unable to recognize the phrasal verb, “depend on,” the pretest results showed
that a higher percentage of participants were able to receive a C in this question than in
questions 1 and 2.
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The posttest results indicated that 87.5% of the participants gave correct (C)
answers to question 3. Of the 87.5%, 17 participants in the control group and 18 in the
treatment group received a C. This result reveals that most of the participants of both
groups become able to recognize the phrasal verb, “depend on” taught in the four-session
supplementary activity. Similar to the posttest results of question 2, the treatment group is
slightly better than the control group.

Questions 4-6

Questions 4-6 were designed to recognize the participants’ comprehension of
prepositions, for example, “in,” as sown in question 4. According to the pretest results,
22.5% of the participants received a C, within which there were 5 participants in the
control group and 4 in the treatment group. Although most of the participants of both
groups were unable to choose the correct preposition before the word, “station,” the
pretest results showed that a higher percentage of participants were able to receive a C in
question 4 than in questions 1, 2, and 3.

The posttest results indicated that 55% of the participants gave correct (C) answers
to question 4. Of the 55%, 8 participants in the control group and 14 in the treatment
group received a C. A slight increase in the improvement of the participants’ perception of
the preposition, “in,” is seen in this aspect. Yet the greater improvement in the treatment
participants’ comprehension of the preposition, “in,” may indicate two points. First, the
single-slot substitution drill may improve the treatment participants’ extensive
comprehension of prepositions. Second, the illustrations, pictures, gestures, and drawings
shown may help the treatment participants’ understanding of the nuance of prepositions,
for example, the difference between “on” and “over.”

Based on the pretest results of question 5, 45% of the participants received a C,
within which there were 6 participants in the control group and 12 participants in the
treatment group. This is indeed an unexpected result because nearly half the overall
participants are C receivers prior to this four-session classroom program. Surprisingly, the
posttest results showed that 82.5% of the participants received a C, within which there
were 15 participants in the control group and 18 participants in the treatment group. An
impressive increase in the improvement of the participants’ perception of the preposition,
“on,” is seen in this aspect.

The pretest results of question 6 dropped to 22.5% of the participants who received
a C, within which there were 6 participants in the control group and 6 in the treatment
group. It seemed that neither group was weaker in the understanding of the preposition,
“beside.” By contrast, the posttest results turned out to be higher than the pretest results.
Approximately 45% of the participants received a C, within which there were 3
participants in the control group and 15 in the treatment group. This result indeed
distinguishes the treatment group from the control group because the former is in a
prominent progression while the latter is shown in a state of regression from 6 C receivers
to 3 C receivers. The learning of the preposition, “beside,” may be achieved by the
single-slot substitution drill. Moreover, the illustrations, pictures, gestures, and drawings
may help enhance the treatment participants’ understanding of the meaning of “beside.”

t-test Results

Table 2 displays the independent t-test results of three variables: (a) vocabularies, (b)
verbs and phrasal verbs, and (c) prepositions. The pretest result of vocabulary (t = -2.035,
p = 0.052>0.05) indicated no significant difference between the control and treatment
groups. This implies that the control group equates with the treatment group in this
respect prior to the study. Interestingly, the posttest result of vocabulary (t = -2.715, p =
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0.011<0.05) indicated a significant difference between the two groups. This proves that
eclectic method is more effective than the partial grammar-translation method in lexical
acquisition.

The pretest results of verbs and phrasal verbs are derived from the results of
questions 1, 2, 3 in the grammar section. The results of Q1 (t = -1.831, p = 0.083>0.05),
Q2 (t = 0.0, p = 1.0>0.05) and Q3 (t = 0.0, p = 1.0>0.05) all showed no significant
difference between the control group and the treatment group. This implies that both
groups perform equally well in this regard prior to the study. Likewise, the posttest results
of Q1 (t = 0.0, p = 1.0>0.05), Q2 (t = -0.37.0, p = 0.714>0.05) and Q3 (t = -0.467, p =
0.643>0.05) showed no significant difference between both groups. This suggests that
neither the eclectic method nor the partial grammar-translation method is more effective
than each other in terms of the recognition of the correct form of the verb that follows a
third-person or uncountable-noun subject.

The pretest results of prepositions are derived from the results of questions 4-6 in
the grammar section. The results of Q4 (t = 1.463, p = 0.152>0.05) and Q6 (t = 1.125,p =
0.268>0.05) revealed that the control group did not significantly differed from the
treatment group, but the result of Q5 (t = -2.307, p = 0.027<0.05) indicated a significant
difference between both groups. This implies that both groups stand at the same level in
terms of their prior knowledge of such prepositions as “in” and “beside,” however, they
are not completely at the same level in terms of their prior knowledge of “on” before the
study. Next, the posttest results of Q4 (t =-1.949, p = 0.59>0.05) and Q5 (t =-1.241, p =
0.223>0.05) indicated no significant difference between both groups, but the result of Q6
(t = -4.660, p = 0.0<0.05) displayed a significant difference between both groups. This
suggests that neither the eclectic method nor the partial grammar-translation method is
more effective in both groups’ comprehension of “in” and “on.” By contrast, the eclectic
method is more effective in the improvement of the treatment participants’ comprehension
of the preposition, “beside.” This improvement may result from the illustrations shown to
the treatment group in the teaching process.

Table 2 Independent t-test Results: Mean Scores and Variance (N = 40)

Control Group Treatment Group  Variance

(n=20) (n=20)
Factors Mean t P
Vocabulary: Pre-test ~ 3.80 5.10 -2.035 0.052
Vocabulary: Post-test  15.85 17.15 -2.715 0.011*
Phrasal Verb: Pre-Q1 0.0 0.15 -1.831 0.083
Phrasal Verb: Post-Q1 0.80 0.80 0.0 1.0
Phrasal Verb: Pre-Q2  0.10 0.10 0.0 1.0
Phrasal Verb: Post-Q2 0.75 0.80 -0.37 -0.467
Phrasal Verb: Pre-Q3  0.15 0.15 0.0 1.0
Phrasal Verb: Post-Q3 0.85 0.90 -0.467 -0.643
Proposition: Pre-Q4 0.35 0.40 1.463 0.152
Proposition: Post-Q4  0.40 0.70 -1.949 0.59
Proposition: Pre-Q5 0.40 0.70 -2.307 0.027*
Proposition: Post-Q5  0.30 0.65 -1.241 0.223
Proposition: Pre-Q6 0.30 0.15 1.125 0.268
Proposition: Post-Q6  0.15 0.75 -4.660 0.0*

*p < 0.05 (two-tailed)
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Discussion

The first hypothesis of this study that there would be an improvement in the posttest
of both groups being taught imagery poems was not rejected except for Q5 and Q6. In
vocabulary, Q1, Q2, Q3, and Q4, the posttest means of both groups are higher than the
pretest means. These findings lend support to the assumption that teaching imagery poems
in English classes has a positive impact on lexical and syntactic acquisition. It appears
that these improved results are consistent with the earlier assertions made by Collie and
Slater (2005), Deford (1981), Feitelson, Kita, and Goldstein (1986), Littlewood (1987),
Morrow (1992), and Naik (2011). In addition, the second hypothesis that the eclectic
method would be more effective than the grammar-translation method was not entirely
rejected. The posttest t-test results of vocabulary (p = 0.011) and Q6 (p = 0.0) are less than
0.05, indicating a significant difference between both groups. This confirms Paulston’s
assumption (1932) in regard to drawing on appropriate in-class activities from different
teaching methods. The eclectic method is more effective than the grammar-translation
method in the posttest of vocabulary and Q6.

The minor research question concerning the effect of three variables among both
groups reveals more specific findings of this study. The control group’s posttest results of
vocabulary and questions 1-4 imply that the teacher’s translation and word list are
effective activities. However, the control group failed to perform better than the treatment
group in the posttest of vocabulary and Q6 based on the posttest t-test results. Although in
questions 1-5 of grammar test the control group was not significantly different from the
treatment group, it lagged behind the treatment group in vocabulary test and question 6 of
grammar test. These results can be explained by assuming that in the eclectic method,
illustrations help increase the comprehension of the preposition, “beside.” It is likely that
single-word pronunciation practice, repetition drill and single-slot substitution drill had
much of an effect on treatment participants’ acquisition of vocabularies. In these findings,
the effects of single-word pronunciation practice and repetition drill are coherent with the
emphasis on rhythm in the argument of Wormser and Cappella (2000).

On the whole, the present study offers three major pedagogical implications that are
derived from the findings of this study. First, improvements in both groups were largely
attributed to the selection of teaching materials in which the vocabulary and grammar in
the supplementary teaching materials overlap those in the primary teaching materials.
Many words in the three imagery poems appear in the primary textbooks, namely Basic
Survival and Ready to Go 1 that were used to teach the two groups in this study. As for
grammar, both the primary and supplementary teaching materials contain the examples of
third-person and uncountable-noun subjects, which match verbs that form the present
tense by adding an s to the base form. Such overlaps can help develop students’ interest in
literature, especially those who have no interest in literary works. In simple words, these
overlaps expand the possibilities to persuade them to learn language usage (Widdowson,
1979) through literature. Second, the results can be explained by assuming that the
single-slot substitution drill can improve the treatment participants’ extensive
comprehension of prepositions. Last, the illustrations, pictures, gestures, and drawings
may avail students of a more comprehensive understanding of the nuance of prepositions,
for example, the difference between “on” and “over” when they are used to describe the
relative position between objects. The last implication confirms the assertion, which
images in a poem boost the presence of visual and sensory input, in earlier findings by
Wormser and Cappella (2000).

In summary, the teaching of American poetry has been proved effective as a
supplementary teaching strategy for EFL classroom. Although both groups were taught in
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different teaching methods, they improved significantly in the designated lexical items
and grammar rules. As long as the selection of literary works is limited to the lexical and
grammatical scope of the primary textbooks for the EFL classroom, the English-based
classes for EFL students can be conducted in an effectual and amusing way. Last but not
least, the approach outlined in this study should be replicated so that more participants can
be included to see if the results remain positive.

The limitations of this study lie in the design of tests and questionnaires and the
selection of literary genres. One flaw in the design of pretest and posttest is a lack of one
more phrasal-verb question in the grammar section. | found the lack when | was
writingthis report. One more phrasal-verb question and one more preposition question
will reach the evenness of question design and strengthen the credibility of the results of
phrasal verb in this study. Future studies need to develop questionnaires that investigate
participants’ interest in learning poetry and redesign the eclectic method which can
sharpen distinctions between both groups.
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Appendix
Pretest & Posttest
\Vocabulary
English Word Chinese English Word Chinese
Meaning Meaning
1. Station 11. Chicken
2. Metro 12. Fog
3. Apparition 13. Harbor
4. Crowd 14. City
5. Petal 15. Silent
6. Wet 16. Haunch
7. Bough 17. Move
8.  Wheelbarrow 18. Look
9. Depend 19. Come
10. Glaze 20. Feet
Grammar
It looking at the harbor.
a. sits
b. sit
c. set
The fog __ on little cat feet.
a. moves
b. keep
c. looks
It upon ared wheel barrow.
a. glazes
b. depends
c. faces
4. Faces inthe crowd are seen _ a station of metro.
a. through
b. on
c. in
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5. Petals _ awet, black bough are seen.
a. Over
b. on
c. in
6. The red wheel barrow is found ___ a harbor.
a. over
b. in
c. beside
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Home Yet Away: Redefining Travel in

Jhumpa Lahiri’s Fiction

Nai-hue Shen”

Abstract

In addressing the phenomenon of the rising popularity of traveling as well as the
widespreading effect of ethnic displacement, both Caren Kaplan and Elizabeth Bishop
explored the topics based on their own personal experiences as travelers. They pose the
question of what would grow into this phenomenon of travel and lifestyle, and what reality
hides behind imperialist travelers’ description of cultural differences. In response, this paper
attempts to present an analytical model of Jhumpa Lahiri’s fiction in which she challenges
the structuralist oppositions of home/away, native/foreign and travel/everyday life, offering
a fresh perspective in cultural criticism and a new aspect to the literary tradition of travel
narratives.

This essay will examine how Lahiri’s stories provide a postmodern narrative of “home
yet away” in the light of Kaplan’s theory and how her characters’ “leaving home” acts as a
powerful expression of young wills to battle against patriarchal tradition which George Van
Den Abbeele interprets as a weighty metaphor. In addition, it further explores Lahiri’s satire
of “the international leisure class” by Dean MacCannell, whereas travel is neither seen as a
special occasion of leisure, nor does it stand in opposition to everyday life. And finally, the
essay will emphasize Lahiri’s critique of the American hegemony which Michael Billig
calls “Banal Nationalism” in one of her stories about travelers.

Keywords: Jhumpa Lahiri, travel, home, postmodern, the leisure class, banal nationalism
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hRehikip L RK R ST el 2
I know that my achievement is quite ordinary. | am not the only man to seek his fortune
far from home, and certainly 1 am not the first. Still, there are times | am bewildered by each
mile I have traveled, each meal I have eaten, each person | have known, each room in which |
have slept. As ordinary as it all appears, there are times when it is beyond my imagination.
(Jhumpa Lahiri, “The Third and Final Continent,”1999)

Jlfm « ~Efm (Caren Kaplan) f£#th 2000 FH AT (FRITHYRME) (Questions of
Travel) —FEHE » s[HFAFREISH - 2B5F (Elizabeth Bishop ) [E44HYEF (FRITHIR
i ) E RHamali SRR - BEFs P IrE BN - AEE ENVEERM > i
EREENRTT - RERBEINAEEZ > BRORAERE L RE - (EfEE Eerh it
AVE St P E R AR T 4205 o & S ETE - EElG IR T BB U R R 5
A N KR BRI [E]— PR LA R RATER G T rE ey o BETFE MR A HER
IRITIEHLK ? FEFRAE S HEIa AN A BHEERE ? MTERNREE
FHREGIE T ? BEFEIHESA RN —iRHH (Sokk) 27

ZITHIRIRE - RS AR ey R 2 R bR R B GR I  RyE G RV IRT T
BB IR LR R AT o 885 « fiLd#] (Jhumpa Lahiri) BN DUTRTTAZ fE1E B
TN - % PmERTAE RS mE P AR o RS s ORI AR E A
515 HEMAVNR (3= 5% —{E K ) (“The Third and Final Continent”) FYE
R B/ A O EAAS RREAT— RS > FrfERY B BERET > fhsR - T BRAIERAY G
B AR R ERAIA - EARATAEE—E - AAMARHE » AT
HE—HES ~ FIZENE—& - BEENE—EA - FEENE—(EFE - #-oHkek
2o A —UE FLIER - ATTANEHE - BROVES TRV | ° - R EEN
FRAE P RG2S EREE > SRS IAIE R - MEZIAF /N A A EREE - HE
PEEfmF NREEN Bl > B ERFFAIRTTRIECE 75 T S B L o] -

FLAF /NG FR B G AL~ S BT ZE R B R0 [ — B 2Rl SRR Lo B B - Wi
fE(Nandini Sahu) 5S&FHEIESCALEHUAFTYEZEE » /N BEESE LS T/ R A
) "AR A Coutsider) 1 T ER4E A (stranger) HIBESER » ML EIRF R H2EI 4R S(E
B 1Pz o Az HE) 8% (Reshmi Dutt-Ballerstadt) #E—5 o3 Afrbblcfirdy
F/NRHRE RSB ENZERE > M ARAFHANBNSE AR > fkEE R
B—REERAE - R HLAF] 8 B RE R R P e SR -
B A A EE R R R R AT/ NGREY - A0 (Judith Caesar) » #hRHAL AT /NafE
B E S R DARE - T kAR EHE - ERaldr 0 FoRBIL ) MEBISCEELEF - Btk
N EIRTRE T RS BRI A/ NGRS E M A SCREIA N e e 2 T EHERUERIRYE &R
WARELRE " AR BRI | BVERE > EREEEN TIRIT ) T 8B5S mIRTIE
BAEm AL ~ SEEFTEEF] (George Van Den Abbeele ) HYR{TFEMT ~ B55T-RA (Dean
MacCannell) /9 " {RfFE4K | (the leisure class ) F1EF] ( Michael Billig) " S22 +
#%  (Banal Nationalism) ZEEfR{THERAME R @ fEHEAREIANE - FINTHLAFT/ N R 2%
TN A HECE -

Rl RITHIRE) RES > BN " BENEB G , (Postmodern
Discourses of Displacement) » BR R4t/ [ ik T | —SaiHERTA B SAT R IR AGRIT
ERTEEAREIEHYTRHEENESE > wittHRAAR TR ARMOAALE (Jean

LR RN R R SCERAI A -
? S | B HEE B 0 H 234 ¢
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Baudrillard) ~ {Z#2% (Gilles Deleuze) 1) H (Félix Guattari) 5 A FE My H BBt
O EFATIRI TSN o U B P EEA IR T R T R St S BRI RE N > IRT T
IRNEZATHEF AR - IRITHE A SAERL AT B > SEBPILLFIAE (S F#E R AR T -
BTN R R RS SRk A SR > A& #E ANAE H 3K (get “inside” himself)
(33) » SERRMEAAVIBEILR R © 1SS RNAERANRT TEFRAL - IRIT20E A
I BEAMAEEGAEN "IRA L EEEN > BliE T TIRHEIFESR , BuEiEE > DA
Fyig — BSR4  WIE TIRAM: ) BRBRMERY > DR R FSRE SR - T - S
&~ BES IV —ERT PSR - 5540 0 BRI TEFERZE R ) #HEBRITSUEEE > F
RIS T AR WEBOF T ER EEFRT] -

DL b PHEm A E AT RLAT # /N SRR B T OB IR S R/ N\ e
(SRS - AR AT R PRI E R T RS PRI B B2
MHIERIE] » SRR AR "R ) BT, (ERBES > B T aERT
1 UHRITAESN ) oo iE S o BEZARE RN BRI R B iG B4R RS L > =
NEA LA ~ FEE 22 SRR AR - Vst T —(EIRR 28D -
B4 Eat s SRR s Ty WIEB M DS E AR R - 5540
RIAFT REE T E B LR A AT A SRR > MU B beFA L EARAY ST
PRAE ST RAAY T IRHEIFSAR | BB R A #1 /N PR FR A 52 > B SR g EE
EESLEE > AR A BRE S - ASCEERE TiRkeT , AT > &Y
A (ERS SRR S B & ik AR B R B ETZR1EAE » ML A/ N = Ak A
o fEEERRE ML — R AT A SRS -

—  BRATHER B G R
B REEUES - TS TR B T SRR RIS B BN
PRI » R e - BEEURER LR LR KB > RESGEEEVERE A
PR > S DURR PR CIVss At SR R BERRE S > 4as
ALEN- BEEHNPICOTIE AP RIEF A AP RE B g
BTG - LR T AR AR AR L 2ot d A B
By - BRCAATERE PRART AT R SRR AP
FEhreR vt BER AP SRS AATEEF AT R P RR
TR T EE B H e E S & R A 2 B S
B e
REMORBREETE - Bog RSt > FEEACT LRS- MMt — =
HiCH SR > B S A B AORER AR O » DRIt S8 R B 5 ZE TN S8 [FI R BRI A
ESgudGas RO o B ERERE S P > B 2EIRE 7B
firzefy (9) - dEFIERERER (immigrants) EBdgET7E (diasporic émigrés )
oy R USRS H ST EEENAD - B - O BRIt R EIE - i
HEHORE A IR 32 - IEKISEIRY EAGEEE - EEE O WERER L - Wik
R S S AEG I (136) - BEPRE MR HHE AVSS 8 - [FIRAIHRE ~ UL~ B
FIFMRAERET - 225 T RIS OREEN SR EN: - EREERFEAERETEH

} VEEEEE > 530 grew up with a sense of my family in dispersal across the terrains of the century’s
immigrations. We had family in Argentina whom we no longer knew how to contact and we had relatives in
touch South Africa and Israel. Always implicit in family narratives but rarely mentioned were the ones who
stayed behind in Eastern Europe, now scattered beyond the reach of memory or communications. In the
United States we had relatives spread cross the continent—in Chicago, Minneapolis, Tucson, Baltimore, and
lots of other places; people who gradually lost touch or moved away again.” (ix)
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FHAEVECEERRRY - A 22 arEEiErny » HE SRRy rlsEMEFfEIRME (9) -

R S PR BB MR A B UERE TS R ER A B sl A R A
Ll EELIEATUE - MV EENEE R T BENEIRAGRI > HABRIEENSCR
HE—e R IR A E B R T RTT ) S PTHERER S - F R ESER AT
FEWE EENEEES - el R ameiZ (exile)8iikiT - FEESR BT RE
» H R B PO REEE it g S e EE (56) - 5540 it AEERIRA
FEAENUAMALE (Jean Baudrillard) ~ {2 #)2%(Gilles Deleuze)#1JI\ & B (Félix Guattari)
LN At HIAFIA R L TR, (nomad) (F Rk IR AL HYRYIRI TREMT » HAFIHY T Rk
Fy/ V&, (Becoming Minon)Higm e & A TR MU BENAEEAESE » &% 4
I TR ERER - B HEEEEFU E AT IR (88) -

PiE—EE o IAEFTHY N ARt T AR Al QR 2 AR TEm A -
O EIN AL BRI S A0 T, BRSNS 8 - (HA ST IRRE T 2087
DEL TN B T O ETE BE e ) ZonE AR S - RS
PEVDSL T A RREERL o FIAFIECE T NMEMSR "B AUEEE &N - T 5
VB S B AP o (4 T R B (EEE LS, - IR OHREIHES - (HBAEIR
TR RIS K AIFAFIH R E R TENIEFE R FOBEREFRE » 1
ERS - BIDAEIEE R Ay Em At -

RSP BT E MBI E R ZcssRE - MRS vH > AEE
B TREEZR T M TRITESN ) A IIAES > R B AR R A AR
A EALBERERAEE (7) RS Mt 5 O SRS ey G R BB -
B "% BURESEREREAEIT > AR T HIRMTN S > WEERERN TR, &
KEAARE T RHABHACKANENRME  EE2EZF A4 L0 E R G NMET
ot EEEHRNSERAEYE > MRS MIESZAT D REXEREE
71 (Salman Rushdie) FIZk7E (V. S. Naipaul) - EJS 28 P IR - RZEHVRT
2t - i LEEBAE G N5E e E R E] TEIE > Al AR G R R E - MY
FAFERIEG T > FECEE - ° 2R AIEEHDEGIRT - i RETEER Ay
g B—ENEREERE - BREENEIEARRE - ° Hit » &8EEEstE
TE 2R CHIIRES TICH Bt —E RS - e ( RESEER T ) P [E

(Dagmar Marnouw ) $Z5 ST » 58k T IESR M R AHE B T A > BT
B T GBFEEART  WLAPEAE NIV ESRIEBE S MBE IR ) WH "TR, H
ARy 22 M BEHIRE SR G B R — (B E I 22 s B A | (269) -

BRI ERIER > ALfmFTEEA "% ) 09e > G - SEEEANE
EARERYRAE o Y/ INR A28 —REE AR B EIE ~ Eiifir > IR SE B AT E 1Y
PRI T —1 « EZATEE BB - Al AiE LA » iEEKER
ANMMERALSRTT » A NFE—FidEshE — SR - A A RRAN R XA AL Hr 28 2
[ > WA NS [EIRYES - M RET R E 2 » e » Bl TR »
M E S ENREAVER A4S - AR RS meB RIS RIE - 4y (FE%2 )
(The Namesake) #AJFAHEA] (Ashoke) FIEAIE (Ashima) KerHIEEE AT LUREE - b
HE AT RIS R 2 R BT DIE AR "B, M "% iVRIRAGRIHTEEAE -

* YEZE3E > 530 “For many of us there is no possibility of staying at home in the conventional sense -
that is, the world has changed to the point that those domestic, national or marked spaces no longer exist.”
(7)

® %% H“Imagined Homeland.” Imaginary Homelands : Essays and Criticism, 1981-1991. (London : Granta
Books, 1991) 9-21.

® £ V. S. Naipaul, An Area of Darkness, (London: Penguin, 1968) 41.

151



WeE-

EEAENEGBZEE - FEE ] R m el e BB LN o ek TGl A
FTA IR TR EE BN ZAVEE 2 40 - it BRI T8 A e R A PE AR B - ([HEFHA
FmFis > TH ) 8 "R AR DEEREERIN S - WILRITHERNER
H7 IR S SR o AT RE 1] SRty ) SR s B 2 A e K B B bR 1% » At FE SRl
CAE FiRFRMART » MFIEE— A RE A SE B E I E W R - S FE R — X
FEIATIRIE © B—R A E EBUREIETE > sUHEIRENIRITRIEISA — S E N E
T2 > PEREER T2 - 18 HkiEE B AT T ~ ER IR SRS 2= AWy A= B S B i e
EhEER T AP EENE R BEAYIIRER - EROEE - W ZRER B BT E T
{EAREATE MR —FARE TR - R NMEERIRITIVARE - tLE®R T
I EENFIAR R -

BfEE—FHEREN TEED T ARES ) BYIERE > olRE o] R ImI IR T EACN R B
GEAVIRTT - Fam I & BB L > HEMMEREAEN TR MeRT N
EHEEE TIRF ) 0VEE - TEER ) B TIRE ) REAEETREEIPRE > RERK
BN RS &5 ORTEIVER AT o (B S A A SRR TR T R IS -

PrIhE P R A EI A G, > RABURIRE T - L2 REAELE - TIFE
BENZFLABIUGECCEN - Fiie—EEREEEN > BZRINRITHARN EFRN
1712 > (B BEUFE— > SiEiEETT - EIR PRS- MR R 5=
AT ERMIEAE N - ERIGAEINE > WENHEZMMEC - M IGEEEREAREL
rE » BIIAENZ  SREFREAEMERER - BR% - st ElifiE i rEEE
HCOMEEEERE - EMME R0 JuAFTEERe - " 2R T > B
Y B ORI E AL AN TR IR R RIFTTE - P EVE B AR IR - VS —ER P
BUAESESBHEAR B - T THESR ) B T HONIRTT | A FRARTEZB0R - TS24 A T R4
WH TR > AR RUHRL - FAIE SIS L E T ORI » 2R TE
E ~ ERLIRIRARE -

HE RN E LM > 4T hE OB R N » FUAA A0 N A > B
B "R BB E (FEEMLH) (Unaccustomed Earth )iy ve(Kaushik) -
WEEH > R W /N NMERRER B > AIHHTEE | T SRS N B EmNE
Fo —HEER PSR o RIS — R X —R5E o M AE T
A... BREESMIEEATEH FYE T — @, ° - RIEAE  FI-RPE e maa s s Lhry 2t
FEtE s » o T — B E P ZE—E R > FEHE R ME M EES
FEIE o AR RIS T e TR E RS ST o MRS IAA I Y B PG R4 Y 5T LR EURS
F70 1 o EERIAFTE B AR - R B R L R S R
REHRAEEENET > AN B HE L T AT dh 8y MEY) S S B
BARRERNSOHAERE 7 BT AR THER  EEREFE R ATA TR
F HEESE NS A B IR Bt R RUR T TR B R (BF)

T s s | E AR A B 96+ 0k “Though they are home they are disconcerted by the space,
by the uncompromising silence that surrounds them. They still feel somehow in transit, still disconnected
from their lives, bound up in an alternate schedule...” (87)

8 thrsmys |G ME ENTEA - H 326 - 5308 “Kaushik never fully trusted the places he’d lived, never
turned to them for refuge.” (309)

ShSr T | GRS EAYEEA > B 326 ¢ 5325 ... inten minutes he could be on his way to anywhere in
the world.” (309)

WOk e | E s EAEEA > B 326 5k “His mother had set up households again and again in her
life. It didn’t matter where she was in the world, or whether or not she was dying; she had always drawn
strength from her things, her walls.” (309)
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[ ~ T - RAMEAYTESR ? #EZA—BRAG M RE R AR (S A 28 P Rl RE B ] ke e A M1
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BB T OUEHISSHE 50 BT T TR RIBS AT RIIERRS ) (34) o E KT SE B R S
TE R/ NI TSR A QR > SRS, SREIEREBAIERE - BTt m] 3 A8 AT A I T
TEdn  JRIENRILEICES > S B HVALE TRV ES S, - (B2 A28 R E0E
(kT > ATEERER T RE > (R —OORETR - FREER R SRt - 2oh = SRR AL
{ESCH > EERRATSU BB > SSEHVAEION - 5 [ e - thoh > SSE R Dlog
RHVEEE - BAERTRE ATAYBEEE 5 SRAT A YRS DRI 2R - 40[E /N EACHISEH > f
B TSR FE R Ry — (B - A AVBRT ThE g S DT B SO - tkemmrE b SCRIRE

j\il:lo

SAMFEER A EFEAIRTEAC P » FISEHANE - [l m]AMERGEL T &R AR
B WA DUCHE XS A 2P iR AT (EA A N ETH AR R S5 ~ BN RAHE - 1R At X H0HY
FERATH  FRAERYINRE - (ER AR OB A &L - ET4FE% - BiEA—
ZIEEEO IR S ENR  [RAPGENES AT G2 o LI « AN
R FHIR TUE - IS E R el it - HENES » MEIER  BEMEAE -
FERF ] REFRTE AR - AT L EHURTEAY A » FIEEREE e 5 R - 1S L
= E IS Er R CE P r 2R AN —H LRGP R - AIfmFH A EGER
BRESOS LA kS AV o SHIRITRE] » RNl Ay S b e Ry et
w70 I AV R e g g~ o ERBEATHY RS E (Gogol) #IA4)
MEREIRE - P A R BB E N ES B &R RERT - R EE SR SRR
A=

WA S KIUES - REIRESE TR KA SREVERE - Bz ikl T
RIS m Ay 3R - 2RI A oy I A TR T » FUAHIEY/ N A PR RE
A4k SSEBRE AU (PEARY M) (Unaccustomed Earth ) et (S8 1 0F
HSAI-RPE5E ) (“Part Two: Hema and Kaushik™) 922 F 735 (Hema) RI([FE#2 A )
AV (Moushumi)HYBOI 1T /R AR - FHHEIBSRNEL 2 =T/t
WA T LR BB LT tEMEE KB - A4 [E AR e IO R
17 - BHEEERIEES - RTAEAEE TR A CHBERNRS - 1 maRess
A BIEEER BN B ABU L2 B BV A EE AT - A R EIS ISR /e SE R
FEE AR -

VE Rl (BT B ERY LM - BEATTRI T IR IS AR B AR ~ IR E
RS » dfTEONIRT T S A ZE R ER - s METEEEE RE A
NENE » WMTEEER - RAEEBEZA > = CRESEFIRYATTE » It s e
& RBEIE L ANVAZER Y - Hf1E - SMmavH g 0N - )2 H BEANESE -
WG H B EREI RS - GURR AL > aT IS S H I -

F—J7H > WPk To AEEERE (Malcolm Cowley ) FEMHIAA1E (UEZHY[G]
B ) (Exile's Return : A Literary Odyssey of the 1920s ) FrsafEny 2%y —1(C | APEEE
BERAERIER ~ BlixAY IR - 1920 FR—BEEBIERMEMTR - BE T EBDE

" Esz B “Now she was... free of her past and free of her future...” (298)
2 557 Bs“Immersing herself in a third language, a third culture, had been her refuge —she approached
French, unlike things American or Indian, without guilt, misgiving, or expectation of any kind.”(214)
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PUEHSESE - EHER A ERPTERAR = ~ R AR &S E - B SRE
ERHiES > MEON RIS EAHINRR - f20t2BIER - SilrR MR ErE
FIt - PR iE e N SESr Y28 AU B DS I AEBION AR » ORSEEL
(LR B 241 > BEHE TR EEREEAFTES T SUESOR ) #YiE= - EL#E 1920
FARHVEMa R - WA AIFMER FAOREE - EERETZURTTEON - 8
AT A B ER ST R - T RBONITERYE S » EVEBONTYE gL » BHE
Y FEBONE R T FIARERE > KB EEII RS -

S LRI TR B3 - AEERER AP AT (558 - BEEAIRIESE ) TRy
PG5 - AL IRE - TUBKH (RS SCRERIEIENEE > 7 ktis IR BRRR e S8 [m] 55 -
RERSTIR » SO » RS ERRME R B AEHL | SENURR % - B R — (e ac &
& MR IERE R ~ BN - /NRBAGIF Mt IEAF SRS - EFRTER - 2 —(HR 4R
HEAVRRGER - HEM—E RO R EGSHTE o ERE - Bt - BRGRETS
BERIMEE > WRIRSCHHBHYSEAE - S& R v B Ak SO > BEEIE > &
SHBERH 2 EUIMIREI R - RP9CHVUR > AMER BRI TSR - 2 A SGHR
AP - QRIS HERREARD - A RE BB SO R BERZ 2 KRG se th H el
KAEZEE > DI TEIREZES SRR -

HEPRAA AR RN RS ORI T S S - (BA A Rdni#E g - £
FEEEEN > WFE A ZE T BRI EE 0] -t A > £ —(EfE4 R
FAE > HR T —#RE—m - dyPEEE BRI E A o S EEIGEIE G > LR
R > PR RTERTY G Ry 2 - Wl A S B hE m] FrE KAV AR - R et amith 2
HEE RIS EREGE T - AHIRSEARE Rl - I EERREIRTT - AT RIS
b RERFEEZA - A EREERIVEIELA  #r 7 RS RS " BRI
PEEZ T ) HUEME -

=~ AEHAN ?

FERGTHRIT > bR T RS2 BB L\ BHTHraoh > By 2= L E L B R A UK
HEREIE D © SEE PR G EMAE T R MRITATS BRI RE R EHER N T £
BUITHIEGEREIEYE | (P BN > SRENER > TEREXK) - B ITEES
FECHEC R 1 PE 5 R R o O E 2R B L 2 [EAR © SE el PRI SRlas B AE Y U7 SO
fRFTama o AR ORI o TSR, MBS TR, o TR (B TAMtE L TETA
B T AVRHE R TTR BB R R - HR R R RIE BRI H &
HAVELEISENS ? FUA A0/ N IR IL e PSRRI PE T —oTsEts it A S LIS Rt &
RETERM > RIS FEZE - A SR R Y - B
IMAYRRET - WFE T > tERFEAAE oTAE T

REHIEEZET > SR EBERZERNIHREN - HEELCRE (FR2A) B
ERISHEINZ & BRIV EBRER - SRFERIBIERESSE Wi EinEsE
Hy/NZ s —fEEIFETORA ~ T84 ~ 4DFR -~ B - B/ B TAVRIEE - ALAmFT
At R YIIET > BIEERAMEE RN - EREWRENIREY - YRS
SCERAE T S EEE A ARG o FLA RIS S B E B S TR R e VI A
B > [FRF s ot Sty 3 S S B A B AT SR R VI N B bt - 5 [
#EAZ IS SR T T i N e O

BN - BR TSR AT LIRS EERSL - SN ~ R SR A A S Y
B - —AGUIERY) > EEAVE T ) (taste) > (HEEEFCSITASEEE | dh
ok > HUREA R BRATHIREE - EASUEHIEEHE2MEE T - ZATaY 2 e/ NEE
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T EEFRCRAVEE QRN BN - (ARSI BV I R
ERLE R TERANERBERGZEHIERY) - MH A2 MRS LY > HEA
Rl ] K7 IR BRI« (BERRRRATAE ) (“Mrs. Sen’s” ) #HTEE K RIIE AR SHr e
My NREIIM S - AT Rz S - IZfER ~ A0l ~ fMBH > aRiE e
BIAIEES - REHIZ A R IERE SR A o e 2 VAR SR AR TH
—RfEsR > WS IRBEE > SR TEM - HEEAS > MEEHER N ENERY) > =
AR AEAVRE o AEIHIAFIRO T LB A B R R ATE R Tt ) SUERY
B RS - L7 ~ 2AMFEZA ? HlgREERNEESUESHE - AIHESE -

S BAFTS > ARG ZURNESU SIS — - (FERZ ) ke A]
AR EWANSEE A —8¢ - BIHBA s R E I R BB A D - (B A AT
{9 T ERIRA - A EES - TR E P HARERS  BERUESETE > A
AL © o SUBRILLAIES PRl R R TR RS | TANA L AR e bR
A (i) - A IEHLAFTHYSAEHE A2 EE FHY o AL FZeHEPe i i) — K A — B |y
JUEREETT MR M A SR AR A N - @ E R PR A B B
P ER AR AL TURE IR P il o] — SR BT R BRI Y RE FE R —F 2 B A A
& MR E S ~ 15~ VDR D ERHYIESE R BE BB AT EEAEK -
R~ FOUAEES > AR ERES) > M SRR « BURE - BAES
BEFEEIRVREBUK » 5950 > PIBAt ARSI ER - warfiE/ MER R -
E P A BRI — B S R SR BCR B AR - TP EE AT PR 28
A EBEE Z1% - A BB ZER M E CSUEREEARE G - A FEE
— K5 | AL I E RIS > S E i AR ZE S TR E AT -

S5 > FUARF AL TP A — AR A ORE - IR A T 4205 - AT
M B MFTEM T E R 2 BRI FRASUEELE - LR ARk
AR > EEELEH AL T B (E R IEAIRES - JESEHURHIRRA -

o~ (RIS &R EL H 5 A0S

Ak ~ P~ IBFE RN T RAVIRTTENE - (BT I 1%
JRAT TEAFRAD » IRATHZa B PR 2 88 - fiLfF] 2000 SFEIEAE5 T 24/ Nak
H351Y (BEAERVENEE R ) (“Interpreter of Maladies™) st 55— (&R iR THYECES © kA&
Ele3E N (Das) Rig—R ANIEE/E—REENE R Hrse (Konarsk) ZKR5 e Ry
(& =F/NEFRYBRA T « RAT AR AV BT S - R im R R B 2R E R
1 ORiEg © REPSaHER ) (The Tourist: A New Theory of the Leisure Class ) E
sy T ORTHEIFS AR | BV4ERY

AR EMATS  SBRRNEAEHE ST S S BHIR AR E—EEE
Zetsmit o “ETE-RNEBEMEBEA BN TR EHER - MERBERTE
TEAEE T~ TR TORERGRT ) TR A SR FREBSEE - B RN
FF AR THRITIVE R » (EERI T E R F S R i H A E A AT
FRATENEFRAEEREE A o] LURZEFTAEAR—# A (modern-man-in-general)
(1) » REFAHERE—EARZRA - MBS RE S

B sy s | AR 0T A > B 61 - JF 0 &“Even in summer, they never go to swim or to turn brown
beneath the sun. Instead they go dressed in their ordinary clothes. By the time they arrive, the ticket
collector’s booth is empty, the crowds gone.” (53)

YOHE R R E RS TR TR AR A TS A Y3 (Kaplan 57) » #fttRRE e R4
AYBIOM 0 EFR B4 - HtEP 2 BEONGE R (MY EE (63) alfiEaAE " Bt &2t -
HWhEAE TIERGERER, (5)-
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IR AL TR B N R G A B te S BEE R T —(EI R EmAE R » Hhr
shaEEss T P EAEER o BT R, () o a[E TEANE ) 2RBRMER  BEEA
HETFEZHE CE - KSR 25 BT S W EiER - EE - EE -
saE 0 TR EREEY T RS | B RAR AE iR R IR A MRz ERY
F&fg » B RS Ry Hh EPE4R(5) - MfIE IR SRy 22 IR Sl —(E AR
% (transcendent consciousness) > ffIRFL a2 78 » TIHRT T L S 28 B = mik Hh — (8 &
AR (D (13) o BEZARE e RIS T H ISR AIIRT T > AIfhE ] 2 EE A 2
g BT ER T @SB S - AT RS BN iE R LS R P AR
A R MR T IRHEIFE SR KRR TEEEE AR Z > WA B2k EE
AR i T AL > kBN o0 T3 84 - RILE e RN PTIEEERSNY TIRGEFS
& B TERREY—MEN ) 2B IR SE EE  AEEO > Ay T RIS AR, AlERLA
#i (CBAENEIEES ) INRCSORHEISHIE - BRI 5 -

(BANERES ) hElirkmn T IRHEIFSR ) BPRREETE Sy Eazed - 2T
FhmifE A B HIEIMST > ZEEFTINAIT RE A S EE RS BRI THVEE IR AZ
BRRIIZER] > M+ BENEBENSHEEE > EAEE A TEBIEAIEER
HANBDCE - AR SEE RO EYE - DU ENE AR - i kmir sk E
5 — T R E R R R APTRY SCREERS » AP DA HE P 2 Y R RE R BT Se I Y%
BHIES  MfEZELFE - REER  (EAETTHIEEEM: (authenticity) IV RS A -
N EIEFTRESE A L HEARUSRBNIEE - B R TR
=X, (modern ritual ) HYFEAEEZJii¢ (pilgrimage ) (42-3) - ‘&R oAR 3 A bR A BEAH
e s —(EES T - IR TR A A > BRI E A0 S A B CR R
LRG> AEEMEN - B RAt g itsriEe TRHELR ) BESNESERIELIEL
HLENE L - i S R E R R IRT TS 2 Fy T & EERDE | (negative sightseeing )
(40) - T REFENERVIRTT > #EAW AR B RESICIEE R EEDE - B
RENE BEEs %1% 2 ImIIREE R 2 7Y -

i A OC HEER T R am E IR Y T B R TR A GREN T RIS
& o M MAFEARE - REERE T SRS > FERERAPT RS - MMEL
o - ERBE TR a6 (FREFETFERANEERATH > SBHRTIE
B o FE L Tz fgEE1E - FiRAH  (TELIRE - EELER - 2N
FOIUERE Sh A1 > BB EEETE - DIEA IR T E 1A E RAVE = T i EE 5
0 AT S B -RIH AR ER RS A KRS H - BRMIAEEE 2 AN EEE—(A
= o HEEITRENRI T B A MR - ErRRRRE RN - &SR
MH7E (Kapasi) %5z | i za b & i 2 AR RIEEG R R - ZITR
KW E R4 AR — B RS - I E gl ESE 1% > thf%hE
HEBAEEN » £TEMRAHE = i - AfmFAIRIRE TR E— T REIPSR > #R
BN Al AEER - FEMESA—% > HEZRAR @ th BHEAE - FET]
3{5 o

RN BRI AT SERY e S e 5 - (BT &30 TIRkTT ) B4R
Ry R AT i AR JERIRE o IR{T R R RE T AR AV A BRI o by kR H
40E ) W) EERRZBAMEIRIT A MBS INTRR  RITHRIL#RE ik
N ETEREI AN T T BEATE ) G A\ —TEERE D RIAAMRNEIS » S HE
EERRRAEIFTAZE » NIE TIRIT ) A1 T HEADE ) 2EIARESFIAES - RITEA
[HIfREE > AVEAVERE TAF ~ 288 - BEAR - B P LEEMTEY - (HEAE2BRES K Bk
Wl ks T IR ) ELEURTAE » AR A& & /EZEIE L (5) - R HRIRHESD
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FERATES S - FR(E - SRS RIERERSE RIS et s - S@A
FEIE RV - Z R IREE SR AR EEAGE - LR R iR THY S i - Wk
FOFTEELEE 2 RN ATt R 2 NS 0 TR EOR H ARG 5y o B iy
HrROK » HEEERIIRTT » BE oA - A NESS -

IR TR R B BRI 2 22 > B3 AV S SO B b LA RIS R Pa T 758
B EHGIK A TS 48 - TR TREZNEAE E B AR = Ui S » HE S —(EC8 5 ERA
FECRHIPRIE FRACXii ) 7888 (Ben Highmore) HY( o3 H & 405 BB H R )( Everyday
Life and Cultural Theory: An Introduction ) —ZR5Fl#EEsT T FRAM: | EIERHE4IE0Y
FIEM - el h TN BITEEL  MERAETHEAS  (FHE SR T
HN I EYHIER - 2N EHE—HAVERET » Fraravieieds BIEEs - FE4 a2
AR EZCEL R BB 2 HEAE NENEFEEN (1-2) - MIEERE
HERAMIR G » THRIT ) 2 T HEENE  LHAS TR EYE - "ikfT, =2
7w THEATE ) HEAME I NREEHELA K > SREEZIRAANS ) KT
TR H R ATEN—E 7y 0 e A AR RS HAS R BEE -

EEAN - 4 (FEAEAY 4 ) (“Unaccustomed Earth” ) E23 (Ruma) AYEE @ 2
ENERZ R - AR AP i v] — &% > WEHE SR » FE AN EE ~ EIEHE - &
HARIRE Rk K% - (FRMARTT B AR ST B EEEDYE - HE 2 ERERBHYAT—F
o (SR TOAR ~ B AR] BRI ERVIREE 5 s - S P S
BRI AR - &EEETT @ BRSO E IR RINIRTTE H 2B R T IRHIFE
& PEZEMERE - RBMFIE AR - thiEHEMFRIS e E ARkl - 58
BT RN E FEBATIH UG o RS AT & LS - Ay R S e R UM
e HE A Ery T EIR -

F -~ AT AL

ESRERALI T BB SRR » TESE T 3R ARt R A 6 B T A
7 HERFTRER L BEENES RO - B B sOsERE T = > B
R E B b S L 2 R R Y - SRR R E - R RS » 1R
I AT AR E 207 R BB AT B (A VIS 7 1 T DA FLAY H 4 5E
BOTRERLE AT EIETERIR 2R - ERGEEERAEH » R ER A EEs
TR TR R AR DU T R - A HIFT R IR R e T EE
R RIS REE R EE—E S R A AL T T RvaE | -
BUREIE @ ~ 35~ SRS IEE R T » M E R B & RS L BsE
B A BEE  (H AR R SR B S E B R A - R AR R
SUEGRRERIERIE - & A\EIESEZINR (BB R AR PEE > —EHE/Uk
HYFETEZ AR (Mrs. Croft) » RI75F i F B R T RENT LM - PO EE KRR
TR Y B LA —EEEEE - A AR T E TR
SR FARERETE - AR R S R ERE (LR A
BRI REIEEHER TE TR

TBPEABK ) B —E-EE RIS > BAE I EE R ESE
KB (HEEG F—FHIREREET A RBSOREES  HE AT A
SEEREENEET) B T2 EAHaNE » SRR TR R ERRA 0 - 3
RIS E A EBS N R G S (R R % - B TR Y ER
HARA—(EERINTEIEL - M0 BEE EEME (I RER - — SR E &%

5 JEs0ky “splendid.” (180)
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B BESR L (AR LY HE AEEY > B2 ERAVIE AT AT « EEK it
SRR SR EEECE - JEEME - AlE RS EET g —FHEBNERTEE 0 B
B ORI TSR HF A TEREET e -

R A LREN AT RIS - BRI AR AU (8 E R SR - 1M
B 2 w0 ] oy M S B 3 U\ B R B = 0B 2 2 SEFEMAY 1995 47
¥Rz 3-%%) (Banal Nationalism ) FHHHg K E =] 7m0 LR ER X L8 ERE
B EENFRAE T » ST " EFRSE ) (Pax Americana) HYSERECISRH - &
Bl E RSO s R R - SEREG - BRI SUE o BITHYEE > AR
BEEZFAE T REEZE > HE "B TR BT EAAE ) WESEE TEZRE B
ja; | % TERFEEER S RNET - et AL EdE - BIEE A ExRER
BxR FHENSEES - EHE -

BF OERDE L E ROR 2 BAF R A F G slde s I i o #
BHREARS L RSB R RS 3 AR E M ARg e B P
ALk PR E o *J“?é“”P@J&K%Wﬁiﬂﬁﬁ&’%W1§
REBRMATL RGPPSR RBEEFF o5 A ERFTENREE R i
ER AL IGVERIIKG B 4 ? .. mﬂg B o is PR R 7oy g B
j B & 03k f2 (banal reminders) ... =@ R > p ¥ 42 Eci@ v, T2 §_
P ABNES s R LY B MR oo
AR ERN K AREE Al EARHEREELHKEGE —S0TE  EEA
& T PEREZE TR IVER > EAREAR KB S E FE AR TSR &
EEMEETHIEEEER - 548 (ER2ZAN) EEKEA/NE . FRE—NERE
PR RERBEZE > EnUE - RXEES ABRE > HAEEER > /NERE
R EEEC > Bt S OPEE2ANE (AR KIINETE - (HE (F=Bnit—
EAREE ) BIEARIRZR - &Ml o i AR a8 835 H Bk LRV RIEE - e IE s
B > TSR E AR AETGRE » EEES 0 EMAES e E B E BN
R TG B E SRR 5 HRMEER R AE - BFA T EARE ) —5F
R REEBAE DU BBIEHEFAOE - HE T AR AN E—EEZEN NG > T
LM AT RERNEZE EHRER > REKEBSBNHE » FTAZEE KDL Et
=T ABERESEHITE -

FEVIE T E AT ALY A 2RI ) (“When Mr. Pirzada Came to Dine” )
/N e B AR Nz TF T Re (Lilia) - s E EIEERY A BES A
VR R AN AL A EEAE R A T EHIE - AT - S mER S > B K
LA R N2 G R RIS WP A (E B E R LR L E S -
B PSR RIS RNV E B 2L BUEE G TR 5T A ATESR  RkER -
H—REFF oo B SR E LI R IERs - 2 T — AR EREIHE A E R
REVI SRS - 4hF=23H 7 iU B - 1FE i ERRE - iz A IR - St
ENEMEZSENE MRt EoE A L - AR HIUE B ERI TSR

o e EE > 530k “The uncounted millions of flags which mark the homeland of the United States do
not demand immediate, obedient attention. On their flagpoles by the street and stitched on to the uniforms
of public officials, they are unwaved, unsaluted, unnoticed. These are mindless flags. Perhaps if all the
unwaved flags which decorate the familiar environment were to be removed, they would suddenly be
noticed, rather like the clock stop ticking... One can ask what are all the unwaved flags doing, not just in the
USA but around the world? In an obvious sense, they are providing banal reminders of nationhood... The
reminding , involved in the routine business of flaggings, is not a conscious activity; it differs from the
collective rememberings of commemoration.” (41)
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EARKAYREEOR S - HE AR EFAE (YRS - [EZE (Louis Pierre
Althusser ) 2z0%8 » EEfc 2RI SR REAVE 52 1% 25 (1deological state apparatuses )
— > Z{ER (Benedict Anderson) 7 - BRI MEGAYFLET - R S am a0 H 2
FEMEGEEN T H  FHFIE R/ EE T EEN LA « F
FITHHVERC A 7 AT A &R & EEEEBRE S TalE, B NER ) |
FE B EL&y FHYHTRE » Kbz 20 E -

( AL A ARIRE ) FretamtVE R R FHE MEN L - AR R AMEET T
EIRE ~ EEASHTE ~ oy Y B SR B IR BE EE REVA  © FTH] nn B9 SCRERI B2 AL 222 e A2 0
sE— S - AVEEET 2 MTHEEE A » AL AR KR IRFTH il SR Nz i
B o HEZRNE KRS EEMEALZLEC N EHE A » RAZERZFRKEIL > ~F
JEHENE o BEE R E AN B £ > B R EWH T8 > S SR
o TEE—Bean BRI » FIFT oo f ORI R AL e AR B <P B B iR
PR T OB AR RTED Y = AT —HR » LSS B - SR A R A
IR AVER F 2 - BSE UK BERY SRR 200 - B BRI m NV E P a5 ey
R - B o FEHERFIVEMIE SR » IAFTHEH T R EERERE R 0 2
R EM N EEEREEN— 2 > FFTo AV R R AL 2 S AR ME AR LA FH [EIRE R Rk
THEA AR M R A B VR R R A BHEE » Rt M S5 dias —ie
BT LEE EREERE » By TR LRV AT - ILAFIaiR ARLEEHI AN E 2
EEIFRE - s PrETRE A REIGERFEE R E 5 -

LA RV A B A-tad N8R T 3E ~ (BRI - 2KMbrvArEHE H B2 EAH
B > MR AT A E RS S EER] T ANTEE TR, A T RGHERE , BYTTRE 0
bR e TR ER R B ARG > PRER T AERIERAD T IRTTIHE AR, F T AR LR
B, oI AR Bl TR TR TAHBEACEE AR - HHUAFTE 0 RIT A2
TR - SR UaaENaE - EEEM > 2EifF > ERAMgEE adavEiEm
= (lifestyle) » [Eg B B AV A dr R EFFIRREE o [FIEF - AIAFTE B R A FTREE
HUBRAESE] " ORTHIFG 4R | FOmRAER > o] DL R B A FTHEAHEON 0 2 RVB R M
/NSRRI TSR R B BN ETRE A T SRR R, R > R E R T
B B DURRUE SR OB RIRE AT " AU | EREOSE T R CH RN EIR =
7 o WE UL - EZEAE - AL FIHVIR ARSI TR BRI E
[ NS BB - DU s fE e ~ 2VEHEI ACERURESE » BIRkAT
BOIHEEIENFE -
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The Contribution of Chu Xi’s I Ching Academic
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Abstract

This paper begins with recent reviews on Zhu Xi’s studies on I Ching and concludes
with his original interpretations. There have been many studies on Zhu Xi’s interpretation
of I Ching, but none of them had a comprehensive view that clearly pointed out the
originalities of his thoughts. This paper would re-evaluate and enumerate his
contributions to the 1 Ching and especially Hetu & Luo Shu book studies.

Zhu Xi’s innovative | Ching interpretation includes: 1) Yi itself is an empty frame. 2)
Tai Chi never leaves Yin Yang. 3) The mathematics of “I Ching” is the origin. 4) All
phenomenon can be traced, deduced and reasoned. 5) Yi is not exclusive to the saints. 6)
Understanding Yi from three different perspectives: Fu Xi, King Wen of Zhou, and
Confucius. 7) Yi itself is a book of divination. 8) Innovative interpretation of divination.
These interpretations were criticized by the contemporary and later scholars. That is
exactly why Zhu Xi was such a great thinker.

Keywords: Chu Xi, | Ching , an empty frame, the number Hetu & Luo Shu, the book of
divination
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NCUE Journal of Humanities (hereafter referred to as JOH) is an academic journal
published by the effort of the College of Arts at National Changhua University of
Education. We welcome papers and reviews on areas of English, Chinese, Geography
(including environmental and tourism studies), Art (including art education), Children’s
English, Translation (including interpretation), Taiwan Literature and History. JOH
appears twice a year, in March and September (the deadline of each will be June 30"
and December 31%). Faculty members and doctoral candidates (submitting with the
letters of recommendation of the advisor) of public and private universities are all
welcome to contribute papers. All received papers will be sent to two peer reviewers for
review at the cost of JOH.
Contributions should consult the format demonstrated in the latest edition of Publication
Manual of the American Psychological Association or The MLA Handbook for Writers
of Research Papers.
The manuscript should not exceed 15,000 words. The abstract should be approximately
350 words. Every contribution should be typed from left to right horizontally.
A4 or Letter Size paper is required for all contributions. Please use Microsoft Office
Word to edit your papers. The essay should be typed in single space and in the font of
Times New Roman Size 12. The punctuations should be typed in single-byte, and the
margins should be in the default setting of Word.
All submissions should be complete with the following information: title, abstract,
keywords and author’s information.
When submitting a manuscript, please send three hard copies along with other
documents to the following address:

College of Arts, National Changhua University of Education

No.1, Jinde Road, Changhua City

50007, Taiwan, R.O.C.
In addition, please send an electronic version in Word format to the following email
address: coarts@cc2.ncue.edu.tw.
A submission under consideration is sent to at least two reviewers recommended by the
Editorial Committee. Be sure to avoid leaving any author-related information on the
manuscripts. Based on the comments and suggestions of these reviewers, the members
of the Editorial Committee and the editor, who meet periodically, make final decisions.
Authors of unaccepted papers will be notified, but manuscripts will not be returned.
Once submissions have been accepted for publication, authors shall sign an Agreement
to assign property rights of their works to JOH for search, download from the Internet,



and modify. Please also send in the Agreement with your signature when submitting a
manuscript. JOH will not publish submissions that have been published elsewhere.
Authors are entitled to twenty offprints of the article and one copy of the issue in which
their article appears; no monetary compensation will be offered. The articles whose
authors have signed to authorize their copyrights will also be collected in National
Changhua University of Education Library, National Central Library, Nanhua University
Boundless Treasure Academic Journal, Ministry of Culture, Airiti Library, HyRead and
WordPedia.

College of Arts, National Changhua University of Education
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No.1, Jinde Road, Changhua City, 50007, Taiwan, R.O.C.
Tel: (04)723-2105 ext.2023/2022 Fax: (04)721-1221
E-mail: coarts@cc2.ncue.edu.tw



SRR B B ¥ E

DR Sk
DR
EE T
s L E’Fﬁgjﬁ:—k - =3
12014 & 9 A=k - ]
12002 & 11 *
X ED
BREADR AP D AT RREERNR G S E Y B
Pk fent 5ohttp://coarts.ncue.edu.tw/
8 & T 3 < YR 3 (04)2437-8010
s ¥ B A A R F AR B 600 5L
R 73 & (03)4334-738
FRRAP S Ay 955 190 2 1 5L
Ry e
H 1106 A F £ La B £200 58 1
: (02)2393-4497
: (02)2394-6822
: http://www.crane.com.tw
: 0107926-1
Ry e
F LR R
- NT$500
: 0031267  ISSN: 2305-9761  GPN: 2009106008

AERTAE BIEITE

[EPECRS
- A

ok M oW orooTo
Mot 4 -
=
5
L4

NCUE Journal of Humanities

Volume 10, September 2014

Issued by College of Arts, National Changhua University of Education
Edited by Heng Tsai

Published by Crane Publishing Co., Ltd.

8F., No. 200, Sec. 2, Jinshan S. Rd., Da-An District,

Taipei City 10643, Taiwan

Tel: 02-23934497 Fax: 02-23946822 E-mail: service2@crane.com.tw



