S75% niversitat
Ld wien

DIPLOMARBEIT

Titel der Diplomarbeit

*If | would practice more, the my English
would be better!
A study of mother tongue influence on the L2 writing

of Hungarian learners of English

Verfasserin

Linda Szaki-Schwarz

Angestrebter akademischer Grad

Magistra der Philosophie (Mag. phil.)

Wien, 2010

Studienkennzahl It. Studienblatt: A 343

Matrikelnummer: 0448171

Studienrichtung It. Studienblatt: Diplomstudium Anglistik und Amerikanistik
Betreuerin:

Ao. Univ. -Prof. Mag. Dr. Christiane Dalton-Puffer






Table of contents

ACKNOWLEDGEMENTS. ... eV

1. INTRODUCTION. ... e 1

THEORETICAL PART

2. FUNCTION AND ROLE OF ENGLISH INHUNGARY ......cciiiiiii. 3
2.1. REASONS FOR LEARNING ENGLISH IN HUNGARY .....coccvueenn.. 3
2.2. THE HISTORY OF ENGLISH IN HUNGARY .....coo i, 3
2.3. THE STATUS OF ENGLISH IN HUNGARY ..., 5
2.4. FOREIGN LANGUAGE TEACHING IN HUNGARY ....ccocvvvien.... 6

3. LEARNER LANGUAGE IN SLA. ... e 11
3.1, INTRODUCTION. ..t e e e e e e e e e e 11
3.2. THE NATURE OF LEARNER LANGUAGE..........ccoiviiiiiians 13
3.3. INTERLANGUGAE AND INTERLANGUAGE THEORY............ 14
3.4. THEINFLUENCE OF LL1ON L2, .o A7
3.5. LANGUAGE TRANSFER. ...ttt e e e 19

3.5.1. Historical development...........c..oouiii i e e e 19
3.5.2. DefinitioNs Of tranNS el ... e e e e e 21
3.5.3.  Typesoftransfer..........ccooiiiiii i e 23

3.5.4. Reasons for Reliance on L1.......o.ee e, 26

4. CONTRASTIVE LINGUISTICS. ..o e e e e 27
4.1. DEFINITION AND HISTORICAL DEVELOPMENT..........ccu..... 27
4.2. OBJECTIVES OF CONTRASTIVE LINGUISTICS.............c.....30
4.3. LEARNING THEORIES. ..o e e e e 33
4.4, STEPS OF CONTRASTIVE STUDIES. .....cc.ovoiiii i 34.
45. CONTRASTIVE ANALYSIS HYPOTHESIS. ... e, 35
4.6. CRITIQUE AND ADVOCACY ...ttt et e 39



5. HUNGARIAN CONTRASTIVE LINGUISTICS.......ccoocviiiiiiie, 42

5.1. CHARACTERISTICS OF HUNGARIAN......ccoitiiiiiii i, 2
5.2. ACADEMIC RESEARCH IN HUNGARY .........cccovvvevveienen. .45
5.3. CONTRASTIVE STUDIES OF HUNGARIAN SCHOLARS.......46
5.4. THE HUNGARIAN-ENGLISH CONTRASTIVE LINGUIST@S
PROJIE CT ...ttt e e e 48
5.4.1. Working Papers NO. L.......coieiiiiieiie i e ceveeemeeceeane o 49
5.4.2. Working Papers NO. 2.......oooiiiiiii i e e 49
5.4.3. Working Papers NO. 3.t e e 50
5.4.4. Working Papers NO. 4.......cooiviiiii i s eee e 50
5.4.5. Working Papers NO. 5.......oviiiiiiie e e e 51
5.4.6. Working Papers NO. 6........ccoviiiiiiiii i e e 52
5.4.7. Working Papers NO. 7.......cuiriiiiieiie i e e e e semrmsenms 53
5.5.  HUNGARIAN LEARNER LANGUAGE...........ccooviii e 53
5.5.1. Means of Expressing the Passive VOICE............cocoeeivenanns 54.
5.5.2. Equivalents of English Present Parfec...................ccceeene e 58.
553, ArCIE USAQE....c.uiiiiiiie i e e e 62
6. ERROR ANALY SIS, ...t e e e e 64
6.1. WHAT IS ERROR ANALYSIS?..ciiiiiiiiiiiiimmm e 64
6.2. THE IMPORTANCE OF ERRORS.........ccciiiiiiiicee e 65
6.3. THE ATTITUDE TOWARDS ERRORS..........cciiiiiiiiieie e, 65
6.4. THE TREATMENT OF ERRORS.......ccoiiiiiiii e, 66
6.5. CONTRASTIVE ANALYSIS AND ERROR ANALYSIS..............68
6.6. CLASSIFICATION OF ERRORS.......c.iiii i e, 70
6.6.1. The error/mistake dichotomy and sep@ntary categories........ 70
6.6.2. Interlingual versus Intralingual EmQ...............ccoooiiiiiiinnnnn. 73
6.6.3. Global and 1ocal errors......... ... ve e e 76
6.7. CONDUCTING AN ERROR ANALYSIS.........cooveveiiiieeen... .48



EMPIRICAL PART

7. AIMOF THE RESEARCH. ..o 84
8. HYPOTHESES: FOCUS OF THE ANALYSIS........cccoiiiiie 84
9. DESIGN AND IMPLEMENTATION......ccoiii i, 86
10. DATA ANALYSIS ... 89
1O0.1. VERB ... e e e 89
10.2. ARTICLE. ..o 105
JO.3. NOUN. ..o e, 111
10.4. PRONOUN ...t e e e 116
10.5. PREPOSITION... ettt e e e e 120
10.6. WORD ORDER.......ccioiiiii 0 123
10.7. OTHER. ... e 128
11. DISCUSSION OF THE MAJOR RESULTS.........ccooii 12

11.2. ARTICLE. ..o e e 135
11.4. PRONOUN . .. .ot e e e e e e e e e e e e e 137
11.5. PREPOSITION. .. .ttt e e et e 138
11.6. WORD ORDER......coi i e e 23
11.7. OTHER. ..o e e e e e 140
1. CONCLUSION. .. .ottt et e e e e e e e e e 142
BIBLIOGRAPHY ...t e e e e e e e ea s 145
APPENDIX 1: Foreign language teaching in Hungary......................... 150
APPENDIX 2: SENIENCES... ...ttt e e e e e 151
APPENDIX 3: Sheet designed for the analysis...........ccccoeeeiiiiiiiinnnns 163

APPENDIX 4: ADStractS.....oooviiii i e 166

APPENDIX 5: CUITICUIUM VITAE . .. o e e e e e e e e e e e, 168






Acknowledgements

Having arrived at the end of my studies | woulekltk take a moment to thank all
those people who have supported me during thisepbasny life and without
whom | would not have been able to write this thesi

First of all | would like to convey my gratitude toy supervisor Prof. Christiane
Dalton-Puffer who provided me with inspiring thosigthfundamental advice and
constructive criticism. | am deeply indebted to feerguiding me throughout this
work and for her patience, encouragement and usefigestions.

I would also like to thank the teachers and stuglehthe Hungarian Krady Gyula
secondary grammar school who allowed me to carryhmuresearch and provided
me with the data. | also want to thank Dr. Martebiddi for looking at the final

version of the thesis for English style and gramrbath correcting and offering

suggestions for improvement.

My warmest gratefulness goes to my parents, Katalih Istvan, who enabled me
the free choice of career and provided me withpib&sibility of learning foreign
languages from an early age. | cannot thank theougin for giving me all the

opportunities in life and always believing in me.

My final words of thanks are devoted to my husba@drhard, whose support
enabled me to complete this work.






1. Introduction

The focus of my study is interference regarding ldreguages Hungarian and
English. | would like to identify the features dfet Hungarian language that are
likely to be transferred into the learner languafielungarian learners of English.
The error analysis | intend to carry out aims aniifying those areas of the
English language that constitute the major problémndearners of English as a
target language with Hungarian mother tongue. Illd/dike to find answers to the
following questions: Which structural differencesd to first language influence?
Which grammatical categories are relevant in tisewdision of language transfer?
To what extent does the interlanguage system drawhe first language of the

learner? What proportion of errors reflects motoague influence?

As a language learner | have struggled with sevieatlires of different foreign
languages whereby | only paid attention to theisgilde causes but not to their
nature. It was only during my work as a languagecher that | realised the
systematic character of errors at certain stagedew€lopment. | have always
been fascinated by the outcome of the interrelatafrthe three languages | speak
- Hungarian (L1), German (L2) and English (L3) -daalways tried to find
explanations to the errors | made. The most exgiperiod of my language
learning history was undoubtedly the year thatdrgpn England and realised
traces of my second language, German in my Engligerances. Being a
Hungarian student of English at the University aéivha makes it inescapable for
me to use all three languages on a day to day.bHsé&efore borrowing, code-
switching and even literal translations belong tg everyday language usage.
Facing the problem of the negative influence of mguage on another helped
me to define the topic of my research, which eralbhe to immerse myself in

this field of interference studies.

In my research | intend to focus only on a segneériEnglish grammar; namely
verb tense and article usage. The reason for miceh® multiple: according to
my own experience and also the course books amar @lossaries these
subcategories raise the most problems for languageners. | intend to

investigate the errors occurring in these categofiem the point of view of



language transfer. | collected written compositidreen Hungarian secondary
school students of English and carried out theyasisbf the data relying on the
guidelines of error analysis. First | identifiedetlerroneous expressions, than
corrected them to be able to contrast the erroith wheir target language
equivalents. As | am focusing on the influenceha mother tongue on the target
language in the third step | translated the seet@mavhich the error occurred into
Hungarian. This transparency made it possible terdene whether the given

error can be considered as a transfer error or not.

This paper is divided into two major parts. Thestfipart offers a theoretical
framework for the empirical part, which consistsaof error analysis of written
performances of Hungarian students of English andesaluation of the
percentage of transfer errors. In Chapter 2, | valliew the past and present
situation of foreign language teaching in Hungahg attitude towards English
throughout the past decades and wishes for theefuthapter 3, on the one hand,
provides a general overview on second languagéitegaand, on the other hand,
it narrows down the focus to the segments of aggdlieguistics which serve as
the basis of my research: important features afbralanguage and language
transfer will be outlined. Chapter 4 deals with tiee and fall of contrastive
analysis and discusses the pedagogical concermisahethod. In Chapter 5 the
focus shifts towards the Hungarian linguistics gcean overview about the most
important works is provided. Beside a basic stmadtulescription of the
Hungarian language, a brief repertoire of the tgperrors of Hungarian learners
of English will be given. The last chapter of tiedretical part examines target

language errors and the methods of error analysis.

In the empirical part | will carry out an error dyss to see which percentage of
errors reflect first language influence. | aim dentify the categories of grammar
that are highly affected by interference from thetmer tongue and those
categories where the inhibiting role of the mottwrgue is rather evanescent. A
discussion on the findings and the comparison ef rsults with that of the

literature will complete this section. | will conle the paper with some thoughts

on the practical application of contrastive methimdsrror analysis projects.



. THEORETICAL PART

2. Function and Role of English in Hungary

2.1. Reasons for learning English in Hungary

One of the most fundamental criteria for Hungaryintiegrate in the European
Community is the possession of adequate foreigmguage knowledge. The
experience of previous years clearly shows thatess rests on high level
professional skills and foreign language knowledgepresent days, knowledge,
especially that of foreign languages, is highlyueal, more and more people
recognise the necessity of being able to commumiedth foreigners. This

phenomenon can be observed in both private an@étabcontexts. On the one
hand, the number of parents enrolling their chiidne schools with language
education at early stages of education is congtamtleasing, and, on the other
hand, more and more language schools with highdlifigd teaching staff open
their doors. The services of the rapidly developlizgguage teaching industry
makes it possible to fill the broad gap of foreitanguage knowledge in
Hungarian society. Traditional language schoolsjcwhintend to solve the

majority of the problems, are supported by foreigstitutes like the British

Council or programmes of the European Communitg [Bocrates. There is a
growing number of specialised language institutiohat aim to eliminate a
special segment of foreign language problems, teagslation agencies. As the
services of the above mentioned institutions akg awailable for a limited group

of people, the ultimate solution is the extensibmeaching foreign languages to

the entire population.

2. 2. The history of English in Hungary

The intensity of teaching English in Hungary wasa@dd to its worldwide
importance only during the last two decades. Hisatly, the Hungarian-English

relations go back to the %7century; several Hungarian students undertook



journeys to England and Scotland at that time to geellectual experience from
the developed western countries. It was also ihdéatury that the first English
course book appeared in Hungary, though Englishtewaght in Latin. The first

English grammar book written in Hungarian appeairedl853 and the first

English faculty at the University of Budapest watablished in 1886. In the 18

century, the Counter-Reformation suppressed thehteg of English, but after

the end of Absolutism several Hungarian scholardistl the English curriculum
to introduce and adopt it into the Hungarian dikcgs of science, trade or
education. Until World War Il two foreign language®re taught at secondary
level, Latin as the first and German as the secfmmdign language. In a
traditional secondary school, Latin and Greek esjoliighest priority, followed

by German. It was only in 1924 that English changsd status from an

exceptional to a proper subject and became actedsiba greater number of
people.

Due to the altered political situation after Wo¥Mar Il, its rise did not last long:
this aspect of the educational policy had undergomemplete change. Russian
was established as a compulsory subject at alldeVee root of the problem that
we face today, namely the lack of foreign langukigewledge in the population,
results from the following measure: the teachingadf other languages was
nipped in the bud. It took almost two decadesthidl teaching of modern foreign
languages returned to the curriculum. The exclusgs of Russian gradually
started to fade away, from the end of the 1960spthesibility to learn another
foreign language as a second foreign language .afbserepertoire consisted of
German, English, French and the minority langua@zsgch, Slovak, Polish and
Croatian. Although learning these languages wa®wall, due to the
pervasiveness of Russian in everyday life, theéstan learning these languages
was not widespread. In the 1970s the politicalasitun became more liberal and
the western languages eventually gained groundoréloty to the statistics of the
Ministry of Education, the number of state examora taken in German and
English started to outrun the number of languagerextaken in Russian. In the
1980s, several declarations came into existendesthpported the learning of the
English language, moreover the first Hungarian-shgtlual school was founded

at the end of the decade. The population of Hungadyto wait for the abolition



of Russian as a compulsory school subject untib198e primacy of the Russian
language was replaced by a curriculum prescribireg teaching of one of the

following foreign languages: English or German. gBar 2008)

2. 3. The status of English in Hungary

Since the Fall of Communism, the number of studantsteachers being engaged
in German or English teaching and learning respelgtinas risen rapidly. The
compulsory character of language learning, whickgusted many people
throughout the decades, disappeared. Its placetaka® over by an optimistic
attitude as people thought learning a foreign laggumade sense and it was in
their best interest. It became customary to teadly one foreign language,
English or German, and the absolute winner of ¢cbisipetition was German. At
the beginning of the 1990s there was unanimousafsethe preference for this
language among the population, which had many rsasOne of them was
certainly the geographical position of the two héiguring countries who still
call each other ‘brother-in-law’. The second reasesults from the first one:
because of the evanescent distance between theowvdries, the usefulness of
German was much higher than that of English. Adddlly, if we turn our
attention to history it becomes clear that Hungapaople have always had some

sort of relationship with the Austrians.

Due to political, economic and technological chanlgeth in Hungary and in the
world, the rank in the popularity of foreign langes changed. From the second
half of the 1990s English became the most deswesign language. The reason
for this change can be found in the altered attitodl the population: people
started to realise how much profit one can makenfimowing English. Its
usefulness became enormous as gradually westermpacoes set foot in Hungary
and people realized that they had much better oypities on the employment
market if they spoke English. A myth that descrilibd attitude of previous
generations to this language ended: ‘English is/ ardeful for understanding

Beatles songs’, and at the same time a new mythhaas ‘English opens doors’.



2. 4. Foreign language teaching in Hungary

It is of enormous interest for Hungarians to learrioreign language because
Hungarian is spoken almost exclusively in Hungasy 1o Million people,

therefore if Hungarians want to take part and @alagle in international relations
they have to learn foreign languages. Nowadaysntipertance and necessity of
speaking English is beyond discussion as Engliadugally becomes omnipresent
in our everyday life. In an attempt to keep up with expectations of the rapidly

changing world, more and more people realize tleel fier learning English.

As a consequence of the rise of English in Hungdrg, proportion among the
languages changed, the government had to actyfasiabting to these changes. It
did not take long to recognise the urgent needjt@lified teaching staff, modern
teaching techniques and teacher education. Atrieoéthe 28 century, one of
the central issues of Hungarian educational pobegame foreign language
teaching. The new educational system had to bda boin the ruins of the
communist system. The government had to mastertuati®in  with many
complicated problems like the lack of teaching matg, few numbers of lessons
in the curriculum, inefficient teaching methods atahchers without proper
qualifications. As there were no teacher traininggpammes for the new
European languages the former Russian teachers gixxe a short re-training
and started working as English or German languagehers. The quality of this
training, just like the future teachers’ knowledgfethe language, left a lot to be
desired. (Bognar 2008)

However, the new political system had also seveditive effects on the
educational policy which grew in number as timesgasby. At the end of the %0
century, bilingual schools opened their doors ardegthe opportunity for
students to attend a German-, English-, Frenchhait- or Spanish-Hungarian
bilingual secondary grammar school. A number of snezs were introduced in
order to increase the number of students learnifigreign language either by
motivating or by obliging them to it. An example fihe latter measure is the one
that makes it impossible to earn a degree withawtirly a foreign language state

examination.



As Hungary joined the European educational prosgdbe situation developed
significantly. The teaching methodology was renewextcess to better
educational materials was granted, well-trainedliees left the teacher training
colleges, language schools appeared in almost ebigrycity, opportunities
occurred to take part in foreign scholarships amdient exchange programmes
and the number of native speaking lectors hasr&éso recently. Thanks to the
work of the British Council and the Know-How Fundany people discovered
their love of the English language and the teachimgfession. Hungarian
educational policy has gone a long way towards awgment, which would have
been less successful without the help of these geamo establishments and
programmes. Concerning the orientation of futurglege teaching methodology
I would like to quote Corder’s words (1981: 77):

Efficient language teaching must work with, rathtban against,
natural processes, facilitate and expediate rdtiaar impede learning.
Teachers and teaching materials must adopt toetm@ér rather than
vice versa [...]. What has been discovered so fagestg that the
nearer we can approximate language teaching tieéneing of second
languages in an informal setting the more succesafishall be.

In the last part of this chapter | will introdudeetpresent situation of language
education in Hungarian public schools and providbriaf overview how the
language preference of Hungarian students changemh the school year
1989/1990, the first year of free choice in foreigmguage learning, until
2008/2009- Here | will limit my discussion to the English, Bean and Russian
languages and only to those students who are edgagerimary education as
this is the only compulsory standard level. Traxdhglly, primary school children
in Hungary start school at the age of 6 and leah®da for a higher level of
education or a vocational school at 14. As oppasdugher levels of education,
the social background of the family or the literdeyel of the parents has the
least influence on the educational choice of thelexstts on the primary level.
Notwithstanding, it is worth looking at the datarfr the other levels as well; |

would only call attention to the almost identicalnmber of students learning

! Data collected from th8tatistical yearbook of Education 2008/20ff@¢he Hungarian Ministry
of Education.



English and Russian in tertiary levels of educatothe school year 1989/1990
and the divergent development of the trend in tliesequent years. An elaborate

discussion of the possible reasons for preferenoati of scope of this paper.

Nowadays it is customary to start teaching thed foseign language to primary
school students in the third or fourth grade amdsticond foreign language in the
fifth grade. The repertoire usually consists of k&g German and French.
According to the National Core Curriculum, acadesgcondary school students
are obliged to learn two foreign languages, stugleah choose normally among
English, German, French, Italian, Spanish and vamly -only in the capital city-
Latin. It must be mentioned that only schools igdeir cities are able to offer
such a wide range of foreign languages, in rur@siit is usual that only German
and English are available. Students who are eddidatesocational secondary
schools are obliged to learn only one foreign laggu— the offer again depends
on the size and location of the school. In tradeosts students are very rarely
offered foreign language education but in univegsialmost all languages can be

chosen either as a bachelor or as a master study.

In the next part | will investigate how the numluzdrstudents learning foreign
languages at primary school has changed withidatte20 years. Looking at the
figure below, the first point to mention is the number of stuselearning
English and Russian in the school year 1989/1986: riumber of students
learning Russian, more than 655000, was almosttywienes higher than that of
learning English, which was more than 33000. Tha déso shows that this time
German was a more popular subject than Englisthoadth the difference
between the two languages is not really significdime new political situation
brought a sudden change in the educational scéme:ntimber of students
learning modern European languages changed draityaiic the first year of the
new educational system. The number of studentsiitgarEnglish rose from
33120 to 130663, which is an increase of 400%, evthie number of German
students became 4, 4 times more: the number oéstsidesiring to learn German
rose from 41889 to 171772.

% This figure is only an extract, for more detaiitdtistics see Appendix 1. (p. 150).



At the same time there was only a gradual decrgaslee number of students
choosing Russian. A possible explanation could Hegt students who were
already enrolled in the teaching programme continearning Russian and did
not stop it in favour of another language. By theldte of the 1990s, the
tendency for the desire of learning western langedgpbomed and the number of
students learning English and German doubled onoee.nBy this time the
number of students learning English was 8 timekdrigthat of German 8,5 times
higher than it was in the school year of 1989/198@he case of Russian students
the number had fallen dramatically within 5 yed&rs¢o 10 years after the Fall of
Communism, the popularity of western European laggs endures whereas in
the willingness of learning Russian a radical cleaocgn be observed: at the turn
of the century only 5000 students learned this Uagg, which is a decrease of
92% in comparison to the number from the school y&89/1990. During the
following years German gradually lost its leadingsition to English. In the
school year of 2001/2002 the number of studentmileg English outran the
number of students learning German for the firsieti In 2004/2005 the Russian
language acknowledged a further loss of almostrildmparison to the statistics
made five years earlier. Although only a moderatedase can be observed in the
number of students learning English during the fiast years, this language still
continues to gain ground, whereas German becorsssala less popular among
primary school students. As opposed to the data ft899/2000 a decrease of
50% can be observed. The Russian language slowinces to loose ground

among Hungarian students in primary schools.
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10



3. Learner Language in Second Language Adopn

3. 1. Introduction

In the broadest sense, foreign or second languagésition research aims at the
description and explanation of the underlying psses of the learner’s linguistic
competence, the description of its developmenttaadanalysis of the process of
acquisition. Researchers are interested in the lauge learners possess and
investigate, therefore, learner languages whickigeoevidence of what learners
know about a foreign language. The term secondukagg acquisition (hence
SLA) refers to the conscious or unconscious probgswhich a language other
than the mother tongue is acquired inside or oetaidlassroom (Ellis 1997). The
major goals of SLA research, as Ellis (1997) codekiare to describe the process
of L2 acquisition, to identify the external andemtal factors that determine the
way how learners acquire an L2 and to explain hbe learner’'s knowledge
develops throughout the stages of acquisition. &ebkers can gain valuable
insight into the process of language acquisition itnyestigating samples of
learner language. There are several possible afeasquiry, just to mention a
few: linguists might focus on the nature of errtansguage learners produce, on
how errors change over time, or linguists mighnidg developmental patterns in

the different stages of acquisition.

In spite of earlier debates, the distinction betw&equisition’ and ‘learning’ has
become generally accepted and widely used to itedib@ difference between the
subconscious process of acquisition and the comsgowocess of learning via
instruction (see Krashen’s Monitor Model: Krash&7Y7). Throughout this work
there is no reason to make this distinction ancefoee the two terms will be used
interchangeably. In both cases the linguistic ome®f the language performance
Is the subject of investigation, therefore it isnedrginal importance under which
circumstances the L2 learner learns and performsbgnitive activities in the

non-native language.

11



The understanding of the process of SLA is prigabiéneficiary for language
learning and teaching but it may also prove helpduldisciplines that are not
related to language pedagogy. Larsen-Freeman amd) L(@991) offer an
overview about areas for which the findings of Stesearch might be of great
interest. They claim that with the results of SltAsearch linguists can test their
claims about linguistic universals and psycholagisheir observations on
individual learning style differences. Anthropolsig may profit from the
findings by the exploration of cultural universaldjile sociologists by their study
of the effect of group membership on task achieventéor psycholinguists SLA
research evidence might help answer questions oange the cognitive
development of humans. For sociolinguists it miggtve as a fertile ground for
expanding their understanding of the speech-stylefepences of speakers.
Neurolinguists could use SLA research findings uppdement their knowledge
on human biological development. Taking the maditoénefits of SLA research
into consideration it is not surprising that sugteasive research has been carried

out and that the interest continues to flourish.

Although several attempts have been made at desgrind explaining the
processes of SLA there are still many open questatiout the nature of learner
language. Furthermore many basic questions comaeriis composition,
emergence or structure still cannot be answeretowit controversy. Further
empirical research is needed; the present findoighis discipline must always
be united with knowledge gained from related disocgs like psychology or
psycholinguistics. Though the central theme of fhaper is not L2 learning, in
the discussion of the learning process or the prodioe following question
cannot be left out of consideration: in how failLk learning identical with and
different from L1 learning? The acquisition of tim®ther tongue and the learning
of the target language are highly complex processgrsh feature similarities and
differences at the same time. In the course of plaiger we will see that L2
learning cannot be handled in isolation as previloguistic knowledge and
experience leaves its mark on the learning of the L

12



3. 2. The nature of learner language

During the last decades, increasing interest has Bbown in research into the
nature of LL, the oral or written language prodoictof the learner is the primary
scope of researchers with the aim of gaining irtsighto the process of L2
acquisition. This special system has long beenakest for a deviant product of
the L2 learner’s attempts to communicate in thgalanguage. It was primarily
seen as a repertoire of errors, an unpleasant stae development that has to
be passed by as soon as possible. Errors weresealy as disturbing elements,
troublesome fragments in the system, thereforeptiraary aim was to erase
them. No attention wagsaid to their causes or to the methods how theydcoei
prevented until research provéghat “the making of errors, [...] is seen as an
inevitable, indeed a necessary part of the learpingess” (Corder 1981: 66).

LL today is considered as a language system iovits right with its own rules
and structures (see Selinker 1972 and also Sesti®dnbelow). The nature of
learner language changes with the increasing peofty of the learner: the
proportion of similarity to L1 and L2 changes aarteng proceeds: on the one
hand, structures become more similar to the tdagefuage structures and on the
other hand, the occurrence of erroneous elementsormg first language
structures decreases. On the long way of beconatigenlike in proficiency, one
cannot escape making errors, which is regardedresusal and necessary stage
of development. Errors provide, according to Cod®81: 66), “useful evidence
how the learner is setting about the task of leaymivhat ‘sense’ he is making of
the target language data to which he is exposedbeaing required to respond”. In
other words, analysing linguistic production dateovides us with valid

information about the competence and performandangfuage learners.

For the language learner's language different tehage been proposed by
researchers: Nemser (1971) calls it “approximasystem” defining it as “the
deviant linguistic system actually employed by tearner attempting to utilize
the target language” (Nemser 1971 [1974]: 55). €mstems vary in character;
the variation is affected by different factors litkee level of proficiency, learning

experience, communicational function and persomarning characteristics.

13



Corder (1971a [1981]: 15) uses the term “idiosyncrdialect” which in his

application is an umbrella term for the learnerglaage of second language
learners, the child’s language and other speciatesys like the language of
poems or of people suffering from aphasia. Jam&@S9q)l offered the term

“interlingua” which he describes as a “functionatgduced dialect of the target
language” (1980: 160) which are “[...] approximatisygstems occupying points
on a continuum between L1 and L2” (1980: 162).r&eli (1972) coined the term
“interlanguage” for the description of the learsefanguage. For him, the
learner’s attempts to express himself in the talgeguage make up a linguistic
system which is not identical with the hypothesizsd of utterances a native
speaker would have produced if he wanted to expifesssame ideas as the
learner. Based on the differences between the ysiemms, Selinker (1972 [1974]:
35) claims that “one would be completely justifiachypothetizing, perhaps even
compelled to hypothetize, the existence of a sépdiraguistic system based on
the observable output which results from the ledsretempted production of a

TL norm.”

The latter term, interlanguage, is the most widstgepted one and used in the
works of other scholars. Each of these terms dessrihe repertoire of the
versions a language learner produces of the tdegejuage, the difference
between them, as Corder (1981: 67) points outias ¢ach of them emphasises
another characteristic of the learner’s language: termsinterlanguageand
interlingua suggest its systematic constitution, the teapproximativesystem

stresses its developing nature.

3. 3. Interlanguage and Interlanguage Theory

Interlanguage is a term coined by Selinker (196972) which refers to a
language produced by non-native speakers during ptiogeess of language
learning. It contains features of the first langeiatpe second language and non-
standard elements, and is determined by the |éarnesther tongue. It is the
language the L2 learner uses until the full masteirythe foreign language.
Interlanguage refers to a mental grammar that mnéeaconstructs at a specific
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stage in the learning process. Selinker (1972:@6Yyided following definition
for interlanguage:

Since we can observe that these two sets of uttesafthat of the
language learner and the native speaker] are reotticl, [...], one
would be [...] compelled to hypothesize, the existen a separate
linguistic system based on the observable outputihwhesults from a
learner’s attempted production of a TL norm. Timglistic system we
will call ‘interlanguage’.

The assumption underlying the Interlanguage Hymoshproposed by Selinker
(1972) is that interlanguage is a linguistic systianits own right. This suggests
that in order to characterise the language leanériguistic competence,
interlanguage must be analysed on its own terméinkee described five
principal cognitive processes underlying interleaggt language transfer,
transfer of training, strategies of L2 learningregegies of L2 communicatiand
overgeneralization of TL linguistic materialhese five processes constitute the
way in which the learner tries to internalize th2 system. Selinker looked at
interlanguage from a mentalist view and describdaee fundamental
characteristics of it: LL is permeable, that metret the learner’'s knowledge is
not fixed, it evolves gradually and is open to eotion and change. LL is also
dynamic: it is unstable and changing, open to remiand extension. The last trait
Selinker observed about LL is its systematic characthroughout the
developmental stages in the process of acquiditiodoes not develop randomly

but follows a predictable order.

Interlanguage theory is primarily concerned witke tlearners’ implicit L2
knowledge and the strategies that contribute tdeteelopment. Its assigned goal
it the answering of the following central question#/hat processes are
responsible for interlanguage construction? What the nature of the
interlanguage continuum? and What explanation ésettior the fact that most
learners do not achieve full target language coenuet? Many later theories such
as Tarone’s variability models or Ellis’ Variableo@petence Model were
developments of the Interglanguage Theory, whicls wee first attempt to

provide an explanation of L2 acquisition. (EIlisO1)
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Ellis and Barkhuizen (2005 based on Ellis 19@@ntified eight premises about
L2 acquisition that the concept of interlanguageines. Although many of them
were lent support by the results of errors analysese of the premises continue
to be disputed by researchers.

1. A learner’s interlanguage consists primarilyirmaplicit linguistic knowledge,
the learner is not aware of the rules that comm@mrsaterlanguage.

2. During the process of language learning thenkyaconstructs a system of
abstract linguistic rules which underlies compredi@m and production of the L2.
This system, referred to as ‘interlanguagenstitutes a system in the same sense
that a native speaker's grammar is a system. Tlstersy accounts for the
regularities that are apparent in the learner’'safishe L2.

3. The learner’'s grammar is permeable, becausantomplete and unstable, it is
open to influence from the in- and outside.

4. The learner’s interlanguage is transitional. olighout the development
learners tend to restructure their knowledge oftérget language and construct
different systems. As the complexity of the foreiggnguage knowledge
increases, these mental grammars display an ILinmamh while the learner
passes through a series of stages.

5. The learner’s interlanguage system is variabliethe different stages of
development the learner employs different forms tloe same grammatical
structure. This variability may be random in paut s claimed to be systematic
in nature.

6. A learner’s interlanguage is the product of gehkearning strategies, which
learners employ to develop their mental grammatb®target language. In their
attempts to convey the meaning in the same formatae speaker would do
learners often fall back on learning strategiesskhstrategies can be traced back
in the errors learners produce or in the absenaitéin structures they do not
produce. In order to succeed in communication,nke@ often avoid rules or
ignore grammatical features that they are not gatly to processSuch strategy
might be intralingual, for example over-generalmator simplification, or
interlingual like L1 transfer.

7. Interlanguages may be supplemented by commiuoncastrategies to
compensate for gaps in the language learner’s ledge or in cases the learner

experiences difficulty in accessing L2 knowledgela/performing.
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8. The last premise of interlanguage theory conceasssilization. Selinker (1972)
suggested that the learner's grammar is likelyossitize as only about five per
cent of learners develop a native-like mental gramnThe majority of the

learners stop progressing after they achievedisfaebry mastery of the target
language and thus fail to achieve a full nativeakpe grammar. Selinker (1972:
49) observed a regular reappearance of fossilizstbletures in IL performance

even when they were seemingly eradicated:

Fossilization, [...], underlies surface linguistic ter@al which speakers
will tend to keep in their IL productive performanamo matter what the
age of the learner or the amount of instructiomdoeives in the TL.

3. 4. The influence of L1 on L2

As early as 1883 Bogorodicki started to investighie disturbing effect of the

mother tongue on the subsequent learning of odreguages. His investigations
of L2 errors began when he discussed the procexs#ss problem in some

smaller articles. In the field of psychology we eucter the concept of
interference, for example by Bergstorm (1882) wpplias it to the description of
disturbances by existent associations. Ranschidi®28] employs the concept of
interference to those errors that are emerging fltommogeneous inhibition.

Beginning around the time of World War | many resbars carried out

pedagogic and pedagogic-psychological oriented capiresearch in this topic,

however among the first works on interference olse &nds medical writings

dealing mostly with cases of aphasia (Bychowski9l8td Pick 1920). The first
linguistic-psychological writings arose in the US#&er World War Il by reason

of extensive immigration. Weinreich’'s seminal wotlgnguages in Contact,
which will be discussed later, is of great impocdarfor the emergence and
development of interference studies. Besides therfoan scene, publications of
Soviet researchers like Rosenzweig (1963) or Ro@macina (1965) must also
be mentioned for working out excellent methods rofestigating interference
from the 1960s onwards. (Juhasz 1970)
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Ringbom (1986) points out that language distarisea key concept in the
determination of the role transfer plays in SLA€eTrelevance of a learner’s prior
linguistic knowledge —knowledge of any languages aoly of the mother
tongue- to the learning of another language largkdpends on the perceived
distance between L1 and L2. The smaller the distathe more relevant the prior
knowledge is, and so the more occurrence of transén be expected.
Inexperienced language learners are often of thieflibat although there are
different lexical items, the foreign language fuos in the same way as L1, and
language learning consists of learning the vocaputams and substituting with
them the mother tongue items. At the early stadeacquisition cognates and
identical grammatical patterns might verify therfesa’s hypothesis. If there is
small distance between L1 and L2 the learner veitedt what easy task language
learning might seem to be. In such a case wherénbdanguages are closely-
related the automatized L1 knowledge can be extemold-2 use. Because the
basic linguistic categories are the same linguipitterns can be successfully
transferred to the target language without restiniog intuitive L1 knowledge.
Similarities between L1 and L2 can help the leaprefit from his mother tongue
to understand the system of the target languagegi@m 1986)

By learning a new foreign language adult learneystda establish connections
between the new L2 items and the L1 items in otdenternalize them. After
encountering examples of false friends or instanzesegative transfer the
learner will notice that formal similarity does rparantee semantic identity, and
will come to the recognition that language learnilsgnot a one to one
correspondence task, it is not enough to memotiee Iéxical items or the
grammatical rules. The target language as a neteraybas to be stored in the
mind; the right application of the rules is the keysuccess. Results of contrastive
research assist both language learners and landaagkers to internalize the

rules.

% For further information on language distance, iéelerman 1977 or Sharwood Smith 1979.
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3. 5. Language Transfer

In the following sections | will provide an overweon the development of
transfer research, define the notion of transfer@assify its types. Furthermore |
will also shortly elaborate on the reasons why leug learners transfer features
of one language into another and present the owsoof this linguistic

phenomenon.

3.5.1.  Historical development

Although the study of transfer has a long histodiscussions often begin with
the work of American linguists in the 1940s and 095 considerable progress
has only been made during the years since WorldIWa&he roots of research on
transfer lay in 18 century historical linguistics focusing on thedstwof language
classification and language change. Serious thinkabout cross-linguistic
influences, according to Odlin (1989), dates baci tontroversy among scholars
about language contact and language mixing. Inuagg contact situations the
characteristics of two or more languages often margl result in a mixed variety
of the participating languages. Gradually nativeglaage influence, which is only
one of the possible forms language mixing can te&de-switching or borrowing
became a central concern of™€entury linguists. As they became aware of the
significant measure language mixing takes, therastein the importance of
language contact and mixing intensified. The acdatian of different languages
of the world reflected the diversity of human laagas and invited scholars to
their classification. Finally, the debate on lamggiamixing affected two
interrelated issues: language classification andguage change. Many scholars
rose to the challenge of classifying languagesdeersuaded of the belief that
the uniqueness of some grammatical subsystemsssawen ideal basis for
categorisation. They presumed that in spite ofrivaiechange the grammar of
each language preserves linguistic subsystems veneelunaffected by language
contact and “thus a key to distinguish any langug@allin 1989:8). Besides
showing distinctive features, languages in a largat contact situation also

display features of mutual influence. The massivelence of the effects of
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language contact can probably be best seen inase af the Balkan languages.
However, it was clear that not all contact led ransfer but this was the most
likely explanation scholars found for the featuoépidgins and creoles in the19
century. Schuchardt, for example, viewed the charatics of contact languages
as probable or at least possible instances offera(Schuchardt 1883a, b in Odlin
1989: 11).

Language transfer has long been a controversiak,dsut most recent studies
support the view that cross-linguistic influencayd a significant role in the
process of SLA. Nowadays the claim is generallyepted that while attempting
to communicate in the second language, learneen dfansfer elements of the
first language into their utterances in the talgaguage. Research on language
transfer has been a central issue in the diffesemidisciplines of linguistics
dealing with language acquisition. The wide rectgniof its important role in
SLA was not always the case. At the beginning séagch in the 1950s, transfer
was listed among the most important factors in Shd language teaching
theories. During the next decade its importanceZiearning was reevaluated to
the negative: researchers found alternative exptarsafor errors which became
dominant throughout the 1960s. Some researcherbtetbuhe existence of
transfer and turned their attention to universaligilanations for learners’ errors.
The concept of transfer originated within behavisiulearning theories, and has
more recently been incorporated into a cognitivcpslogical framework. This
change in the psychological orientation towardsgleme learning instigated
many discussions and is still partially responsibleconfusion and a number of
debates on this subject. As research progressggddutally became an established
fact that transfer plays a role in the second laggulearning process. This
balanced perspective has intensified as more amd evidence was found for its
justification. Today scepticism about its significa has diminished; it is seen to
interact with multiple factors in ways we not yetly understand. Although the
growing interest in this topic holds out a promiggut an end to the controversy
there is still no consensus among scholars ab@unh#ture and significance of
language transfer. Consequently, due to contra®rsind uncertainties in
research, Odlin (1989) points out, the findings ti@insfer research must be
interpreted cautiously. (Odlin 1989: 1-24)
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3.5.2. Definitions of transfer

The notion of interference derives from skill res#a in psychology, in which
one of the central questions is under what conttithe learning of new skills is
facilitated by skills already learned. As nearly raéw skills are learned on the
basis of existing skills, Van Els et al. (1984)irafif that skill research has always
shown great interest in the phenomenon of trandibe concept of transfer
originated within behaviourist learning theorieslas therefore often associated
with habit formation. Sajavaara (1986: 69) providetefinition of transfer:

In psychology the term transfer is employed torédethe phenomenon
of previous knowledge being extended to the arenewf knowledge;

i.e. the influence which the learning or remembgefione thing has on
the learning or remembering of another thing.

Van Els et al. (1984: 49) provide the following idéfon of the two types,
positive and negative transfer:

Positive transfer, or facilitation, is transferaskill X which facilitates
the learning or has a positive command of a skillb¥cause of
similarities between both skills. Negative transfer interference, is
transfer of a skill X which impedes the learning ltas a negative
influence on the command of a skill Y because ffedknces between
both skills.

With the present knowledge we have about languageisition it seems obvious
that the behaviouristic explanation cannot be featisry, the complex process of
language learning and language transfer cannotdmuated for in terms of habit
extension alone. Ellis (1994) complements thisnelaiith the fact that transfer is
not simply a matter of interference or of the leais falling back on the native
language. Transfer is not only a question of thHiémce of the learner’s native
language as other previously learned languages asxy play a part in this
process. These considerations suggest that thelLtetnansferis inadequate and

made researchers look for alternative descriptadrikis phenomenon. Sharwood

* For more information on skill research, see Bimid@966 and Johnson 1996.
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Smith (1983) dismisses the use of the term trarisfeause of its connotation to
behaviouristic psychology and puts forward anotherm: cross-linguistic
influence. With his colleague Kellerman (1986: X argues that it is more

accurate and felicitous for being theory neutral arore broadly applicable:

[...] the term ‘crosslinguistic influence’[...] is thepneutral, allowing
one to subsume under one heading such phenomeftearser’,
‘interference’, ‘avoidance’, ‘borrowing’ and L2-et¢kd aspects of
language loss and thus permitting discussion ofsihalarities and
differences between these phenomena.

It took some time till the notion of interferenaetered linguistics, so it is difficult
to determine precisely when, but Weinreich@nguages in contadrom 1953
played an important role in the development of taacept. He defines language
transfer - or interference as he called this twg-pacess - as “those instances of
deviation from the norms of either language whiadtw in the speech of
bilinguals as a result of their familiarity with meothan one language” (1953:1).

For Odlin (1989) transfer is a general cover teoma number of different kinds
of influences from languages other than the L2 iarfdr removed from its use in
behaviourist learning theories. He offers the felloy working definition (1989:
27):.

Transfer is the influence resulting from the similas and differences
between the target language and any other langtregehas been
previously (and perhaps imperfectly) acquired.

Odlin (1989) presents a comprehensive overviewhennature and presence of
transfer, his summary of the findings of transksearch is supplemented by the
following conclusions:

1. On the contrary to earlier beliefs transfer @sdn all linguistic subsystems:
much of the scepticism about transfer has been weigfard to cross-linguistic
influences involving morphology and syntax as oot influences involving
phonetics, phonology and lexical semantics.

2. Transfer occurs in both formal and informal eois: the evidence of transfer
has not only been observed in instructed SLA ggtibut also in naturalistic

learning environments.
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3. Transfer occurs among children as well as amemhgts: empirical studies
show that on the contrary to earlier claims adaltgl children are equally
susceptible to transfer- the exact relation betwagmnand transfer is still far from
clear.

4. Language distance is a factor that affects teanapart from a few exceptions,
similarity between languages facilitates learningnaking the task easier and in
reducing the length of time required for the acijiois.

5. Typological factors can affect the likelihoodtadnsfer: those patterns that are
typologically common increase the likelihood andsptence of transfer.

6. Transfer can sometimes involve unusual strusturative language influences
can also involve structures that are not typoldbjicammon.

7. And finally, even non-structural factors caneaffthe likelihood of transfer:
some individual differences such as linguistic amass or proficiency can also
increase or decrease the probability of transfer.

Now that we have defined the most rudimentary cptsceve can elaborate the

discussion on transfer and can go in detail coriegrits manifestations.

3.5.3.  Types of transfer

In the literature on the influence of prior langaagnowledge a distinction
between positive and negative transfer is commordge. We talk about positive
transfer, or facilitation, if L2 learners apply thé.l knowledge to a foreign
language and the linguistic production does noalbtbe rules of the L2. In many
cases, especially if the languages are historicailjinguistically related, the
learner can make use of his L1 knowledge. The maiton of successful
application is the similarity of the relevant upoit structure in both languages,

otherwise linguistic interference will probably v#sin incorrect language use.

However, in linguistic research the majority ofeation is given to the incorrect
forms, or the errors, therefore manifestations efative transfer are more often
discussed. In case of negative transfer (also knasvinterference) the unit or
structure in the source language is different ftbat of the target language which
results in erroneous language performance. Theea2nér - consciously or
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unconsciously - engages in the process of appliyites or choosing vocabulary
items on the schema of the native language instéagsing that of the target

language. Errors made this way are also calledference errors.

A classifying summary on the possible outcomesnglage transfer is provided
by Odlin (1989). He argues that similarities betwed®e native and target
language will promote acquisition on all syntadgéieels: on the lexical level, for
example, the effects gdositive transferare observable on the reduced time the
foreign language learner needs to memorise thebubary items and to develop

his comprehension skills.

Negative transfemanifests itself in deviant language performarice;utterances

of the learner involve divergences from norms ie target language. Odlin
identified four major phenomena that have to beswered in the discussion on
negative transfer: i) underproduction, ii) overpsotlon, iii) production errors and

Iv) misinterpretation.

1) Underproduction

We talk aboutinderproduction(1989: 36whenlearners produce fewer examples
of a structure than is required in the target laggunormA possible reason for
underproduction might be conscious avoidance, &fyicobservable where
language distance exists. Foreign language leamait try to avoid making
mistakes by not using structures that are vergghfitly realised in the native and

the target language.

i) Overproduction

The other possible outcome of negative transfggrproduction(1989: 37), is
sometimes simply a consequence of underproduciitve. avoided structures
must be substituted with other structures, whiclatve speaker would not use in
the given linguistic situatior-lowever, there can be another explanation for this
phenomenon: learners might produce utterancesgelym their native language

rules and do not adapt their expressions to tlgeetdanguage norms or they use
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some structures more than necessary, owing to ritheence of their mother
tongue.

iii) Production errors

In addition, Odlin identifies production errors (1989: 37) as possible
manifestations of negative transfer. Among themelage three types of errors
which are especially likely to arise from similea& and differences in the native
and target languages: substitution, calques aedasitin of structures (1989: 37).
Substitution the use a native language forms in the targefuage, andalques
the use of native language structure in the tdegefuage, are errors characteristic
to the interlanguage of bilinguals. These errorses@s evidence for the lively
correspondence between the native and the targefudge in the foreign
language learner’'s mind. Some of the most importasies of cross-linguistic
influences manifest iralteration of structures Although they do not always
reflect any direct influence from the native langedhey are still relevant in this
discussion. One such outcome of cross-linguistftu@mce ishypercorrection
effects that result when the foreign language keahas learned a rule but does
not yet know in which situations it applies therefche uses it everywhere;

accordingly the automatic overriding of that rulashbe mastered.

Iv) Misinterpretation

A further effect of negative transfer can be redsgth inmisinterpretationof the
intended message. Due to reliance on their naimguage structure®reign
language learners might fail to construe the warida target language speaker
correctly if they experience difficulty in the impgetation of the message.

Besides the positive and negative effect of languagnsfer, Odlin also lists a
third consideration, nameldiffering length of acquisitiorf1989: 38). We have

already seen earlier that positive transfer has#ithting and negative transfer an
inhibitory effect on language learning. In learnsitpations with a large extent of
positive transfer a relatively rapid progress ie tharner's development can be

expected, while in situations where negative trendbminates we can expect the
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learner to struggle with the mastery of the talgaguage. The common belief
that some languages are easy to learn and otherglifficult, is based on,
according to Odlin, the cumulative effect of crdisgistic similarities and

differences.

3.5.4. Reasons for the reliance on the mother tongue

In our attempts to communicate in a foreign languag often get into situations
where we are confronted with the fact that someteria are expressed in one
way in our mother tongue but in another way in tdaget language. Especially
beginners, who don’'t possess the necessary linguslvices to express their
thoughts, modelling the target language utteranoethe structures of the mother
tongue might prove a fruitful survival techniquehel different aspects of this
phenomenon have been investigated by several §itgtriying to find the reasons
for the influential character of the mother tongtlibe following features have

been proposed to be favourable to transfer: largudigtance and language
specificity of structures (Kellerman 1977 and 1978)arkedness (Rutherford

1982) and underlying logical structures (Gass 1979)

Sajavaara (1986) provides other possible reasongel@mnce on the mother
tongue: the L2 element has not been acquired assaltrof non-existent or
insufficient input, or as a result of insufficiecapacity the L2 element has been
learnt but the speaker is unable to recover it. @bBciency of the learner’'s
knowledge might be due to the fact that the rubagylit are insufficient and
therefore during language production the learnertbaely on his mother tongue.
A further possible explanation put forward by Sagna also concerns the rules of
the target language: there are features of the hhwvcan only be acquired
because the rules governing their behaviour cay le@lapproximated. A further
reason has a practical background: learners mighgatously fall back to their
mother tongues and make use of their implicit krealgke as a problem solving
operation. If L1 strings are translated into L2ngjs the mother tongue serves as a
performance initiator. This claim is in accordamgth the view of transfer within

the cognitivist paradigm, which defines it as a hpean solving procedure
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whereby the learner adapts his L1 knowledge to esod learning or
communication problem in the L2. Transfer is chegased by consciousness and
intentionality and is seen as “@ecision-making procedure, rather than an
automatic process” (Fearch and Kasper, 1986: 49).

Sajavaara’s résumé (1986: 67) is worth being quiotéis own words:

What is reflected at the surface as items traresieinom one language
to another may actually be due to several diffeggr@nomena which
relate to the processing of linguistic and nondiisgic information in
the human mind, the interaction between controld automatic
processes, gaps in the information stored in thaong|...].

4, Contrastive linguistics

4. 1. Definition and historical development

Contrastive linguistics is a subdiscipline of limgfics, a practice-oriented
approach which is concerned with “the comparisotwaf languages in order to
explore the similarities and differences betweeenth (Fisiak 1981:1). James
argues that contrastive analysis (hence CA) isyaril drawing on the sciences
of linguistics and psychology” (1980: 11) by clamgithat its goal belongs to
psychology while its means are derived from lingass On the one hand, the
concept of language transfer originated in the teermdé behaviourist learning

theory and the central concern of CA is the leaymprocess, therefore its study
belongs to psychology. On the other hand, languagesstudied within the

framework of linguistics; descriptive accounts loé two languages were derived
from linguistics and were founded on structuralisherefore CA also belongs to
linguistics. James (1980: 151) also provides anitedn of CA:

A CA specifies those features of L2 which are ddfe from the

corresponding features of the L1, and, by implaratihose which are
identical.
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Contrastive studies have a long history; the radtghis linguistic phenomenon
lay in the turn of the 20 century. The first studies were theoretically oréel
(Grandgent 1892; Passy 1912 or Bogorodickij 1915ismak 1981: 3), throughout
the subsequent decades salient studies were camuitety the linguists of the
Prague School until the 1960s (V. Mathesius anddfliswers in Fisiak 1981: 4).
The USA showed increasing interest in foreign lamgguteaching by the time of
the Second World War, which triggered a number eflggogically oriented
publications. The linguistic scene was charactdrisga huge readiness to invest
in research trying to elaborate the most effecteaching methods. During this
time the contributions of linguists were focusingnmast entirely on applied
objectives. Fries (1945) supported the view that ghientific description of the
target language should go hand in hand with thepemison of the native
language. As a result of the appearance of sefiesowtrastive theses and
monographs and the growing interest in the appdioadf the findings contrastive
linguistics became recognised as an important ndelbgy of foreign language
teaching. The publication of th€ontrastive Studies Serideetween 1962 and
1965 can be regarded a milestone in the developofeabntrastive studies. It
was started by the Centre for Applied LinguisticdNashington and designed to
help the language teacher: within this project EBhglvas compared with major
European languages taught in American schools. €oimg its theoretical basis
the volumes reflect the shift from pure structaito transformational grammar.
(Fisiak 1981)

The European linguistic scene was determined by wbek of the Prague

linguists, in addition to their works theoreticallg well as pedagogically oriented
analyses were produced by individual scholars.iéacontrastive studies were
theoretically motivated, languages were comparedoider to identify the

linguistic universals and to establish the typatagjiclassification of languages.
However, over time contrastive linguistics has bewme strongly associated with
language teaching. By identifying the problem alea®reign language learning
teachers can focus on solutions to avoid or mirentie errors that the L2 learner
will probably make. CA gradually spread from theAJ® the other parts of the
world; in many European countries CA centres watatdished. Between 1965

and 1975 many organised projects comparing Europedive languages to
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English were carried out: German-English, Polislglish, Romanian-English,
Hungarian-English etcThe Hungarian-English Contrastive Linguistics Puije
was carried out under the auspices of Nemser amda3an the 1970s, the
findings of the studies were reported in the Wagkitapers seri€sThese studies
are of varying relevance for my own research antl e discussed later in
Section 5. 4.

Some linguists, for example Sridhar (1981), redanids’s (1945) revolutionary
thoughts about the methodology of foreign languagehing as the starting point
of CA and believe that Fries may be said to hassu&d the charter for modern
contrastive analysis” (Sridhar 1981: 209). Otheglists, for example James
(1980), consider the works of Weinreich and Ladotl@s beginning of this
discipline. Therefore it can be said that the prmm@vers of CA are Charles Fries
and Robert Lado. Probably the most influential amspiring works of modern
CA are the studies of Weinreich (1953) and Hauded3b6) on the linguistic
integration of immigrants to the USA. These studiésimmigrant bilinguals
prompted Lado to create his famous wdikguistics across Culture§l957),
which is of immense importance for the evolutionl a@evelopment of contrastive
research. Lado believed that the comparison of lamuages would enable
linguists to predict areas of difficulty in foreiganguage learning. Lado (1957:

vii) defines the objective for comparing languagedgollows:

[...] the comparison of any two languages and cudttioediscover and
describe the problems that the speaker of one eflahguages will
have in learning the other.

The most fundamental question of SLA research wadsfgrward by Lado as
early as 1957: How to teach a foreign languagedwiicg to him, professionally
trained teachers need to be able to diagnose tidepns a student is struggling
with. Contrasting languages can help teachers bygiging patterns that will
cause difficulty in learning the foreign langua@éhether it is easy or difficult to
acquire a feature depends on the degree of sityilari difference the target
language shows to the native language. Similantglies ease of learning and
difference in difficulty. The linguist also exemipdid this on the lexical level:

® See, for example, the European studies listedgind=3. in Van Els et al. 1984: 45.

29



vocabulary items which are formally identical with resemble native language
words can be learned and internalized easily, withithe necessity of later
reinforcement. The exception of so called ‘falderfds’ (pairs of words in two

languages that are formally similar but differ ieraning) or “deceptive cognates”
(Lado 1957: 83) proves the rule. If the languagé tumctions in the target

language similarly as it does in the source langutgere is no need for structural
retraining because facilitation is expected. Lati#6@: 40) claimed that transfer
is the extension of a source-language habit into tdrget language, with or

without the awareness of the learner:

If the expression, content, and association aretimally the same in
the native and the new languages, there is maxirfactitation.
Actually, no learning takes place since the stu@dér@ady knows the
unit or pattern and merely transfers it.

4. 2. Objectives of contrastive linguistics

Contrastive analysis, one of the prevailing methafdSLA research in the 1960s
and 1970s, aims at the explanation of differeneetspof L2 learning, with the
emphasis on the question why some features ofatigettlanguage are easy and
others difficult to learn. The study of Van Elsa&t(1984) yields valuable insights
into the aims of contrastive research by identdyits fundamental and applied

objectives:

Contrastive analysis can provide insights into Eirties and differences between
languages. This first objective can be regardedcarasattempt at establishing
linguistic universals and language-specific chanastics of languages. Originally
contrastive research was carried out within théohisal linguistic tradition: in
1789 William Jones compared Greek and Latin witimnsRat and discovered
systematic differences between the languages. Motadmparative linguistic
studies appeared in the ™Mentury, concentrating mainly on phonological
relations. Another important achievement of theetiwas the drawing up of the
first family trees. The rise of the Prague Schaoluight an end to the search for

historical relationships between languages; thgualinguists believed that the
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systematic analysis of languages can only be aeti®n a synchronic basis.
(Van Els et al.1984)

Explanation and prediction of problems in L2 leahihas been identified as
another aim of contrastive analyses. At the eathges of research it was a
prevalent misbelief that linguistic difference etpsalearning problem. Many
contrastive studies, Van Els et al. (1984) repedre carried out based on this
assumption. Uriel Weinreich, who studied languagshaviour in bilingual
communities, is credited with the recognition of fthenomena of interlanguage.
Weinreich (1953: 1) provided in his 1953 wdr&nguages in Contadhe classic
definition of interference and laid the ground feodern contrastive analysis:

Those instances of deviation from the norm of eithaguage which
occur in the speech of bilinguals as a result efrtfamiliarity with
more than one language, i.e. as a result of larggeagtact will be
referred to as interference phenomena.

Weinreich (1953) was the first who recognised thepprtionality between the
difference of the language systems and the poteaigigree of learning problem.
He laid down the assumption that “the greater tifierénce between the two
systems, [...], the greater is the learning problemd #he potential area of
interference” (1953: 1). This thesis has becomesgdly accepted as a principle
of explanation of L2 learning. The primary concefrCA is how the influence of
the native language affects the L2 learner’s irgirepknowledge of the foreign
language. Its theoretical foundations were fornadah Lado’sLinguistics across
Cultures The comparison aimed at the prediction of leaymiificulty by stating
that where languages are similar learning will &eilitated and where they are
different learning will be hindered. It was Lad®%I) who recognised that the
problems resulting from differences between the lavguage systems must be
checked against empirical data. The findings oftrastive analyses without
empirical research, according to Lado, can onlycbaesidered as “a list of
hypothetical problems until final validation is @&¥ed by checking it against the
actual speech of students” (1957: 72).

31



The third objective of contrastive analysis hadebupedagogical considerations:
Developing course materials for language teacHing.based on the assumption
that descriptive data from contrastive analysis banconverted into teaching
programmes. This objective was first stated by$(945: 9) when he claimed
that:

The most effective materials (for teaching an L& those that are
based upon a scientific description of the langutméde learned,
carefully compared with a parallel description bé thative language
of the learner.

This objective has been dismissed for numerousonmsasalthough teaching
materials were designed with conformity of the hessof contrastive research, the
outcomes of teaching with the new teaching primciplave never been
investigated. Similarly, the effectiveness of castive analysis based teaching
materials has not been explored due to the absEnhoemparison of the results
with previously used course materials. However, rbglizing that linguistic

difference cannot be equated with learning problemallowed subsequent

research to go a new and more promising way.

James (1980) identifies three traditional applaadi CA can be used for: Besides
its predicting and diagnostic value, the results of CA can also be used in
designing testing instrumentas | have already stated before, the largestfiiene
of contrastive research is in the prediction ofetypf errors that the L2 language
learner will make in learning the foreign languag@ke predictions are based on
the differences between the two languages: it peeted that differences in the
formal devices used in the two languages to exghlessame meaning will result
in learning difficulty. If a certain grammaticaldeire is realised in one language
in one way and in another in the other languagddteign language learner will
probably experience difficulty in using this st correctly. Consequently,
contrastivists claim that learners will experietittee difficulty in using structures

of the target language that are similarly cons&dah the source language.
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4. 3. Learning Theories

After World War 1l the dominant psychological thgowas behaviouristic
learning theory. General learning theories, in fieéd of language learning as
well as of language teaching, were governed by\bebast views, which were
propounded by psychologists such as Watson (19PHgrndike (1932), and
Skinner (1957).

According to behaviourists, every mental activigncbe explained in terms of
stimulus and response, built up through conditignifhe tenet of behaviourism
which is relevant to language learning is that legge learning involves habit
formation. Habits are formed when learners resgorstimuli in the environment
and subsequently have their responses reinforcatiadathey are remembered.
Learning takes place when learners have the opptytto practice making the
correct response to a given stimulus. Habits arstcocted through the repeated
associations between stimulus and response; ifdheyositively reinforced they
became bounded. As a result of the obvious inadéegiaof behaviourist
explanations of L2 acquisition more and more salsatanphasized the need for a

more appropriate theoretical framework.

The early second half of the 2@entury witnessed a major shift in thinking in
psychology and linguistics; as a result mentahsbties of language acquisition
emerged. The focus of attention shifted from theirenmental factors to the

human mind, the central question concerned howténpeoperties of the human
mind shape learning. As a result of these changkaviourism was disproved by
cognitive psychology by the 1970s. This turningnpaoncerning the theories of
language learning is marked by Chomsky’s reviekifiner'sVerbal Behaviour

(1957). Due to Chomsky's revolutionary ideas on gleage acquisition

(innateness, UG, LAD, etc.) language learning becasen as a product of rule
formation and not that of habit formation. It medahat humans do not simply
become conditioned to making responses but fornotingses, apply rules and
create language while they are exposed to it. @bsens have shown that
learners frequently do not produce output that simeproduces the input but
they construct their own rules and produce a unitinguistic entity. The
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systematic nature of learner’'s errors explicitlgioates the occurrence of this
transformation (Ellis 1997).

4.4, Steps of Contrastive Studies

Although | am not carrying out a contrastive analysf the Hungarian and
English languages the following section is impaortiilom the methodological
point of view: error analysis, just like contragtignalysis, is based on three vital
steps: description, juxtaposition and comparisorthef examined grammatical
structures. To support this claim | would like toote Katona (1960: 1 cf. also

Fries’ quote from page 26.):

Any modern method of English language teaching rhadbased on a
careful analysis on the differences between thengratical structure
of the English language and of the mother tongub@fforeigner who
sets himself the task of learning English.

Lado (1957) provided guidelines for carrying outcantrastive analysis by
describing the general procedure in comparing twangnatical structures: the
researcher has to begin with the analysis of tiheidao language and compare it
structure by structure with the native languageentthe focus has to move on to
the native language: For each structure under siéson the researcher has to look
at whether there is a corresponding structure ennftive language. It must be
detected whether the foreign language structusxpsessed by the same formal
device in the native language and whether it hassime meaning and finally

whether the structure is similarly distributed e system of that language or not.

Krzeszowski in his seminal wor®ontrasting LanguageBom 1990 determined
three crucial but not always clearly distinguiskealsteps of classical (not
generative) contrastive studies: description, jpesition and comparison. Since
the precondition for comparison is description,tcastive works must begin with
the independent descriptions of the relevant iteshsthe languages under
comparison. The description should be made witthe same theoretical

34



framework so that the results are compatible amdpewable. After the individual
characteristics of the languages have been unfotled elements must be
juxtaposed. The second step must comprise theiplescabout the decisions of
what should be compared to what and why. In clabstontrastive studies
bilingual informants made these decisions basedheir intuitive knowledge
about the two languages. It was believed thatefttho elements are equivalent
they are comparable. In the process of carryingsoigntific analysis intuitive
judgements of laymen cannot be trusted blindlyjlanity cannot be presupposed
before the results of comparison have proved ktaposition cannot be based on
formal similarity or semantic equivalence aloneg thnguistic items and
structures have to share a tertium comparatiorias-abstract linguistic model
which can be used as a basis for indicating hovereial linguistic category
should be presented in Li and Lj [i.e. L1 and L2]definition provided by Van
Els et al. (1984: 41). The last step in a contvaséinalysis is comparison proper.
Krzeszowski (1990) identified three basic areasavhparison: i) Comparison of
various equivalent systems and subsystems acnogsdges, for example articles
and nasals in phonology, ii) Comparison of equivat®nstructions like negative
or interrogative and iii) Comparison of equivaleuales, for example the rules of

passivization in the two languages.

4.5, Contrastive Analysis Hypothesis

The Contrastive Analysis Hypothesis (hence CAH)ntéathat difficulties in
language learning derive from the differences betwiel and L2 and that errors
can be predicted by the use of a contrastive aisalits theoretical foundations
were formulated in Lado’ksinguistics across Culturgd957), with the conviction
that degree of linguistic difference between tharse and the target language
could be used to predict learning difficulty:

Those structures that are similar will be easyeton because they will
be transferred and may function satisfactorilyhia foreign language.
Those structures that are different will be difftcbecause when
transferred they will not function satisfactorily the foreign language.
(Lado 1957: 59)

35



Weinreich (1953: 1) stated the same idea in a amaihy:

The greater the difference between the systems, the more
numerous the mutually exclusive forms and pattamseach, the
greater is the learning problem and the potented af interference.

The question to which extent the L1 structure i ¢huse of the L2 errors has
attracted considerable attention among linguistardiaugh (1970) proposed a
distinction between a strong and a weak versioth@fCAH. The strong version
aimed at predicting learners’ errors based uponaai gontrastive analysis of the
L1 and L2. The weak version concerns the errorguage learners have
committed and tries to explain them by making m&fiee to the similarities and
differences between the native and the target gest Ellis concluded that
although CAH did not prove to be useéupriori, it was still claimed to posseas

posterioriexplanatory power. (Ellis 1991)

The strong version of CAH

The strong version is based on the assumptionbihabntrasting languages one
can reveal the differences and similarities, whitdikes it possible to foretell and
predict errors. The strong form, or the assumptiomsas based on, were clearly
formulated by Lee (1968: 186 in Sridhar 1981: 211):

1. Lee claims that the prime cause of error in forelgnguage learning is
interference coming from the learner’s native |aaggi

2. Lee argues for the validity of the strong versignckaiming that difficulties
are principally due to the differences betweentieelanguages and the degree of
the difference accounts for the nature of the iegrproblem.

3. Resulting from the previous point, the greater difeerence the more acute
the learning difficulty will be.

4. Lee also emphasises the importance of carryinganirastive analyses since
the results of the comparison are needed to prétkcerrors which will occur in

the learning process.
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5. His last assumption on which CAH is based is ofagegjical interest: what
teachers have to teach equals the differences foyride comparison of the two

languages.

However, it must be mentioned that Lee’s versionas the standard version of
CAH, not all scholars agree with him on the poihthow big a role should be
assigned to the influence of interlingual interfere. Nevertheless, a similar
version of the above stated qualifications is asglilny most practitioners of

contrastive analysis. (Sridhar 1981)

Theoreticians and practitioners of contrastive yalwho approve of the strong
version of CAH claim that the erroneous utteranuiethe learner are the direct
result of the transfer of L1 structures into the EBr the supporters of the strong
claim contrastive analysis is a means of explainamgl a technique for predicting
them. The results of a contrastive analysis canobareat importance for

language teachers: those who advocated the sttaing loelieved that if a teacher
is armed with a contrastive analysis of the langsamvolved he is able to

identify the problem areas even before the lednasrstarted to learn. In this way
teachers can devise drills that will practice esraway and thereby avoiding that
they will be internalised in the learner's knowledglts usefulness in the

classroom environment is due to its highly pred&tharacter.

The weak version of CAH

The weak position, or as it is also called the arptory view of CAH, became
part of error analysis after the failure of the dicéve contrastive analysis.
According to the weak version of CAH, Van Els et(@B84) claim, the structure
of the L1 provides only a partial explanation oé tphenomena involved in L2
learning, only some of the observed learning proklean be explained on the
basis of structural differences between L1 andTl# structure of the L1 is only
one of the many influences that play a role in lgerning process. Therefore
contrastive analysis may be of some value in extian of errors but cannot
have a strong predictive value. Van Els et al. 41980) conclude that “A

hypothesis without predictive power is, in factantradiction in terms”.
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Wardhaugh (1970) reveals that the strong versitimpagh claimed to be used by
the majority of linguists in their works, is “quitenrealistic and impracticable”
(1970: 124). He claims that the hypothesis is avallyd regarding its predictable
value, for its original purpose, the strong versiminthe contrastive analysis
hypothesis did not prove to be workable. In the kmazrsion, the focus is placed
on the error itself, researchers start with stuglyearner errors and try to explain
them. The weak form is only diagnostic; errorsabteast a subset of them, can
be explained but not predicted through the diffeesnin the structures of the
mother tongue and the target language. As thaliie failed to offer a definition
of the weak version, Wardhaugh (1970: 126) crehtedwn:

The weak version requires of the linguists onlyt tha use the best
linguistic knowledge available to him in order twcaunt for observed
difficulties in second language learning [...].

In the discussion of language teaching and langueaeing, just like in the

evaluation of learner languages, only marginalnéitte is given to the reasons of
correct language production. The obvious reason aviyreign language learner
succeeds in correct language use is that he oingkimalized the rules of the
target language and mastered their limitationssequently the learner has the
same knowledge of the grammar of the target larguesy a native speaker.
Another possible explanation for error free langupgoduction might be that the
L1: L2 identities will not have to be learned byeth2 learner since he knows
them already by virtue of his L1 knowledge and lthguistic universals. On the

basis of this assumption James (1980: 152) argufslaws:

The learner must be allowed, indeed encouragedyatasfer this
‘suitable’ L1 knowledge to L2 usage. This meanst ttleose L2
structures that match L1 structures must constijpéet of the
materials, since materials do not only teach wisat'new’ and
unknown, but provide confirmation of interlingudkentities.

Wardhaugh (1970) expresses the same idea by claitinat learners can profit a
great deal from their overall linguistic knowledgse all natural languages have

many features in common. Every language learndn wafity previous language
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learning experience already has a considerably atmaiuknowledge about the
target language he must learn, may it be his sectimdl or fourth foreign

language.

4. 6. Contrastive Analysis: Critique and Advocacy

Until the late 1960s CA enjoyed a rather influeingatus among linguists and
language professionals, which has undergone a ehasdghe behaviourist view
on language learning was gradually rejected in dawd the mentalist approach.
Apart from the psychological underpinnings, thegtiistic basis of CA also
changed, as we have seen earlier, structuralisnrejested for transformational
grammar, which resulted in serious consequencesCi#r more and more
scholars were ready to dismiss CA (Odlin 1989: 9/Stern 1983: 168).

The usefulness of contrastive studies has long bdebated mostly because of a
number of misinterpretations concerning the aimstha&foretical and applied
studies and their relationship to linguistic thesriCriticism against contrastive
studies was directed at three aspects of CAH: bibtyato predict errors, its
theoretical foundation and its practical usefulnélse underlying assumption
that errors would occur exclusively at the contragstpoints between the two
language systems has beproven wrong. The argument, that the results of
contrastive studies have no immediate use in thssombom, has been raised
without distinction between theoretical and appbaadies — as it was declared by
Fisiak (1981: 7) on the defence of CA. Obviouslyyahe research results of the

applied branch have any relevance for the classituation.

Theoretical contrastive studies as part of compagdinguistics, are
totally neutral with respect to this problem [theeghctability of

interference], since their aim is to provide lingid information

concerning two grammars, i.e. to discover what drefe linguistic

competence, and not to predict what will happennwt@mpetence is
converted into performance.
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Criticism against CA in Europe followed the Amencattitude of the 1950s and
1960s. The downturn of contrastive research inUWis& began with the 1968
Georgetown Roundtalfle a conference devoted to CA. Sajavadf®80)
identified the primary points of criticism: the pems can be found in the history
of CA, in the heterogeneous nature of criticisnelftsin the theoretical and
methodological problems of CA, and finally in thengral issues of linguistic
theory. Due to the effect of severe criticism, mlaig that CA fails to predict

interference and errors, the interest in CL hasrdshed.

Empirical research showed that many predicted ®rdadt not occur and many
unpredicted did occur. Predictions regarding difitig in learning should aim at
the creation of efficient teaching materials an@wti not concern the errors
themselves. The ultimate aim of comparing two laggs - from the pedagogical
point of view - should be the design of appropridémguage specific teaching
material which can ease the task of language legunihis claim is strongly

connected to the other application of CA, namelg thesign of testing

instruments. Lado argued that testing would be nmfegmative and effective if

the focus was predominantly put on the predictioh€A. Thus, the results of
contrastive studies not only provide teachers vmiportant guidelines about
what to concentrate on but suggest what to test@mchich degree to test (Lado
1957: 4-5, James 1980: 149). The findings of CAensrpposed to influence the
practice and not the process of teaching, meariag they have no direct
influence on classroom procedures. Hence, its pegeg applications were

“prepedagogical”’ (James 1980: 145). To sum uptan$1983: 159) points out:

Contrastive Analysis was not intended to offer avrmethod of
teaching; but it was a form of language descriptEeross two
languages which was particularly applicable to iculam
development, the preparation and evaluation ofhiegcmaterials, to
the diagnosis of learning problems, and to testing.

Lado (1957) not only claimed that some L2 learrpngblems can be predicted on
the basis of linguistic differences between L1 &2dbut also observed that L2
learning problems can be explained on the basisgiistic differences between

® For more information, see Alatis 198Bontrastive linguistics and its pedagogical imptioa.
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the native and the target language. If the targeguage structure has an
equivalent structure in the mother tongue, as weeslier, it was expected that
positive transfer will take place by which learnwdl be facilitated. If the target
language structure corresponds to a different &trecin the mother tongue
negative transfer is excepted to occur, which wiider learning. It would be
wrong, however, to think that contrastive analysishe ultimate answer to the
solving of foreign language learners’ problems. [kioal research (see, for
example Alatis 1979 in Ellis 1991) showed that GAdicts L2 learning problems
which do not occur and sometimes fails to prediobems which do occur. On
the one hand, CA predicted some errors but it lyleAd not anticipate all, i.e. it
underpredicted (e.g. Hyltenstam 1977 in Ellis 1984 on the other hand, some
errors it did predict failed to materialise, i.eoverpredicted (e.g. Dulay and Burt
1974 in Ellis 1991). As a result researchers haattept that predictions made on
the basis of contrastive analyses did not deliedialle information about the

actual learning problem.

To conclude, we can state that linguistic diffeesbetween the native and target
language do not automatically lead to L2 learningbfems and not all learning
problems can be retraced to linguistic differenicesveen L1 and L2. Therefore
contrastive analyses became limited to providingdtlyeses, predictions and

explanations. Their value is declared by Kzreszo\isk74: 281) as follows:

The pedagogical value of contrastive analysis isobeng less and
less obvious and the solutions therein more andememoved to a
remote area near the horizon [...]. The best thatrastive analysis
can do is to predict areas of potential mistakethaut making any
claims as to whether or not in what circumstantbey tare likely to
occur in actual performance.

Today it is no longer under discussion how muclglage teachers can profit
from contrastive studies: they provide informatiapout the potential areas of
interference, be it positive or negative, and detee the structures in using
which L2 learners are probable to experience diffjc The meaningful insights
that contrastive analyses provide can be of grepbrtance not only for language

teachers but also for textbook writers and languegeners. (Fisiak 1981)
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After introducingthe most important features of the Hungarian lagguand
giving an overview of the academic research inHougagarian linguistic scene,
Chapter Five addresses the topic of contrastivguistics in Hungary. After the
presentation of the most important works those bélldiscussed in greater details

which are relevant for the empirical research of gaper.

5. Hungarian Contrastive Linguistics

5. 1. Characteristics of the Hungarian Langagée

In this chapter | am going to provide a typolodigdlased description of
Hungarian showing the individual characteristics this language. | am
dispensing with the elaborative description of tw@mmar of the English

language as it is known by all of the readers isf plaper.

Hungarian, ormagyar as it is called in Hungarian, is a Finno-Ugriadaage
belonging to the Ugric branch of the Uralic langadamily. It has been separated
from its most closely related languages Mansi ahdrify of western Siberia for
about 2500 years. The nearest European linguistatives of Hungarian are
Finnish and Estonian, otherwise Hungarian is auistge island, sorrounded by
Indo-European languages which are not at all oy ah$tantly related to it.
Hungarian is spoken in Central-Europe, it is treestanguage in Hungary and
the native language of language minorities in tegmbouring countries. There
are about 14.5 million native speakers of Hungaredrwhom approximately 10
million live in modern-day Hungary. About 2 milliospeakers live outside
Hungary in areas which belonged to the Kingdom ohd¢ary before the Treaty
of Trianon was signed. Of these, the largest grafipabout 1,4 million
Hungarians live in Romania, others in Slovakia b&erUkraine, Croatia, Austria

and Slovenia.

" This section is based on Kiss 2002 and TérkenoHp2
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The Lexicon of Hungarian

An estimation of the total word count is difficgiince it is hard to define what to
call a word in agglutinative languages becausehef productive process of
affixation and the high number of compound wordse Texicon of Hungarian is
estimated to comprise 60 000 to 100 000 word, #rgekt dictionaries from
Hungarian to other languages contain 120 000 wardsphrases. In Hungarian
words are built around so called word-bushes kégkoros-koéroz-korotte-kerit-
kering-kergemeaning circle-round-circulate-around-get-revolvadmall of these
words are originally related to ,circle”. There amewide-range of compounds,

derivations and word formations from a single root.

Hungarian Grammar and Syntax

The placement of stress is regular, it is alwaysttn first syllable and the
remaining syllables all receive an equal, lessesst In Hungarian all syllables

are pronounced clearly and evenly, even at theoétitk sentence.

Hungarian is an agglutinative language type: maeatngnatical information is
given through affixes including suffixes, prefixasd a circumfix. Hungarian is a
very richly inflected language with complex nourdarerb forms. There are two
types of articles: definita, azand indefiniteegy. Nouns in Hungarian are formed
by stems followed by 5 "inflectional slots" (Torleay 2005: 19), i.e. positions
where inflectional suffixes can occur. These areorder inflectional suffix
indicating number, possession or person, nominssggsive, nominal possessive
number and finally case. For examplmrat-ai-m-é-i-t /friend-possessive 3rd
person singular- possessive 1st person singularssessive 3rd person plural —

plural — accusative/ meanitigose of my friends

There are 18 cases in Hungarian: nominative, atwesaative, illative, inessive,
elative, allative, adessive, ablative, sublatiugesessive, delative, instrumental,
causal-final, terminative, temporal, translative aféle (kinds of). Some of them
are primarily grammatical and mark the relationssabject, direct object and
indirect object, others are locative and expressoua spatial distinctions, still

others express temporal connections. As opposé&shgtish, Hungarian does not
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have a genitive case, the dative is used insteliccaes are lexically selected,
there are no grammatical function changing tramsébions like passivization. In
Hungarian possessive constructions the possesgedt b modified, not the

possessor as in English.

Verbs developed a complex conjugation system: etAenygarian verb has two
conjugations (definite and indefinite), two tengpast and present), three moods
(indicative, conditional, imperative), two numbésingular and plural) and three
persons (first, second and third). In Hungariarfedént verb forms are used
depending on whether the object of the verb isnitefior indefinite, consequently
there is a definite and an indefinite conjugati®he indefinite verb form is used
if the verb is intransitive or if it has an indafa direct object, and the definite
form of the verb is used if the verb has a defimieect object. The stem of
Hungarian conjugated verbs is followed by two posg where inflectional
suffixes can occur: the first indicates tense arabah the second person and
number. Present tense is unmarked, Past tenseriednaith the suffix—t or
sometimes-tt which appear after the stem and might be followga llefinite or
indefinite person or number suffix. The Past Tereserefer to any action or state
that took place sometime in the past — as theoalisone type of past tense there
are no restrictions concerning its use. Future figneot expressed by a separate
suffix but by lexical and syntactic means: in casbgen the sentence also defines
the time of the future event futurity is expresssdthe present tense, in other
cases by using the infinitive and the auxiliary @/wg - which meansvill - or by

other complex forms.

Further dissimilarities between Hungarian and Ehgtjrammar can be found in
many areas: prepositional meanings found in Englighexpressed in Hungarian
either by noun suffixes or by postpositions. Irstlespect postpositions are like
case endings, they supplement the case systemctid®e precede nouns and
have three degrees including base, comparativeapetalative. If the noun takes
the plural or a case, the attributively used adjectioes not agree with it. The
adjective must only agree with the noun if it isedisn a predicative sense.
Adjectives also take cases when they are used miithauns. Multiple negation is

possible and common: double or multiple negatiograammatically required in

sentences with negative pronouns. Negation miglexpeessed in the following
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ways: with the use of a negative partidem ho/, se-phrases /no-phrases/ like
nobody, nothingpr nowhereor by using the negative existential verb. Thesul
for question formation in Hungarian are also ddéfdr from the English ones:
Yes/No questions and their corresponding indicasigatences are syntactically
and morphologically identical, the difference ispessed only by intonation.
Furthermore, infinitive appears with personal egdimnd can take preverbs. In
Hungarian there is no gender distinction in eitheuns or pronouns. Personal
pronouns in the nominative and accusative casesrangitted unless the pronoun
is emphasised, contrasted or referred to spedificAk they do not require the

use of a personal pronoun Hungarian sentences iméghinbigous.

Hungarian is classified as an SVO language, sihcea null subject language,
the subject does not have to be explicitly stakdahgarian is a free word order
language: grammatical functions are not linked trmcsural positions in the
sentence as Hungarian word order is more semédnatiicdyntactic. Because of the
marking of the sentence elements it is not necedsarexample to place the
subject before the verb or the object after itrag&mglish. There is a symmetry of
structural relations: subject and object behava parallel way in many areas of
syntax. Hungarian has a discourse-driven syntaxotter of the constituents in a
sentence is determined by pragmatic rather thansymtactic roles. In the
Hungarian sentence there is agreement in sevaras af grammar: for example,
the verb agrees with the subject and with the defiobject. Sentences usually
consist of four parts: topic, focus, verb and test.r The focus of the sentence is
placed immediately before the finite verb, andché verb itself is focused on it is

placed at the beginning of the sentence.

5. 2. Academic research in English Linguists in Hungary

The scientifically based teaching of English in igary could not develop as
rapidly as desired because its prerequisite, csintearesearch on English and
Hungarian was in its infancy in the 1960s. The Harran linguistic scene was
plagued by the following weaknesses: lack of spistsan English linguistics and
in the teaching of English as a foreign languagertage of literature on English

and general linguistics and acoustic equipmenufidization in phonetic research
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on English and Hungarian. Older scholars and aditnators responsible for the
development of the English language resources ingHity felt the immediate
need to put the Hungarian academic research irgacatipn. As their efforts were
also supported by the younger generation of futunguists and teachers the
situation could go through a radical change. k& mmddle of the 1960s these
deficiencies could be overcome with the help off P¥ohn Lotz, director of the
Center for Applied Linguistics in Washington: hetnanly obtained funds,
provided books and acoustic research equipmentuiogétian institutions but
also, and more importantly, he began to evolve ldor a large-scale
international project for the contrastive analysisHungarian and Englisihe
Hungarian-English Contrastive Linguistics Proj&awvhich came into being in the
1970s. Another undoubted merit of Prof. John Lo#&s wis initiation of the two
most remarkable seried/orking Papersand Current Trends in the Language
Sciences The latter volume on contrastive linguistics, géhiwas edited by
Nemser, and to which Hungarian project researchkss contributed, included
the studies by Laszl6 Dezsn language typology and contrastive linguistied a
by Jozsef Csapd on the derivation of adjectivesriglish and Hungarian. (Dezs6
and Nemser 1980

5. 3. Contrastive Studies of Hungarian Schais’

The pioneering scholar of Hungarian contrastivguistics was certainly Janos

Sylvester who contrasted Hungarian with Latin foueational purposes.

John Sylvester'ssrammatica Hungaro-Latinawritten in 1536 and
first published in 1539, was a pioneering contiitnutto contrastive
linguistics. [...] Although the explicit intent of ih grammar was to
teach the Latin language, the implicit significaramfethis work for
Hungarian linguistics derives from the author'sceaure, which was
to compare and contrast, in passing as it wenehaarray of linguistic
data from Hungarian with the facts of Latin. (ThamA. Sebeok:
Johannes Sylvester, Foreword In: Budai 1979: 47)

® The project will be discussed in more detail it 5.4.
° The present chapter is based on Budai 1979.
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The need for the comparison of languages is prasethte Hungarian grammar
books from the middle of the Y%entury: in his 1853 work, Gyula Lajos Dallos
discusses the use of English in comparison to #e af Hungarian. In 1939
Andras Csorba compares Latin and German with hignendongue, Hungarian,
while Jb6zsef Willer contrasts English with Hungari@lthough Fries, Haugen,
Weinreich and Lado are regarded the prime mover®ofrastive linguistics, the
1943 monograph of the Hungarian scholar John Loézquled their works. His
article is the earliest significant work on Englisind Hungarian contrastive

linguistics in the American literature.

Although contrastive linguistic analyses were @atriout in growing number
abroad as well as in Hungary from the 1970s thegdtan linguistic scene could
not progress rapidly. Due to lack of means andnfired support, Hungarian
scholars carried out their research in America. 8l 1972 Contrastive
Research on Hungarian and English in the Unitedt&Staan article in the
Hungarian-English Contrastive Linguistics Projeetiess, offers an overview of
the contribution of American scholars to contrastresearch on Hungarian and
English. This survey, which was published in therkiftg Papers Series, includes
reviews of both contrastive and experimental worK$e articles include Lotz's
studies of 1943, 1966 and 1969 on number categoryHingarian noun
declension and comparisons of English and Hungan@rphophonemics,
Nemser and Juhasz analysis of 1964 for teachihgreidnguage to the speakers
of the other. Other articles in the series are 1B66 study of Balint Time
indication and sentences in Hungarian and Englishout ways of indication of
time in the two languages and the extensive canteastudy of the grammars of
the two languages by Orosz (n.d.) for pedagogicap@ses. An important
experimental study was written by Nemser (1961) tbe prediction and
explication of interference, another by Madaras26@), whose monograph

concerned contrastive analysis and error analysis.

As mentioned earlier, Hungarian contrastive linjlcisesearch was not very
vivid, milestones on the long way Hungarian cornivasresearch has gone in the
second half of the 2D century, are the 1971 conference in Pécs and the
publications of the Hungarian-English Contrastiweguistics Project. Apart from

a few MA theses and candidate dissertations, sstatlies in methodological
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journals and a small number of independent volumese published. Some of
these studies argued for the necessity of conteamalysis of the given foreign
language with the mother tongue. They discussettipies of general linguistics
(Mikéné 1963), methods of contrasting language esyst (Temesi 1972),
relations between language typology and contradinguiistics (Dez§-Nemser
1972) or the effects of homogenous inhibition ingaage contact (Juhasz 1970).
Other studies analyse and contrast certain sectbtise mother tongue and of
some international language. The pioneering camteastudies of the 1970s laid
the foundation of further contrastive research. Wueks include the candidate
dissertation of Korponay (1973) about the comparisbEnglish and Hungarian
verbal structures, Hegésl 1972 study about singular and plural forms ol
and Hungarian nouns and their meanings, problem#iwigarian questions
(Nadasdy 1973), comparison of English textbooksl uiséBritain and in Hungary
(Stephanides 1972), aspects of sentence prosoaggd\®75) or the contrastive

analysis of English prepositions and Hungarianpmstions (Keresztes 1975).

Budai (1979: 51-52) offers a summary of the mesftshe 1970s which for him

are the established close relationship betweenrasiinte analysis and foreign
language teaching and the deeper analysis of Miiein€e. Besides stating some
problems of the time, from which the most importisnthat the unity of linguistic

analyses and methodology only theoretically existsalso specifies future tasks
of Hungarian linguists. These include the needdarlear distinction between
general linguistic and language teaching methodcdbgresearch and the
development of the methods of contrastive analgsethat the research results

can be used more effectively in language teaching.

5.4. The Hungarian-English Contrastive Liguistics Project

The Hungarian-English Contrastive Linguistics Pcojgas one in a series of four
contrastive projects in East-Europe cosponsoredabynal scientific institutions

and the Ford Foundation. Prof. Lotz obtained Ansrisupport and achieved that
the project was jointly administered by the HungarAcademy of Sciences and
the Centre for Applied Linguistics of Washington(DThis project was designed
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both to contribute to English research in Hungarg 8o produce research results
of theoretical interest and practical utility. Teecond and third phases of the
project were sponsored by the Hungarian Ministry Egfucation and were
administered by the English department of the Eftuérand University. The
project was concerned with the investigation of simailarities and differences
between the English and Hungarian languages witplications for second
language acquisition. The objectives of the reseasere complex: 1) contrastive
description of salient aspects of English and Huaagaphonology, morphology,
syntax and semantics, 2) hypotheses regarding rtipications of the cited
structural differences and similarities for the wasdion of English by
Hungarians, 3) verification of the hypotheses thioweference to an extensive
error corpus and 4) identification and exemplificatof pedagogical strategies
suggested by the research findings. The reseasciitsef the project that started
in 1972 appeared in the periodid@brking Papersand in the volumes @&tudies
in English and Hungarian Contrastive Linguistigsiblished by the Academy
Press. The extensive results of project researeé also been published in other

Central European journals.

5.4.1. Working Papers No. 1

Two Papers on English-Hungarian Contrastive Phogglo

Lotz’s article on contrastive phonology consistswb papers; the first one is a
contrastive study of the morphophonemics of obstrwtusters in English and
Hungarian while the second one compares the glidéise two languages with

the purpose “to draw inferences from the comparigorthe language learning
situation in both directions” (1972a: 8).

5.4.2.  Working Papers No. 2

Script, Grammar and the Hungarian Writing System
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This 1972 paper of Lotz also consists of two pdtts: first one deals with the
Hungarian writing system and concerns, on the oaedh the relationship
between script and grammatical theory and, on tiwerochand, how script is
significant for the description of a language. Aest biography on script and
language is also included in this work. The secpad of the paper considers
Hungarian script in terms of graphemes and “outlinesystematic treatment for
the graphematic study of a language consideringhgmrae inventory, signal
formation in words and texts, and pragmatic aspeétscript” (Lotz 1972b:
Abstract). The conversion of script to speech drel itnperative are the other
central topics discussed in the author's work.

5.4.3.  Working Papers No. 3

Contrastive Research on Hungarian and English enlmited States

Nemser's 1972 paper not only provides detailedrmédion on the nature of

structural differences and similarities between IBhgand Hungarian but also
offers important insights to the field of contrastilinguistics and foreign

language acquisition. As this paper has already beentioned earlier (see p. 42-
43), | forbear from presenting it in detail. Theds of the discussion is narrowed
down to those articles that are relevant to my ecgliresearch.

5.4.4. Working Papers No. 4

Four Papers of the Pécs Conference on Contrastivguistics (Pécs, 14-16
October, 1971)
This collection was edited by Dézsnd Nemser in 1973 and consists of the

following conference papers:

The first paper,Language Typology and Contrastive Linguistiesjtten by
Laszl6 Dez§ and Wiliam Nemser, clarifies the task of typologyd its
relationship to linguistic theory. The subjects tfpology and language
acquisition as well as that of typology and contvaslinguistics are outlined. In

the closing section of the paper the authors trijni an answer to the question
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how research results can be applied to the deveoprof future language

programmes.

The author of the second paper entiti€édntrastive Aspects of British and
American English with Implications for Hungarian dreers of English,Eva
Di6sdy-Stephanides, contrasts the sound systermefican and British English
in order to make Hungarian English learners awatbeodifferences between the
two varieties. In the juxtaposition, qualitativedadistributional differences as
well as stress and rhythm are considered. Aftersvéind contrastive features of
English and Hungarian are presented to highligatdsimilarities and differences

between the two sound systems.

The third paper,interrogative Sentences in English: A language-teag
problem for Hungariansaddresses first of all language teachers. The gutho
Adam Nadasdy, describes and compares the two basistion types -Yes-No
questions and Question-word questions- in Englistt Hlungarian and makes
suggestions about the most efficient ways of temghtnglish interrogative

sentences to Hungarians.

A Contrastive Analysis of English and Hungariantberks of Englistby Eva A.
Stephanides contrasts “the pedagogically gradedseptation of English
grammar” (Stephanides 1973: 51) in Hungarian angliEimtextbooks. The study
consists of five sections, they contain generalcidigsons of the textbooks
analysed, describe the texts, compare presentatbrisnglish phonology in
English and Hungarian texts, other sections detd #&mnglish nominal and verbal
categories. The final section consists of a desonpof the order of presentation
of English tense and aspect and a discussion otrébagment of sentence word

order, clauses, gerunds and participles.

5.4.5. Working Papers No. 5

A Contrastive Study of the English and Hungariatiche

The goal of this contrastive analysis of Eva Stejbes from 1974 is to identify
similarities and differences in the use of detelrsn Its practical objective is to
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decrease interference of the mother tongue anckaeeiits facilitation by the use
of articles for both Hungarian learners of Engliahd English learners of
Hungarian. The study consists of two parts. Th&t frart presents a theoretical
framework for the research, it deals with the goesbf how determination is

expressed in the two languages. Determiners axided and defined, which is
followed by the classification of the system of Esig nouns contrasted with the
Hungarian noun system. Part one ends with the pi&isen of the relation of

determiners to nouns in noun phrases. The secandipthe study presents the
contrastive analysis of the use of articles in Eighnd Hungarian. Patterns for
article usage are described; differences and gitiela between the two

languages are stated explicitly. Each statemeillustrated with examples and
the identified similarities and differences sergebasis to form predictions about
learning difficulty for learners of each languagdée collected data is used for
verification of the predictions.

5.4.6. Working Papers No. 6

A Contrastive Analysis of English and Hungariant8eoe Prosody

Laszl6 Varga’'s 1975 monograph is a contrastive yaiglof British English,
American English and Hungarian sentence prosodg. difjectives of this study
are to confront the formal features of prosodicicey and their functional
distribution in the two languages. Furthermordriés to predict prosodic errors
in both directions, i.e. probable errors made byduian learners of English and
by English learners of Hungarian. The study seprewarily applied purposes; it
was carried out to provide a basis for the improsehof teaching materials and
teaching methods but it is also designated foricuum planners, textbook
writers and language teachers. The author hopéshaontrastive analysis will
yield a “fairly detailed and reliable map of whettee learner of the target
language is likely to experience interference (acilitation) from his base
language” (1975: 12).
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5.4.7.  Working Papers No. 7

Hungarian Postpositions vs. English Prepositionsdntrastive study

Kalman Keresztes’ 1975 study of English prepos#iand their Hungarian
equivalents aims at determining interlingual corgrees and contrasts between
the two languages for use in language teaching.objexctive of the study was to
“find and collocate the semantically equivalentnfiopatterns of the English and
Hungarian relation-making systems by contrasting tise of the individual
relational morphemes” (1975: Abstract). The focfishe investigation was the
relation between Hungarian postpositions and tlegjuivalents in English:
prepositions. Subjects of investigation were spatiation-word$® of the
directional type, spatial relation-words of the rdirectional type, temporal
relation-words and abstract relation-words. Thraughhe contrastive discussion
of semantic patterns interference predictions ana@ilated which have relevance

for language instruction programmes.

5.5. Hungarian Learner Language

Falling back on one’s previously acquired knowleddee it that of the mother
tongue or any other foreign language - is a wetivkn and broadly applied
method for compensating for the gaps in the leanenowledge. Hungarian
learners of English experience great difficultywihany English structures due
to either their non-existence in Hungarian or te tact that a given structure is
realised differently in Hungarian as in English.sBle Tense and Aspect further
problematic areas for Hungarian learners of Engéish Word order, Negation
and Articles. Rules concerning word order in Engliand Hungarian are
considerably different as the languages belongifierdnt language families.
Although it constitutes a major problem, word ordees not belong to the topics

that are devoted special attention in the classrdmglish and Hungarian arrange

2 The term “relation-word” is employed by Kereszig®en both postpositions and prepositions
are meant.
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the sentence constituents differently: the formas b relatively restricted word
order, where the basic word order is SVO; the lasta free word order language,
i.e. having a very flexible sentence structure Whis possible because
grammatical information is given through inflectednendings and not by the
order of the constituents like in English. In prasday English, case is only
relevant for personal pronouns, the position ofdbestituents is fixed: subject -
predicate - objects(s) - adverbial(s). An objeatr &xample, in an English
sentence is marked by its position in the senteimcelungarian it is marked by
the accusative case and the indirect object byl#tee case. Therefore teachers
of English to Hungarians should point out thesédi#nces explicitly and provide

learners with explanations and examples based minastive considerations.

In the following sections | will provide an outlirg the likely problem areas in
the L2 writings of Hungarian learners: Voice, Ters® Article usage. | have
chosen these three foci for detailed discussionaums according to my
experience, these constitute the greatest difficdtir EFL learners with
Hungarian mother tongue. The analysis of the gratcalaneans employed in
the two languages to express the same structulds waluable insights into the
problems Hungarians are confronted with while leagnEnglish. This is
especially true in case of the Passive voice aadiie of Present Perfect because
they are non-existent categories in Hungarian. Bylysng the corresponding
structures in the two languages it should be ptessdtell where students will
encounter difficulties and where learning will keifitated. The large extent of
dissimilarity within the two grammars, especialty the above mentioned three
areas, leads to the assumption that the percemtfag@nsfer errors would be
relatively high in these categories. The actua @ tL1 interference is given in
Chapter 11, where the major results of the analyside discussed.

5.5.1. Hungarian Means for Expressing Pasbieaning

One of the most remarkable points of discussiosuigly the use of the Passive
Voice. This verbal category, according to Keped@8@), is worth investigating

because there are deviating views about its foirwhalacteristics, its functions
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and its meaning. For Hungarian learners of Englisis of great importance
because Hungarian has no comparable category.dhskrthe Passive Voice is
used when the focus is on the action and it isim@brtant or not known who
performed the action. Therefore in a passive siredhe subject is the undergoer
of an action, not the initiator. Passive voicereditionally related to transitive
verbal predicates, however, there is no one-toretaion between voice and the
distinction of transitive and intransitive verbsef@nding on the context, many

verbs can be both transitive and intransitive.

Hungarian, on the contrary, uses active forms not m the active sense but also
to express the passive. The most frequently useoaleonstruction is the
person past plural active form as lifiegirtdk a leveletperf. prefix wrote-3
person plural the letter-accusative/ which litgratieansThey wrote the letter
However, there are some passive verbs in Hungawiaich indicate that the
action affects the subject and is done or initidigcdsomeone else, but their use is
very restricted and they occur mostly in set ptsasech verbs can be formed
with the following non-productive formantsat or -et, -tator -tet (the choice of
the suffix depends on the vowel of the stem, i@.ds with front vowels get front
vowel suffixes, words with back vowels get back ebveuffixes}' and the
indefinite -ik. Passive meaning in Hungarian might be expressttdome of the
following three alternatives: i) medio-passive \&rii) verbadverbial with the
suffix -va or -ve combined with the existential verb be and iii) tm#ple forms
with the suffixest, -tt, or -andoor -ends.

i) Medio-passive verbs have certain passive featurethk action they express
is conceived as either an independent one initidigditself, for example
felhalmozodik - it gets accumulateat, an action where an agent is implied as in
bemocskolédik - it gets dirty.

i) Verbadverbial with the suffixva or -ve in combination with the existential
verb be express the state of as the result of the ackonexampleThe door is
closedtranslated a#\z ajté be van csukva /the door in is close-adaeduffix -
va/.

2 On Hungarian phonetics, see for example, Korn8sHungarian Vowel Harmony.
12 The examples in this section are taken from Ke\68§.
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iil) Participle forms with the suffixes,-tt or with -anddor -end; are used mostly
in instructions and rules, for exampléhe rule is to be strictly followedn
Hungarian A szabaly szigorian betartandibhe rule strictly follow-present

participle with -andé suffix/.

As the above mentioned means - except for ii) ndastrange to the Hungarian
ear and are therefore very rarely used, Hungarias dternative ways for
constructing passive sentences. These include gasicah syntactic and lexical
structures and forms which are employed insteadhefpreviously discussed
forms. Alternative morphological means might be tise of definite conjugation
of transitive verbs and the selection of verbalfipes which imply a certain
perfective meaning in the equivalent Hungarian aksructure. Syntactic means
to express passive voice in Hungarian concern thel\order arrangement, i.e.
topic-focus rules and the application of split \@rprefixes. Finally, there are
lexical means which include a wide range of missebus phenomena, just to
mention a few: modifying words or adverbs of manr&pecs (1986) calls our
attention to the fact that these elements alwagsdioate because none of them

can on its own correspond to an English passivgsela

Following predictions can be made about the usehef passive voice by

Hungarian learners of English:

Prediction One: Learners will fail to recognise theed for the use of a passive
structure in those clauses where the Subject ingHiti@n is in Focus position,

which will lead to an underuse of the passive vota® example:

(1) ...mathematical methods were first employed l@pi@e Boole about 100

years ago.

Hungarian learners of English will tend to use ativa clause and produce —
depending on the level of proficiency - sentend&e First George Boole
employed mathematical devicesor. It was George Boole who first employed
mathematical devices.These sentences mirror the syntax of the correBpg
Hungarian sentence:Elészor George Boole alkalmazott matematikai

modszereket/First George Boole employed mathematical devicesisative.../.
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The underuse of the passive voice in similar cdstewots in the deviating

sentence structure rules.

Prediction Two: Hungarian learners of English valil to recognise the need for
the use of the passive voice when the logical subpé the first finite verb
coincides with the logical object of the secondovéior example:

(2) | arrived and | was taken to the hotel

translated into Hungarian adegérkeztem és elvittek a azallodaiparfective
prefix-arrived-£' person singular and perfective prefix-tak&Brson plural past
the hotel-in-accusative/. Instead of using the trighice Hungarian learners of
English will tend to translate the utterance lilgrand by doing so they will
preserve the active voice and the use of fAe@&son plural form of the verb,
resulting in something liké arrived and they took me to the hotatcording to
Kepecs (1986), this is an instance of the undeofisiee passive “stemming from
the hiatus in the knowledge of the target langude86: 58).

Prediction Three: Another significant differencencern ditransitive verbs in the
two languages which leads to learning difficultyurtgarian learners of English
will tend to encounter significant problems by eayphg IO topicalisation,

preferring an active structure instead. In Hungaitas very rarely that all three
participants of the action (DO, 10, by-agent) amplieit, mostly because the
definite conjugation of the verb makes the DO silpeus. Moreover, the

omission of the 10 is possible with those verbg tieguire the accusative for the

1O like ask, inform, telletc. For example:
(3) | was asked to do it

is translated to Hungarian ddegkértek, hogy csindljam megrefix-ask-3
person plural past me that do-imperatiVepgrson singular prefix/ which literally
meansThey asked (me) to da ungarian learners of English, Kepecs (1986)
argues, are not aware of the possibility of 10 ¢apsation to an adequate degree
and, consequently, this negative interference pmemon becomes the source of

the underuse of the passive with ditransitive vefliepecs, 1986)
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5.5.2. Equivalents of the Present Perfect

In the next part | will analyse the Hungarian eqlewnts of the English Perfect
and start the analysis with some recapitulatorygits on the basic peculiarities
of the Hungarian tense system. For most foreigguage learners this part of
grammar is the most difficult one to acquire buort, Wwhich the reason might be
the striking difference between the structures lné two languages under
discussion: English grammar differentiates betwéieme and tense whereas
Hungarian grammar does not. However, there are sexoeptions where, for
example, a present tense verb expresses futureatirmMajd megcsinalomater
perfective prefix-do-T person present singular/ meaningill do it later. On the
whole we can say that because of the simplicitthefHungarian verbal system
adverbials play an important role in expressingetifihere are twelve tenses in
English and only two in Hungarian, namely past ‘amah-past” (Papp, 1986: 99).
The Past is used if the speaker refers to pasteveaswed from the point of view
of the speech event for both single happening peated past events, the Non-
Past is used “to express timeless reference orrg@nevalid or habitually
repeated events” (Papp, 1986: 124). This single feasse corresponds to all
English past tense verbal forms, for exampientergo-1* person singular past/
corresponds td went, | have gone, | have been going, | was goiritgad gone
and | had been goingThe verbal predicate in Hungarian expresses ipaler
character, ii) time, iii) mood, as well as iv) thebject of the verb and v) whether

the verb has a definite object complement or not.

Generally speaking we can say that the underuseceftain tense always yields
the result of overusing another tense. WhereveHtunggarian learner fails to use
the correct English tense he or she chooses andtber the multitude of
alternatives as opposed to the common belief thi&wing the rules of their
mother tongue Hungarian foreign language learndfonly use Present Simple,
Past Simple and Simple Future. Based on Papp (198@)l elaborate on the
Hungarian equivalents of the English Present Per@c show why a clear
understanding of its meaning is so problematicHangarians. Papp begins his
discussion with the much suggestive statement ‘thhe proper use of the

English verbal forms has long been a mystery togduan learners of English®
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(1986: 88) which prepares us for envisaging grefiicdlties in this part of
English grammar.

English Present Perfect and Hungarian Present

The verbal meaning that these two tenses expresthair relationship is defined

by Papp (1986: 128) in the following way:

The English Present Perfect corresponds to Praséhingarian if the

Perfect refers to an action/state which began enpast and is still
going on at the moment of speaking, that is, ifdbgon/state is not an
accomplished fact at the point now.

The example below illustrates this claim:

4) He has lived in Budapest since 1990.
1990 ota Budapesten €l /1990 since Budapeatieclive-g-a/.

For the discussion, let us compare the above semtegith the following example,

which demonstrates the elementary usage of thefrégnse:

(5) He lives in Budapest.
Budapesten él /Budapest-locative live-g-g/.

As we can see the Hungarian equivalents of the etitnglish sentences are
identical, the difference between them cannot beressed by the verb. The
Hungarian Present is only concerned with the fhat the action/state is still
continuing at the moment of speaking and disregtredact that it began in the
past which explains why Hungarian learners of Ehglise the Present tense in
such contexts. This necessarily implies the undeafighe Present Perfect in the

TL speech and writing of Hungarian English learners
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English Present Perfect and Hungarian Non-Present

Papp (1986: 137) describes the correspondence betiveese two tenses as

follows:

The English Present Prefect corresponds to NoreRtra&s Hungarian

if it indicates the occurrence of an action or #qise of a state in or
for a period of time extending from some time i tpast till the

moment of speaking provided the state does notsexike action does
not continue- at the moment of speaking.

The example below illustrates this:

(6) He has lived in Budapest for twengass. (Now, he may be living
elsewhere)

Hasz évig élt Budapesten /Twenty years livét-Berson singular
Budapest-locative/.

Another difficulty arises here where the Engliskedent Perfect tense has another
Hungarian equivalent besides Present Simple: Thanmg of the sentence
implies the fact that the action does not contiatithe moment of speaking and
therefore the past tense of the verb is used ingHii@an. If learners disregard the
hint that for or since respectively provide, an error can easily occurtles

meaning of the sentence suggests the use of th&Pgse.

The English Present Perfect corresponds to NoreRtem Hungarian if it

expresses an indefinite past action or state. kample:

(7) He has already been to Budapest.

Mar volt Budapesten /Already was-g-g Budapest-ioeat

This usage of the English Present Perfect is tlobgily most difficult one to
acquire: we can predict that Hungarian learneisrgjflish will fail to use Present
Perfect and overuse Past Simple in the places wdmzerding to the rules of
English grammar Present Perfect has to be used.ribst frequent type of error
is probably due to the inappropriate applicationtloé TL rules. Instead of
sticking to the rules learners take the Hungarianbvform of the intended

message as a basis and translate it into Enghshluhgarian, as we have seen
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earlier, there is only one tense to refer to asfistates before the moment of
speaking therefore it is used to indicate actigatds both in the definite and
indefinite past. The equivalents of the followinggot English sentences are
identical in HungarianOlvastam ezt a konyvéead-' person singular-past this

the book-accusative/:

(8) | read this book yesterday.
(9) | have read this book.

Papp (1986) concludes that further difficulty asisghen there is no adverbial in
the sentence, or, when there is one that can tefboth definite and indefinite
past. In such cases the function of the verb shibelldxamined in a wider context

to find out what past it refers to.

Other frequent errors concern the English tenseks wi without any existing
relationship to Hungarian. One of them can be foumthe use of the Present

Continuous for Present Perfect in sentences like

(10) | am learning English for three years.
Harom éve tanulok angoltiree years since learfi*person singular
English/.

The right tense, Present Perfect Simple, expremsexction that still goes on or
has stopped recently, but has an influence on tlesept. Because of the
continuity of the action learners tend to forgedttkhis tense is used to put an
emphasis on the result of the action and not onattien itself. Although an
evergreen example liké have cut my finger — it is bleedings presented in
almost every EFL classroom to demonstrate thereifilee, most students struggle
with the use of this tense. Not so often as theé Biasple the Past Perfect is used
instead of the Present Perfect, for which Papp §1®8®) provides following
example: €inema had been invented already, and they are usejul for us
This error can not be traced back to mother tomgiigence but to the inability of
the learner to take apart the different Englistsésncorresponding to Hungarian
past tense. Mixing up tenses is a frequent erroongrHungarian learners of

English.
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5.5.3. Atrticle usage in Hungarian

Next, following Stephanides (1974) we will haveomk at the rules governing
article usage in the two languages with special lesis laid on the Hungarian
rules. In order to identify similarities and difégrces in the use of articles | will
give a definition of determiners and provide a tbraescription of the

characteristics of the different articles.

One could assume that in a language where nouns hawender, the rules
concerning the use of articles is easy, compardgdeionan or French, but as we
will see this is not the case. Both in Hungariad Bnglish there is a closed set of
grammatical words which are used to express degoéesfefiniteness. These
function words, or determiners, can modify the nérom different positions, but
in this section | am only dealing with a small sétpredeterminers: articles. In

both languages there are three articles: defimtefinite and zero.

The Hungarian definite article has two versianandaz, depending whether the
word following the article begins with a consonanta vowel we use& or az

respectively. The definite article in both languageay occur before singular as
well as plural forms. Generally speaking a defirdtécle is indicating that the
noun in question is already known by the speakemfter) and the hearer (or
reader). Its name also refers to the fact thatbieg or object in question has

already been defined or is clear to the speeclicgmts from a situational basis.

Contrarily, the indefinite article introduces ankaown object or being, which
has not been mentioned by the speaker in the disequeviously. In addition it
indicates that the word it precedes denotes awighddl member of the class, but
does not specify which member. In English the imdief article can also express
genericness. It is used with singular countablensomn both languages. The
indefinite article in Hungarian iggy, which coincides with the numerahe
therefore obviously there is no plural indefinitti@e. In Hungarian the presence
of the definite article is closely related to theegtion of the conjugation of the
verb. There are two sets of personal inflectiondfixes, one for the indefinite
conjugation and one for the definite conjugationh@ the noun in object

position is preceded by the definite article thebvés used in the definite
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conjugation. For learners of Hungarian as a tdeggjuage this is probably one of
the most difficult features of the Hungarian langeiaFor exampfé:

(11) Péter szeret egy csinos lanyt /Peter-fmre morpheme for'3person
singular indefinite conjugation one pretty girl-asative/
Peter loves a pretty girl

compared to the sentence with a definite object

(12) Péterszereti a csinos lanyPéter love-zero morpheme fof Person
singular definite conjugation, the pretty girl-asative/
Peter loves the pretty girl

Zero article was generally neglected earlier, &ti important to know when and
why we have to omit an article. The absence of dhcle, according to

Stephanides (1974: 24), “does not always indichée & noun (1) has lost its
nominal function, [...], (2) is not used as a phrdsead, [...], (3) is not

determined, [...]". In literature on modern linguest the zero article has received
growing attention and has become an important ipagontrasting the use of
Hungarian and English articles. Most nominal cargtons in both languages

contain one of these articles.

There are countless rules regulating the use ddrtingde which are fairly different
in Hungarian and English but | restrict my discassonly on those cases which
are interesting from the point of language transfBne occurrence of the
instances of negative transfer is expected to laively high as in the case of
articles we are talking about separate units:afriers have not acquired the rules
concerning article usage completely they will fadick on their native language
patterns and so they will make errors. A furthemfasion might result from the
formal similarity between the Hungarian definité@e and the English indefinite

article.

3 The examples are taken from Stephanides 1974: 22.
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6. Error Analysis

6. 1. What is Error Analysis?

At the beginning of the 1970s the credibility of @@s seriously damaged and it
finally lost the influential role it once held imiguage pedagogy. As we have
seen it has been attacked from numerous sidescrheism concerned its
theoretical foundations, its linguistic basis asllvees its practical usefulness.
Many of the predictions of TL learning difficultypfmulated on the basis of CA
turned out to be, to use James’ (1998: 4) wordghée uninformative (...) or
inaccurate”. The fall of CAH was inevitable as dtaims were too extreme. The
paradigm that replaced CA was Error Analysis: acess that involved the
independent and objective description of the legsniterlanguage and the target
language itself and the comparison of the two ideorto locate mismatches.
James (1998) describes the alternative paradigoilaw/s:

The novelty of EA, distinguishing it from CA, wakat the mother
tongue was not supposed to enter the picture. [Ha gvas made that
errors could be fully described in terms of the Without the need to
refer to the L1 of the learners. (James 1998: 5)

The study of errors is carried out by means of EAmalysis (EA), which consists

of a set of procedures for identifying, describargl explaining learners’ errors.
Error analysis, the approach aiming at the undedstg the process of SLA, saw
its heyday in the 1970s. Error analysts were isterk in conducting empirical

research into the nature and cause of deviatiom fiee target language norms.
Error analysis, according to James (1998), is &tly of linguistic ignorance,

the investigation of what people do not know and lleey attempt to cope with

their ignorance” (1998: 62). EA can be summarized grocess of compiling a
corpus containing deviations from the L2 norm; sifgéng the errors by type and
looking for possible sources that explain theirusocence. In other words most
linguists doing EA divide the process into thresgsss: recognition, classification
and explanation. Although recognising an error ist wlifficult for most

researchers it is still not straightforward in siluations what is regarded as an
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error and what is acceptable. The criteria of atat®fity might vary according to
the situation in which the learner is engaged whpiggforming in the foreign

language and on variable factors like age, motwatability or type of activity.

6. 2. The importance of errors

The most influential linguist in the field of EA ismdoubtedly S. P. Corder, whose
seminal articleThe Significance of Learner Erro(d967) introduced significant
concepts into SLA research. Corder was the firsh wtivocated the importance
of errors in the foreign language learning procass argued for a shift of focus
from the learning process to the learner. Elli9@)Sclaimed that “it was not until
the 1970s that EA became a recognised part ofeppiiguistics, a development
that owed much to the work of Corder” (Ellis 199¥). One of his important
contributions is the recognition in which ways lear's errors are important for
students, teachers and researchers. Corder aska&pides the traditional -
pedagogical - role new roles to EA which offer d&epsights in the process of
language acquisition. Corder (1967) identified ¢hkgays in which errors are
significant: Firstly, based on a systematic analysirors can tell teachers how
much the learner has already learned and whathaishe or she has to acquire in
order to reach proficiency in the target langugggcondly, errors are significant
for researchers as they provide evidence aboupribeess of language learning
and offer insights into the diversity of procedueesl strategies learners employ
in their discovery of the language. Finally, errare also important for language
learners as Corder (1967) argues, making errordearegarded as a device the
learner uses in order to learn. By making erroesners test their hypotheses

about the nature or the target language.

6. 3. Attitude towards errors

Before 1960s the behaviouristic view of languagarriang prevailed, learner
errors were regarded as “regrettable by-products2ofearning” (Van Els et al.

1984: 49) and were not given much attention. Ineyes of structuralist linguists,
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learning was regarded as changing habits. For dherants of this school, an
error was a failure to respond automatically tdikus. In their view, as we
have seen in Section 4.3, the occurrence of ewassexpected when new habits
had to be acquired or when the L1 and L2 featurgglal/ed differences. They
also claimed that problems would arise when thenkyafailed to respond with
the correct response to a particular stimulus. drilg concern about errors related
to the efforts of their avoidance and correctiorspegtively. From the
behaviourist perspective an error equalled wrongpaase to the stimulus
therefore it had to be corrected immediately sa fit& reinforcement could

follow.

As behaviourism was severely challenged it gave teagognitive psychology
which brought about a shift of thinking in SLA reseh and pedagogy: the
attitude towards errors underwent a considerabkngd. The acceptance of
cognitive psychology as an explanation of languagguisition had immediate
implications on the treatment of errors. While ieag the target language - in the
post-structuralist view - the learner makes assiomptabout the structure of the
language. On the basis of these assumptions hesfbiypotheses about the
structure of the language and tests them on thgudge production of native
speakers. Wherever the learner formed an incotrggbthesis an error would
appear. The analysis of learner language allowshtza and researchers to collect
information about the learning process and the Idpweent of the learner’s
knowledge. The incorrect hypotheses about the tdagguage also pinpoint the
areas that have to be revised and elaborated.sk:trair types and causes were
paid growing attention which led to a flourishinresearch in the 1970s and
1980s. (Van Els et al. 1984)

6. 4. Treatment of errors

A comprehensive overview on the topic of error eotion and error treatment in
general is given by Krumm (1990). He proposes digesattitude towards errors
in the classroom and also in research, emphasisovg important it is that
learners are not discouraged to speak and to peadfrrors provide us with
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indispensable information about what goes on inl#aner's mind, about the
strength and weaknesses in the learning processpiiimary concern, of course,
is the learner and his development, therefore wee a make the learners
understand how important it is to identify and ectrerrors. Students have to
change their view from regarding errors - using r{no’'s word - as
“Leistungsversagen” (meaning failure of achievem&800: 99) and see them as
necessary and encourage them to seek their cometttrough self-monitoring
and/or through the teacher. If learners regardreras a necessary step towards
full mastery of a language they will be more mateehand less self-critical. It is
important to note that errors are not only indicstof the learner’s level of
proficiency but also a tool for teachers to gedfssck from the development in
the learning process. Errors determine the areagashmar on which teachers
have to put special emphasis by explanation anctipea By concerning the fact
that there is still no consensus about the mostieft method of language
teaching it becomes obvious how important it isgean as much insight as
possible not only from designed research situatlmsalso from the everyday
classroom situation. In spite of the fact thathesis mainly focus on errors in the
language production of their learners, which leladsegative connotations in the
pupils’ minds, error correction must be seen asaegss which has a positive

influence on language learning.

Another interesting point in error treatment is theestion of comprehensibility
and accuracy: language learners are encourageoht®mtrate primarily on the
meaning of the message and not on the grammaticalracy of their foreign
language production. Communication oriented teaghwhich continues to be
popular in Europe, emphasises that the aim of lagguteaching is the
establishment of communicative competence and sldaimat focus should be
shifted from form to meaning in the foreign langeaglassroom. This
consideration creates a link to an interesting fagi®n of Norrish (1983): in
order to avoid appearing as a fool for the teacrat the classmates students
tailor their intended message to the available adetools they have at their
disposal to express themselves in the target layjggua case of most language
learners the fear of making mistakes is so big ey either do not say anything

or if they do the correctness of the message besanwe important than the
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actual content the learner wanted to communicaberidh (1983: 2) states it very
plainly:
The learner is not so much concerned with attergbnexpress what
he would like to say, [...], as rather with sayingawvhe thinks he can
without making mistakes. The actual substance ef riiessage is

relegated to second place while the learner coretest on the
‘correct’ form of what he is trying to say.

Such an attitude must be avoided; students mushteuraged to experiment and

to look for alternative ways of expressing thegad.

6. 5. Contrastive Analysis and Error Analysis

From the historical point of view, as | have alreadated earlier, EA can be
regarded as the descendant of CA. The naive assumipgt errors will only
occur at the points of divergence between the laggsi was soon proven wrong
after the claims were tested against empirical.d@fasucceeded in supplanting
CA because the latter was not a research tool feestigating how learners
acquire a foreign language but a means of analysinguage with a double
purpose: on the one hand, it provided an explandtiowhy learners make errors
and, on the other hand, a tool for identifying #hasructural areas of the target
language that were believed to be problematicterforeign language learner in
learning the target language. Whereas CA lookednfy the learner’s native
language and the target language, EA provided &adetogy for investigating
learner language. For this reason EA constituteapgmopriate starting point for
the study of learner language and L2 acquisitighwE&s not a new development;
the analysis of learner errors has long been agbdeinguage pedagogy. French
(1949 in Ellis 1994), for example, provides a coel@nsive account of common
learner errors? Such traditional analyses lacked both a rigoroaethodology and
a theoretical framework for explaining the roleyad by errors in the process of

* For more information see, for example, French 1&4Bee 1957.
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L2 acquisition. It was not until the 1970s that BAcame a recognised part of

applied linguistics. (Ellis 1994)

Sridhar (1981) summarises the arguments why EAdceutceed in taking over
the place of CA in SLA research: error analysis dal exclusively deal with
interlingual transfer thereby it made allowancetioer possible error sources like
overgeneralization, faulty teaching and learnimgtsgies as well. EA was a more
adequate pedagogical tool as it did not suffer ftbeninherent limitations of CA,
which dwelt mostly on theoretical problems. ConlyaEA was more suitable for
pedagogical purposes as it provided data on achtisted problems. EA was
more directly connected with language usage whe@asoncerned primarily
the study of competence. Finally, by the end of0ESthe linguistic scene (among
others Banathy and Madarasz 1969; Richards 197&bachter 1974) agreed
upon an auxiliary relationship between CA and EAwihich EA has its main
importance in testing the predictions of CA andsupplementing its results.
Madarasz (1968 in Nemser 1972) claims that nettbetrastive analysis nor error
analysis alone can serve the purposes of foreigguige pedagogy: the former
approach is needed to lend structure to the irgegsdin of the learning problems

identified by the latter approach.

While error analysis seems to be a more efficient for predicting

the learning difficulties accurately and the onlgans of predicting
the degree of difficulty, contrastive linguisticadysis is indispensable
in the process of evaluating the predicted diffiesl Thus, these two
approaches supplement each other in such a wagthgibyment of

both is required in the process of writing a pedpcgl grammar.

(Madarasz 1968: 234 quoted in Nemser 1972: 40)

The claim of assigning EA a supplementary role I& asupported by other

linguists, for example Fisiak (1981: 7):

Psychological and pedagogical, as well as otheakxguistic factors
contribute to the formation of errors; thereforeoelanalysis as part of
applied linguistics cannot replace contrastive isidbut only
supplement them. Contrastive studies predict errersor analysis
verifies contrastive predictionsa explaining deviations from the
predictions.
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6. 6. Classification of errors

6.6.1. The error/mistake dichotomy and suppleargrdategories

During the second half of the 1970s which was tegdhy of EA, numerous
attempts were made at classifying second languagesgi.e. assigning them to
various linguistic systems or categorising thenoatiag to their assumed causes.
Errors can be classified in numerous ways, jusmémtion a few according to
linguistic levels (grammar or pronunciation), tarfo(omission or insertion) or
according to types (competence or performance gr@tc. The best known
publications on the causes of errors can be founteaders edited by Nickel
(1972a), Oller and Richards (1973), Svartvik (197Rjchards (1974) and
Schumann and Stenson (1975) (in Van Els et al. ;1981 Before we open a
discussion on error analysis, it is indispensablelarify some basic terms and

categorise errors.

A crucial distinction, which was put forward by Riorder (1967a)has to be
made between systematic and non-systematic ei@usler originally drew a
distinction between three types of deviations fritva target language form: he
labelled the grammatically incorrect foremror, the socially inappropriate form
mistakeand called the slip of the tonglepse A lapse is a wrong usage of a
certain form, as Norrish (1983) lays down, it beiétke relation to whether the
given form has or has not yet been acquired or leneit is in the process of
being learnt. A lapse can happen to anyone at iamg, which is probably the
reason why this triple distinction did not becomemeon. The generally

accepted classification consists of the terms emndrmistake.

A mistakeis an “inconsistent deviation” (Norrish 1983: &rh a linguistic item
of both, an L1 and an L2. Based on the fact thatakes are performance errors
Corder (1967a) claims that they are of no signifeceato the process of language
learning. Making mistakes frequently happens duen&mory lapses, tiredness,
and stress or in situations when the speaker suffem strong emotions like
indecision. Corder (1967a) defines mistakes as éntiious artefacts of

linguistic performance and [which] do not refleaefect in our knowledge of our
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own language” (1967: 24). James (1998. 78) destribemistake as being an
instance of language that is “either intentionallyunintentionally deviant and
self-corrigible”. Speakers are normally immediatalyare of these errors and are
able to correct them without any help. What hasls=ed is true not only for L2
speakers of a target language but also for speakdiseir first language. It is
important to emphasize that the rule is known leygheaker but for some reason
he or she fails to utilize it correctly. Therefongstakes in the learning process are

of no interest for language teachers and educdtiesaarchers.

Unlike mistakesgerrors indicate “faulty knowledge of the grammar of th2”"L
(Van Els et al. 1984: 172). An error is a grammnalycincorrect form which
violates the rules of the given language and tloeeesignals that the speaker has
not learned the rule of the target language yetrkrwhich reflect deficiencies in
the learner’'s knowledge of the target language,acday be found in the language
usage of non-native speakers (Van Els et al. 19849rs provide evidence of the
state of the learner’'s interlanguage and reflea tharner’s interlanguage
competence. Mistakes are characteristically unsyate, i.e. they cannot be
classified and do not follow any rule or, while g of competence are
systematic: they reveal the learner’s underlyingwedge of the language, what

Corder as called “his transitional competence” (X %5).

Besides the distinction presented above other ititzggons were also set up by
other linguists. Edge (1989 in James 1998), fongta, divided deviances which
he puts under the cover temistakesnto three types: slips, errors and attempts.
Slips are caused by carelessness or processing probkema) could be self-
corrected by the learner&rrors indicate a lack in the student’'s knowledge;
therefore they cannot be self-corrected even if #re pointed out by the teacher.
Edge labels those strings of worlsemptsthat are almost incomprehensible and
lead to the breakdown of communication. Hammeflg9(l in James 1998)
identifies two main categories of deviance: distms and faultsDistortions
Hammerly believes, are unavoidable and necessarglaould be ignored by the
teacher. Distortions reflect whether or not a Ttnichas or has not been taught.
Faults on the contrary, occur with known TL items durithg learner’'s attempt
to express his ideas freely with foreign languagectures that he has not learned

yet. A typical example of faults is overextensieither of the side of the learner

71



or of the teacher. A further classification of dewe is offered by James (1998)
who differentiates among four types of performantzlures: slips (or
alternatively lapses), mistakes, errors and sotexigdames’ terminology &lips,
mistakesand errors corresponds to that of Corder and will thereford he
described again. James defines the fourth categawlgcisms as follows:
“Solecisms are breaches of the rules of correctasdaid down by purists and
usually taught in schools” (1998: 83). James arglasforeign language learners
- “due to heavy exposure to correctness-basedurtigin” (1998: 84) - tend to
offend less against purism than native speakesstaise intuitions often conflict
with solecisms. Such breaches of the rules aregfample, split infinitives or

dangling participles. (James 1998)

The crucial question is how to decide whether diqdar deviation from the
norm is an error or a mistake. One way is to datenwhether the learner
alternates between the erroneous form and theatdoen. If so we can assume
that the erroneous forms are mistakes rather thanseas the use of the correct
forms suggests that the learner has already medstlee rules of the target
language but he is not yet capable of applying thédth the same degree of
accuracy as a native speaker. If the learner pesdacdeviant form consistently
we can assume that there is a clear gap in thedéail.2 knowledge which is the
cause of making errors. However, it would requive tearner to use the same
lexical item at least once correctly and once irexity in the same act of speech
or written performance. Otherwise it is almost iegible to detect whether the
learner in fact mastered the correct form and ithé@dtions concerning its use. A
more reliable solution to this problem could beeodd by self-monitoring and
self-correction of the students. If the studentaide to correct the erroneous
utterance it means that he is aware of the ruldshbufailed to apply them
correctly. On the whole, in many of the cases, carenot tell for sure whether a
student has not yet fully acquired a certain lisgaiitem or whether the deviant
construction is just due to lack of concentrationsome context he/she might use
a linguistic item appropriately while in anothemtext he/she might fail to use
this particular structure (Ellis 1997: 17):
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Errors reflects gaps in a learner’'s knowledge; tbegur because the
learner does not know what is correct. Mistakesecefoccasional
lapses in performance; they occur because, incpéati instance, the
learner is unable to perform what he or she knows.

6.6.2. Interlingual versus intralingual errors

Within an EA framework the basic distinction is realdetween the two main
error types: interlingual and intralingual. First will introduce this basic
categorization and than have a closer look at thssifications put forward by
Richards (1971) and by Dulay and Burt (1974b).

Interlingual errorsare native language dependent; the learning proldecaused
by the structure of the L1 and can be tracked badikguistic difference between
the source and the target language. Interlinguargraccording to Van Els et al.
(1984: 51), “are traditionally interpreted as iféeence problems” and are those
deviations that result from transfer from the natianguage. As discussed in
Section 4.4., the Contrastive Analysis Hypothesisoants for all errors in this
way. Intralingual errors on the contrary, only concern the target language
structure: the learning problem relates to the efargnguage - notably an
overgeneralization of the TL rules - and manifessuniversal phenomena. Ellis
and Barkhuizen (2005: 65) conclude that “intralialgerrors reflect the operation
of learning strategies that are universal, i.edent in all learners irrespective of
their L1". The definition provided by Gass and 8kér (2008) is similar to the
former one, in their view “intralingual errors d®se that are due to the language
being learned, independent of the NL [native laggla (2008: 103). They
conclude that one would expect speakers of a wadety of first languages to
produce similar intralingual errors. Consequenthyralingual errors are not
predictable on the basis of CA. According to th@rabvist view intralingual

errors are a consequence of the development aftierdanguage.

Richards (1971) suggested the distinction betwenterlanguage errors,
intralingual and developmental errors on the baéikis belief that interference

errors occur as a result of the use of elementa fsone language while speaking
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another. Intralingual and developmental errors r@gardless of the learner’s
language background. Richards (1971: 173) descthmad as follows:

Rather than reflecting the learner’s inability eparate two languages,
intralingual and developmental errors reflect tharher's competence
at a particular stage, and illustrate some of teecal characteristics
of language acquisition.

Richards (1971) is one of the first who attemptsdascribing L2 learning
problems on a non-contrastive basis. He differéedidbetween intralingual and
developmental errors and provided the followingcdesions of the two kinds of
errors: “Intralingual errors are those which refldwe general characteristics of
rule learning, such as faulty generalization, inptete application of rules and
failure to learn conditions under which rules apgi971: 174). Developmental
errors “illustrate the learner attempting to build hypotheses about the English
language from his limited experience of it in tHassroom or textbook” (1971:
174). In his 1971 article he claimed that thesersrare typical of systematic
errors in using English as an L2 and the origithese errors is found within the
structure of English itself. Using data collecteyl dihers, Richards studied L2
errors of students from various L1 backgrounds raotéd error types which were
present in the learner language of most studemsh® basis of these error types
he set up subcategories of common errors which hbelled (i)
overgeneralization, (ii) ignorance of rule restdnt (iii) incomplete application

of rules and (iv) false concepts hypothesized.

(i) Overgeneralizatiomnvolves the creation of a grammatically incorrsicticture

by merging two grammatically correct structures. Bichards’ definition it
“covers instances where the learner creates amtestiaicture on the basis of his
experience of other structures of the target laggu&1971: 174). Examples of
overgeneralization arent can singgwhich can be seen as the combination of the
regular structurele can singandhe sing$ or *yesterday | go to the university
The latter example illustrates an instance of oseegalization in association with
‘redundancy reduction’ (Richards 1971): the faibfr@applying the-ed marker. It

is left out because it does not carry significamtecast for the learner - past tense

is more obviously indicated, namely lexically.
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(i) Ignorance of rule restrictionsaccording to Richards definition, “is failure to
observe the restrictions of existing structurest ik, the application of rules to
contexts where they do not apply” (1971: 175). Ttyige of error is closely
related to the generalization of deviant structwed is a type of transfer as the
learner is making use of previously acquired rulgsme rule restriction errors
occur because the learner draws analogy betweesituations and by ignoring
the limitations he might violate a structure andnoaits an error. Ignorance of
rule restriction is a major cause of errors in tise of prepositions: the learner
encounters a particular type of preposition witke @arb and is attempted to use it
by analogy with similar verbs. Some examples fagesaid to mdeads to he
asked to meor go with himproduces follow with him However, these errors
could also be analysed as overgeneralization gétdanguage rules.

(i) Incomplete application of rulelabels “the occurrences of structures whose
deviancy represents the degree of developmenteofules required to produce
acceptable utterances” (1971: 177). One systerddficulty that can be observed
among L2 learners is the use of questions. L2 &rarrcan succeed in
communication without having mastered the rulegusstion formation which is
presumably the reason why they are not motivategbutiing efforts in the
production of grammatically correct sentences.

(iv) Errors belonging to the categorfralse concepts hypothesizedre
“developmental errors which derive from faulty caeipension of distinctions in
the target language” (1971: 178). Typical examptascern tense and aspect: the
form was may be interpreted as a marker of the past tehsee(day it was
happenell or may be understood by L2 learners as a mark@rasent tense,
resulting in utterances like He is speaks FrenchSuch errors, Richards
concludes, might be due to faulty rule learningpoor gradation of teaching

items.

The other famous categorisation of L2 errors ikdahto the names of Heidi C.
Dulay and Marina K. Burt. Dulay and Burt (1974)ditd the erroneous English
utterances of Spanish speaking children and dredisanction among four

categories: (i) interference errors, (ii) developtaéerrors, (iii) ambiguous errors
and (iv) unique errors. The categorisation framdéweill be presented by using

Dulay and Burt’'s own terms and definitions:
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() Interference-like Goofel974: 115) are those errors that reflect naawgliage
structure, and are not found in L1 acquisition daftdhe TL. Dulay and Burt's
example is hers pajamasthe expression, which wgsoduced by a Spanish
child, reflects Spanish culture, and was not preduay the other children.

(i) L1 Developmental Goofd974: 115)re those errors that do not reflect native
language structure, but are found in L1 acquisitata of the TL. The erroneous
structure He took her teeths offroduced by a Spanish child does not reflect
mother tongue influence but an overgeneralisatypically produced by children
acquiring English as their L1.

(i) Ambigous Goof§1974: 115) are those errors that can be categgbasz either
Interference-like Goofs or L1 Developmental Gooffie next example might
belong to either of the first categorieSetina not can gas a typical example
that reflects Spanish L1 structure but also a slpecror American children make
by learning English as their native language.

(iv) Unique Goofs(1974: 115) are those errors that do not reflectstructure,
and are also not found in L1 acquisition data ef Th.. The errorfHer name is
Victor produced by a Spanish child neither reflects erflee of the Spanish
structure nor is it found in the language acquisitilata of monolingual children

of English.

Today most researchers make a straight-forwardndigin between errors that
concern the use of only one language and those ah#ivo languages and
consequently apply the categories ‘intralinguabes’rand ‘transfer errors’. Just to
mention a few names, Ellis (1990), James (1998)Gask and Selinker (2008) -

the latter has been quoted in Section 6.6.2.

6.6.3. Global and local errors

Burt and Kiparsky (1972) put forward a distinctioof errors relating
comprehensibility of the sentence containing threreiThey suggested two types
of errors, global and local, depending on their agtp errors that affect the
interpretation of the whole sentence are calitmbal errors while errors that

affect only a part of the sentence, a clause ohrase, are calletbcal errors
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Global mistakes are those that violate the ovestiicture of a sentence, they
typically confuse the relationship among clauseshsas the use of connectors,
distinctions between coordinate and relative clacsestructions. Local errors
concern a clause of a sentence and they causderioul particular constituent,
for example errors in agreement, articles, nouragdiformations and so on. To
illustrate the process of error categorisation bladike to quote the example of
Burt and Kiparsky (1972: 6):Since the harvest was good, was rain a lot last
year. There are three ‘goofs’ in this sentencesiiceis attached to the wrong
clause, ii) subjecit is missing and iii) the form of the verhin is wrong. The
misplacing of the conjunction is a global error, ibsffects both clauses and
causes therefore difficulty in the comprehensipitf the sentence. This is the
error that has to be corrected first, becauseigf placement of the conjunction
adds the most to the meaning of the sentence asode wAfter correction we
arrive atThe harvest was good since it was rain last yednch is a more
comprehensible sentence. In the next step, afteretimination of the global

errors, the minor goofs - local errors - shouldcbgected.

This classification is based on the concept ofrdmehy of errors’; Burt and
Kiparsky (1972) view errors on a hierarchy claimith@t global errors are more
important because they constitute a more seriouencé against the
grammaticality of a sentence than local ones. Tdi&yn that global errors should
be corrected prior to other errors in the L2 claser because they significantly
impair communication. According to their view “Theorst mistakes are those
that interfere most with comprehension and commatidn, while unimportant
mistakes do not greatly interfere with communiaati(l972: 5). To illustrate the
answer to the question what should be correctst] fet us consider the example
of Burt and Kiparsky (1972: 5): English language use much peoplEhis
sentence contains three errors: i) the definiteclaris missing before English
language, ii) the much/many distinction is not otaed and iii) word order in the
whole sentence is wrong. From the above discugssimnclear that word order
outweighs correct noun phrase formation and thezatdias to be corrected first.
As a result we geMuch people use English language sentence that is

comprehensible, gets the message across withongicliathe student’s original
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sentence drastically (compared to a passive cargtn). Further steps involve
the correction omuchand the insertion of the article.

The error/mistake distinction is not applicableth® present research for two
reasons: first, | did not have the possibility 8k dhe informants to self-correct
their utterances because the collected data hdseeatwritten for the purposes of
this study and second, the students could haveaed their mistakes if they
wanted to, and, what is more important, if they lddwave been able to. Based on
the second argument | decided to treat all granwalliti incorrect forms that
appear in the corpus as they were errors. Theiaaidn of this decision might be
found in the fact that all students had the opputyuto go through their papers
for errors before handing it to the teacher. Howewden drawing conclusions
from the results we have to keep in mind that seveir the errors are probably

mistakes.

6.7. Conducting an Error Analysis

Based on the discussion of Ellis and Barkhuize®$286-71) | will describe the
procedure of conducting an error analysis and pewan overview of the steps
Corder (1974) suggests for EA research (comparkeNik973: 11-15).

The very first step must be the clear definitionttod notion ‘error’ followed by
the decision about the criteria what counts for earor: grammaticality or
acceptability? If grammaticality serves as a deieiby defining ill-formed items,
an error can be defined as a “breach of the rutbetode” (Corder 1971 quoted
in Ellis and Barkhuizen 2005: 56). If the criterics acceptability for defining
errors the formulation of an adequate definitiormach more problematic: an
utterance might be erroneous in one situation atally acceptable in another.
Consequently, judgements about the acceptabilityarofutterance are mostly
stylistic rather than grammatical, and, therefdelis and Barkhuizen (2005)
argue, also likely to be less reliable. In the eaoalysis | am going to carry out

in the next chapter grammaticality will serve asrierion for identification of
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errors. Lennon’s definition of error (1991: 182 tpabin Ellis and Barkhuizen
2005: 56) will provide the basis for performing #reor analysis:

A linguistic form or combination of forms, which the same context
and under similar conditions of production, wouild,all likelihood,
not be produced by the speaker’s native speakerteqarts.

Following Corder (1974), conducting an EA shoulesist of the following five
steps: 1) collecting a sample of LL, 2) identifioa of errors, 3) description of

errors, 4) explanation of errors and 5) error eataun.

Step 1: Collecting a sample of learner language

If we are going to conduct research on learnersirerwe have to formulate
criteria which define the corpus. We have to decideat samples of learner
language we want to use and how we will collect ghmples. Without precise
formulation of the parameters like medium, profngg level or setting, results
are difficult to interpret and almost impossible replicate. Only well-defined
samples, Ellis (1994) points out, allow making clstatements regarding what
kind of errors learners produce and under what itiond they occur. Thus the
nature of the sample, the learner and also theuptmuh factors may influence the
nature and distribution of the errors observed.eBehers might collect a
narrowly specified sample, mostly preferred by gse¢ where the researcher
wants to examine a certain grammatical featurgneflanguage or a certain kind
of language production, or a broad sample to oleservors more generally. In
this case, the sample reflects different learndifserent types of language and

different production conditions. For my analysiekided to investigate learners

errors in general and collected therefore a breagpte.
Step 2: Identification of errors
After we have collected a sample we have to iderttie errors. Here again

clearly defined guidelines must be stated in otdedecide whatonstitutes an
error and to establish a procedure for recognizimgm. According to the
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definition stated above, researchers have to canibar utterances produced by
the learners with the utterances native speakensidwproduce in the same
context. Ellis and Barkhuizen (2005) define theceture of error identification
in three steps: 1) The analyst has to reconsthecsample in a way that it would
have been produced by the learner’s native speakerterpart. It is not always
an easy task as not knowing the learner’'s intendedsage an “authoritative
reconstruction” (Ellis and Barkhuizen 2005: 59nat always possible. Still, the
analyst has to try to identify the construction lierner attempted to use and take
it as a basis for investigation. 2) After a compani of the two variants, the
utterances produced by the learner with that cdteve speaker, the analyst has to
eliminate those sentences that are identical, well-formed. The remaining
utterances are ill-formed and form the subject rofestigation. 3) Finally the
analyst has to identify which parts of each learagerance differs from the

reconstructed version.

Step 3: Description of errors

The third stage of the analysis constitutes ofdascription of errors, it can be
regarded as a reconstruction of the learner’s aritags with the correct target
language equivalents. As it has been previoustgdtdhe researchers’ task is the
comparison of the learner’s actual language proaolctvith the hypothetical
linguistic data that the foreign language learnerative speaker counterpart
would have produced in the same situation. The @ois@n concerns the surface
structure properties of the learners’ utterancé® description of errors involves
specifying how the erroneous utterances differ fitwm well-formed utterances.
For that purpose besides developing a set of ges&icategories for coding the
errors that have been identified in the sampleathayst also has to record the
frequency of the errors in each category. Fordbeelopment of descriptive
categories, following James (1998), two criteria ba established: the taxonomy
must be on the one hand ‘well-developed’ and ‘elateal’ and on the other hand
simple and self-explanatory. Two kinds of taxondmaye been used: lizguistic

taxonomyand 2)surface structure taxonomy
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A linguistic taxonomy is usually based on categomeawn from a descriptive
grammar of the target language and includes gewcatabories of the grammar
relating to basic sentence structure, the verbsghride noun phrase, adjuncts or
sentence connection. Each of the categories cauliivided into more delicate
categories according to the needs of the inquihe Tategories chosen for the
analysis has to be data driven and the errors dhmeilclassified in term of the
target language categories that have been violatedhe learner. Ellis and
Barkhuizen (2005: 61) state the advantage of ubnggistic taxonomies in an
analysis by claiming that “it [a descriptive taxomg utilises well-established
grammatical categories and thereby maximizes tlaetioal applications (for
example, to teaching).” The disadvantage of sugbrtamy (for example, Quirk
et al’s (1985) grammar of English) is that it $aito acknowledge that

interlanguages are unique grammars in their ownt.tiy

Surface structure taxonomy (Dulay, Burt, and Krash@82: 150) is based on the
ways how language learners modify the surface tsires of the target forms in
their erroneous utterances. Dulay, Burt and Krasheggest four principal ways

of alteration: i) omission, ii) addition, iii) migfmation and iv) misordering.

i) Errors which arouse because of the absence efeament that would appear in
a well-formed utterance belong to the first groApvery common error is, for
example, the omission of the copula be.

i) Utterances where a form is present that woubd appear in a well-formed
utterance are classified under the group of addifidis group is subdivided into
three error categories: a) Regularization, b) Dewbarking and c) simple
additions.

iii) Misformation means the use of the wrong foritlee morpheme or structure
and is subdivided into a) Regularization, b) Arfilims and c) Alternating forms.
iv) Misordering is the category of errors where tearner failed to place a

morpheme or a group of morphemes in an utteranceatty.

A further category is added by James (1998) totdisnomy:Blendsare errors

that reflect the learner’'s uncertainty as to whi¢htwo forms are required and

!> On comparative fallacy, see Bley-Vroman 1988e comparative fallacy in interlanguage
studies.
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result often in over-inclusion, i.e. using both tife alternative forms. He
describes the process of blending by explaining dieénition provided by
Dechert and Lennon (1989 in James 1998: 111):

This means that the speaker or writer has activiatedstructures that
are semantically related, either of which couldveehis present
purpose. But they fail to make a clear choice, mstead combine a
part of each to produce a structure with charasttesi of both.

Step 4: Explanation of errors

The fourth step is the most important stage for Ske8earch. As Ellis (1994)
points out, an explanation of errors involves damapt to establish the processes
responsible for L2 acquisition. Explanation is cemmed with determining the
source of the error, in order to account for whw#s made. Therefore the main
concern of the analyst is the psycholinguistic sesrof error; investigating
“those [sources] relating to the processing medmsiinvolved in L2 use and to
the nature of the L2 knowledge system” (Ellis aratkBuizen 2005: 62).

One obvious reason why learners make errors ighlegtexperience difficulty in
accessing their L2 knowledge while trying to commcate. Forms that have not
yet been automatized require controlled processimgich - if constantly
employed - requires a vivid information-processaugivity from the learner. As
an alternative to this procedure, while trying topeess their ideas learners
substitute these forms by non-standard forms the¢ falready been acquired and
are automatized. To explain errors, Ellis and Barkén (2005) conclude, we
need to ask what processes learners activate vilegndo not know the target-
language form. In such situations one of the twgomprocesses are usually
applied: one strategy is to transfer or borrow eets from the mother tongue
into the target language, the other is to emplayearsal learning strategies to fill
the gap in the learner's knowledge and overcome thiculties in
communication.  The negative outcomes of transfad dorrowing are
interlingual errors, those of the application ofrl@ng strategies are called

intralingual errors. Interlingual errors are caussdthe interference of two (or
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more) languages whereas intralingual errors reaslta consequence of the
development of the learner’s interlanguage systeaspective of the learner’s
L1. Such a classification of errors is a ratheryetsk in comparison to the
identification of the sources of L2 errors. There many factors that contribute
to the production of deviant forms and consequetitbre are many possible
sources to which an error can be traced back. Asynearors are likely to be
explicable to multiple sources, analysts need toedreful with the complex task
of identifying the source of a particular error. kireg these findings into
consideration, Ellis and Barkhuizen (2005: 66) paiat that “An error itself can

only provide a hint of its source with the restlit many errors are ambiguous”.

Step 5: Error evaluation

The final stage in an EA is the evaluation of esrehich can also be regarded as
a procedure for applying the results of an EAslduring this stage when the
gravity of the errors is determined and decided mowch attention a particular
error should receive in the course of instructilis and Barkhuizen (2005: 67)
list four steps which a planning for an error ewdilon study involves: 1)
Selection of errors to be evaluated, 2) Determamatf the criteria on which the
errors are to be judged, 3) Preparation of there@valuation instrument and 4)
Selection of the judges. Errors might be presemerbmplete sentences or in a
continuous text and are most commonly characteriagdthe criterion of
seriousness. The instrument for the evaluation radre consists of a set of
instructions, the erroneous sentences or text,aamethod for evaluating them.
Choosing more than one judge is advisable as ftluseases the reliability and
generalizability of the results” (Ellis and Barkhan 2005: 67). Explanation of
errors is a far more difficult task than their rgotion and description as it
consists of hypothesising about the processeseredrner's mind which have
caused the fault to occur. Van Els et al. (198dincithat we will never be able to
give more than plausible suggestions as explaratainthe facts. In order to
understand why the learner committed a certainren® have to be able to

answer the question of how people learn languages.
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Il. EMPIRICAL PART

7. Aim of research

The intention of this paper is to identify, basedresearch done on the data and
the context in which errors occur, a broad spectaindifficulties in learning
English as a foreign language by Hungarian secgmsldrool students acquiring
English as an L2. The error analysis | intend toycaut aims at identifying the
areas of the English grammar that concern the m@joblems for learners of
English as a target language with Hungarian as thendongue. A further aim is
to draw conclusions from the observations concerriive different degrees of
difficulty learners face in acquiring the variouar{s of English grammar. The
ultimate goal of the analysis is the determinabbthe proportionality of transfer
errors to all errors made by Hungarian Englishrlees, with special attention

paid to the two most problematic areas, i.e. vexbarticle usage.

In the first part of the paper, the theoreticahfeavork for the research has been
presented and now, time empirical part, | will conduct an error ana$ysif the
corpus. Through the extensive analysis of a latgeber of English compositions
written by Hungarian secondary school children,ill imvestigate what general
characteristics can be found in the interlangudgehese students. My aim was
not providing merely a catalogue of error but tadgtthe influence of the mother
tongue on the L2 writing of Hungarian learners ofgiish. From the findings, |

seek to account for the linguistic origin of erromcerning language transfer.

8. Hypotheses: Focus of the Analysis

| set up the categories for my investigation sd thaan test the following seven
hypotheses and based on the results | can anseveegbarch questions about the

proportionality of transfer errors within all ersoin the compositions.
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Hypothesis One
Hungarian learners of English encounter greataliffy with the use of the right
English Tense This hypothesis is based on the consideratiorutaddfering

concepts about time and aspect in the two languages

Hypothesis Two

CategoryArticle is one of the most erroneous category; the majorce of error
is MT influence. Due to the complex rules governargicle usage in English, |

predict a great number of errors in this category.

Hypothesis Three

Hungarian learners of English are not expectexpeence significant difficulty

with the singular and plural forms of Englislouns

Hypothesis Four

Pronounsprobably constitute a major problem for Hungarfareign language
learners mostly because of the lack of gendemdistin in Hungarian.

Hypothesis Five
Despite fundamental differences between Engksbpositionsand Hungarian

postpositions, there is little interference to etpe

Hypothesis Six

CategoryWord orderis not highly erroneous; according to my predittimother

tongue influence plays a minor role.

Hypothesis Seven

L1 influence plays an important role in case ofdakerrors, which is presumably
the most frequent error type in categ@®yher. Based on my own experience,
language transfer often serves as a communicatiategy if learners cannot

express their ideas in the target language.

85



9. Design and Implementation

| collected the data for the research at the Kr@jyla Secondary Grammar
School in Gyr, Hungary. Students at this school have a chomeng several

educational programmes; the school offers, amartystrs, a Hungarian - English
bilingual class, a specialized language class wtierdocus is placed on foreign
language learning, a science class and differenatianal classes. In order to
grant the representativeness of the study | celdeguided compositions written
by students from all studgrogrammes (not only specialized language clasges)
all classes from 1 to 5, which means from studantthe age between 14 and
19 The diversity of the informants made it possilegather a corpus from

learners who have different language learning baxckgls and therefore different
proficiency levels in English. The writing activa8 were accomplished between
2006 and 2008. The corpus consists of 184 piec&$-bfwritings in 24 different

topics. The diversity of the tasks and topics magessible to get an overview of
the L2 knowledge of Hungarian learners of Englihus, | believe that to a

considerable extent, the findings of the analysmuil have a general validity for

secondary school students learning English in Hyngs .an L2.

The data corpus contains exclusively written mateaf different tasks: there are
considerable differences not only in the methodshacking learners’ progress
but also in the circumstances learners performed dttivities. The corpus
contains in-class as well as out-of class writimgjvéties, with or without the
possibility to prepare for the task and to use ciahary. In some of the
assignments, students had to write a compositiayutab general theme, for
example students had to tell about their childhoodheir last holiday. Other
activities were guided compositions to which leasneeceived instructions
concerning the content. These compositions requimedearners to argue why
“Fame is undesirable” or to express their thoughte®ut “Cruel Zoos” and
“Ambition”. Still other activities aimed at testirfgpw prepared students come to
class: they consisted of a re-telling of an artrelad in class the previous day, for

example “Lost Years” or “A Night Out”. Further taskoncerned letter writing:

' The length of program in a regular Hungarian sdeonschool is 4 years; age level is from 14
to 18. The length of a bilingual educational progria 5 years; age level is from 14 to 19.
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students were asked to write formal and informiaéte about different topics, for
example, they had to write a letter of complainhasmework and in class a letter
of application for a job. Letters to a friend indkd different tasks, for example
accepting an invitation, giving an account on ongay at hospital or giving
advice to a desperate teenager. Some letters toieadfand other free
compositions aimed at testing students’ abilitieswtriting coherently about a

given topic (“Introduce your home town!” or “Telhamaginary fairy tale!”).

My analysis is carried out based on Corder’s frant@w1967b), which has been
outlined in Section 6.7. This procedure of condugtan error analysis grants a
structured and logical account and is commonly usedsecond language
acquisition research. This methodology of analysergprs consists of three

stages: recognition, description and explanation.

In this second part of the empirical section, I @kamine and categorise errors in
order to corroborate the hypotheses set up in @h&pBefore beginning with the
analysis | would like to state that classifyingoesrproved to be a demanding task
since a large proportion of errors may be attridute more than one linguistic
class, and what is more important in my case, itnoa be determined with
certainty that a particular error was committeddose the learner was influenced
by the grammar of his mother tongue. The diffeamn between errors of
transfer and developmental errors, with which thaper is concerned, is a
difficult task, since there are errors that caraberibed to both types, inter- and
intralingual. Many errors that resemble first laage influence can also be
explained in terms of developmental processesitican be argued that they are
developmentally determined. As | mentioned earliedentified the errors though
comparison of the erroneous sentence with the stiearted version and with its
Hungarian translation and did my best to identhg most probable source of
error. Besides | have to mention that there are ekamples of deviant sentences
found in the corpus that are difficult to attribui@ either class of erroneous

sentences, interlingual or intralingual.

Throughout my analysis, | focused on some subcatsyoof the English
grammar, which | consider the most interestingdaorontrastive error analysis:

Verb, Article, Noun, PronourPreposition, Word ordeandOther. In my opinion,
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these categories reveal the most about the twaitagey systems and about the
difficulties learners of English with a Hungarianotiner tongue face while
acquiring English as a foreign language in an tutstinal setting. My analysis
follows a linguistic taxonomy, i.e. it is based @ategories drawn from a
descriptive grammar of the target language. In @zwe with Ellis’ premise,
errors are “classified in terms of the target laaggi categories that have been
violated rather than the linguistic categories ubgdhe learner” (2005: 60). |
have devised a schema in the form of a table fatyaing my examplé§ | set
up the above-mentioned seven main categories amdedithe categorie¥erb
and Article into subcategories; these are, on the one Hamah), Tense Aspect
andAuxiliary/Copulaand, on the other hanDgfinite, IndefiniteandZero article
Such a division allowed me to mark multiple erraithin a single category. | set
up these categories to be able to investigate ritomeous utterances thoroughly
so that after having isolated and categorised tharan make general statements

about the frequency of their occurrence and theiplescauses of errors.

| used the sigiX for non-transfer errors and the sigin(the abbreviation stands
for transfer from Hungarian) for errors that can di&ibuted to the learners’
mother tongue. In its most general aim the prepaper can be viewed as an
attempt to explore the role of the mother tongdlkiémce in committing errors by
Hungarian learners of English. | have designed filllowing scheme for
categorising the examples: | set up a table conigitne list of the categories in
the horizontal axis and the number of the examelgesnces in the vertical axis.
Let us see an example: a sigm the third column in the second raw indicates
that there is a developmentally determined aspeat & the second sentences. A
signH in the seventh column in the fifth row signalsearor concerning the use
of the zero article in sentence seven. As oppaselet previous error, the sidgh
indicates that this error is a transfer error. Ex@mple sentences are listed
separately in Appendix 2 (p. 151-163)In the data analysis, | discussed the
major findings concerning each category wherebyucsured the analysis in the
following way: firstly, | looked at those errorsathare independent from the

learner’s mother tongue and tried to categorizenthgecondly, | analyzed the

" Some of the tables are listed in Appendix 3.
8 There are 814 erroneous sentences in the corpumiythose are listed in Appendix 2 that
serve as examples and are therefore discussed an#iysis in Chapter 10.
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transfer errors and tried to find explanations vihgy were made. In the latter
case the Hungarian translation of the correct Bhgdientence is provided, which
allows a transparent comparison. Both proceduresarried out with examples
taken from the corpus to illustrate the points urestion. At the end of the
analysis, based on the findings, | made an eftotanfirm my hypotheses (see
Chapter 8).

10. Data Analysis

10.1. Errors within the Category Verb

Within the main category Verb | paid special ati@mto the subcategories Form,
Tense, Aspect and Auxiliary and Copula respectivelgssumed that the error
percentage in this category was so high that itlevtse worth looking at these
grammatical units on theirs own. Splitting up thaimcategory also allowed for
making more specific statements about the problezasa Consequently, these

topics will be discussed separately in the follayvaections.

10.1.1. Form

Those errors are ranked under this category whidwsthat the learner has
acquired - to some extent - the basic rules ofviérbal system of English, he
knows which tense or construction is to be usedhleuiSNOT ABLE TO PRODUCE
THE CORRECT FORM Which is in most casdbe right combination of an auxiliary
and a main verb. These so-called ‘form-errors’ raotlisted under the category
Tense because if | had done so, the results waale been misleading: Tense
errors indicate the learner’s inability to decideieth tense should be used and to
use the right tense of the verb. Errors concerrihieg form of the verb are
morphological errors or those that can not be ladanto any existing category.

Sentences (5) and (314) present examples of des@mtnces which can be

attributed to the failure of applying correct tartgnguage rules: the modal verb
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have tois used to express objective obligation and reguset bare infinitive,

whereas the main verby must be followed by an infinitive. Although the
learners in these examples put the verisandfind in the past tense, it is clear
from the main verb in the present tense that theye@d at making a sentence in

present tense.

(5) *| think youhave to usedther chemicals in my office...
(314) *Theytry to foundsolutions.

Other errors belonging to this category includeia®wmns regardingSUBJECT-
VERB AGREEMENT, which requiresthe learner to use a singular verb after a
subject in the singular and a plural verb aftefjetts in the plural form. (16) and
(336) present examples of deviant sentences betlagdearners failed to match
subjects and verbs according to number correctiyp Most frequent agreement
error concerns the third person singulmorpheme, it is either omitted or added
to non-third person singular verbs. Learners samedi employ a third person
singular-s where it is not required as in (262). The reaswrfdilure of applying
the obligatory third person singular suffis in (811) seems to be an
overgeneralization of the rule that English verbpaft from the third person

singular in the present tense) do not take infbecti endings.

(16) *| don’t know which chemicalwasused...
(336) ts the English teenagers similar to the Hungarianagers?
(262) *_..but doesn’tloved him like a boyfriend...

(811) *Moneymakeyou happy...

| also categorised the instancesNafN-EXISTENT PAST TENSE FORMSInder the

error category Form because these errors showtedearner knows that in the
given context the past tense of the verb shoulddeel but he fails to produce it
correctly. In English, past tense is regularly fednby the suffixation of the
allomorph of the regular past tense morpheet This basic rule accounts for
the majority of verbs and is, therefore, often geseralized. However, many

verbs show irregularities of various kinds so thmast tense formation involves
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altered forms where the past tense relates totdm s some other way. Some
irregular past tense forms differ entirely fromitregems likego - went others are
identical likehit - hit, and still others involve some kind of alteratiorthe vowel

of the stem, lik&know - knew

(71) *He jusbuyedthat new safe.
(a77) *...the prince was very fast araichedher.
(599) *Than he found a ladder drdkenthe window with them.

Sentences (71) and (177) are instances of regati@msof irreqular forms. The
tendency of extending regular grammatical pattesngegular words can be seen
here: the learner has internalised the rule foule¥gpast tense formation and
applies it systematically in all cases where a pasde verb is required. The error
in (599), on the contrary, cannot be accountedifoterms of generalisation
because in that case the learner would have prphafolduced*breaked or
*broked It can be argued that this error is a resulhdiing up existing forms as
brokenis the past participle form of the vesbeak

Other subgroups of Form errors consist of tReOMPLETE FORM OF THE
INFINITIVE and theDOUBLE MARKING of the past tense. In (54) and (328), the
students used the infinitive without the particte which results in a bare
infinitive as opposed to the required full infin#. The difference between the
two is not relevant here and the learners certdialye not heard about these two
variants, the bare infinitive is the dictionaryrfoof the verb and it is the one that
is overwhelmingly present in most English sentenaesthe main verb. This
consideration leads to the assumption that theserserare also cases of
overgeneralisation. The double marking of a seradatture, which is illustrated
in (85) and (680), is frequently found in secondgliaage development. The
examples below illustrate the learners’ failuredtfferentiate which verb of the
construction modal verb - main verb and auxiliampain verb, respectively, has
to be marked for the past tense.

(54) *...and weeed showthe short film in the commercial television

programme...
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(328) *Secondlytell you the truth | am extremely angry your newspaper.

(85) *At the end of the day | was abselytired but Icouldn’t slept
(680) *Shedidn’t foundhis home.

10.1.2. Verb tensd

Verb tenses are frequently called tools that Ehgdigeakers use to express time
in their language. In accordance with real time,difeerentiate present, past and
future tense. According to Quirk and Greenbaum 8)97Time is a universal,
non-linguistic concept with three divisions: pgstesent and future; by tense we
understand the correspondence between the forimeofdrb and our concept of
time” (1973: 40). Tense is the area of English gremn that has proved
particularly troublesome for learners of EFL andhisrefore frequently subject to
error. In my research, | am interested in Hungastments’ ability of knowing
which English tense should be used in a particestsironment and context and
whether they succeed in applying the right tenses.

There is a lack of consensus among linguists akdoquestion of how many
tenses there are in English: past, present andefudu past and non-past. The
crucial question emerges at this point concernegtteatment of present perfect.
According to the first categorisation, it belongsie present tense but according
to the second, it belongs to the non-past, whichotsnecessarily identical with
the present tense. According to Declerck (1991jnesdinguists (e.g. Palmer,
1988) claim that the present perfect is a comlonabf the present tense with
perfect aspect, others (e.g. Comrie, 1985) claiat tthe present perfect realises
the same temporal schema as the preterit andslifiem the latter only in that it
also expresses perfect aspect” (Declerck, 1991: &%) us consider a classic
example: For speakers of many languages, the sEntielmave cut my finger’ is a
non-present sentence as the action took place ebéier moment of speaking,

¥ on English verbs and the verb phrase see, for eeai@oirk and Greenbaum 1973, Chapter
3.
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consequently the sentence is in the past tensendtwe speakers of English, the
result of this past action is more significant titae action itself and so they
regard it as present tense. Declerck (1991: 12nsld'the present perfect realises
a temporal schema on its own and should thereferednsidered a tense of its
own”. As | am focusing on manifestations of langaiagnsfer resulting from the
typological differences between English and Huragaril have also dealt with
present perfect as a separate tense. In my andlysisfirst discuss examples of
intralingual errors made with the different tensses a result of the wrong
application of the target language rules and themilll examine instances of
interlingual errors and provide a possible explamatwith the help of the

Hungarian translation.

10.1.2.1. Intralingual errors

The errors in (47) and (282) are classified asrgglg to the categorgRESENT
SIMPLE INSTEAD OF PAST SIMPLEIn these cases, and in all cases below, the
learner interchanged two English tenses and ma&eran In (173) and (456), we
can witness an error made in the opposite directfenlearner usedAST SIMPLE
INSTEAD OF PRESENT SIMPLEIt would be interesting to investigate whethesth
learners would have been able to self-correct thié@rances, but unfortunately,
the investigation of this aspect of SLA study id ofi scope of my research. |
would like to add that some examples, like (456ighnhalso be grammatically

correct and are erroneous only in the original exit

47) *We had a guide wHaoweverything...
(282) *And theyive happily ever after.

a73) *Justook a train and you'll find it.

(456) *Young usually have extra lessoem$ichool so thewyerevery tired.

We also find numerous examples for theERUSE OF PRESENT PERFECWhich

shows that these students have not acquired ths afilEnglish tenses yet. They
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use Present Perfect in clauses where a PresenteSrenp is required, as in (109)
and (806), or in other sentences, they use Pré&&aféct instead of Past Simple,
as in (221) and (642). 1 would like to point outagthat (806) is a grammatically
correct sentence, it is the context that makascibrrect: the student used Present
Perfect instead of Present Simple to describe tkatafity of Hungarians in
general. It is important to note that although ¢heso tenses correspond to the
Present Perfect in Hungarian; we cannot accounttfese errors in terms of
language transfer. Interestingly, these sentencasldwhave been formulated

correctly if the learners had fallen back on tHeswof their mother tongue.

(109) *...I've been extremely busy recerghd I've beernll now.
(806) *Wehave takerevery opportunity to eat something.
(221) *Wehave done lot of stupid things but these were really funny
(642) *He climbed up and dri¢o get in, but therdave already been
somebody.

Past Perfect is considered as a separate tenseditiers from Past Simple in its
function: it is used to refer to an action that bagn completed before another
past action. Because the second event is itsedsagvent and a past tense (Past
Simple) is used to refer to it, the Past Perfectesded to differentiate between
the two and to make it clear which event took plaasier in the past. Errors with
this tense might show that the learners either natdéearned the rules yet or they
are not able to apply them, and use therefox8T SIMPLE INSTEAD OF PAST
PERFECT or the other way roundPAST PERFECTIN cases where the context
requires a verb IPAST SIMPLE In (547) and (631) the learners should have put
the verbsgive andlose in past perfect to signal anteriority, even if(681) the
learner used a passive instead of an active vo#®) clearly shows that the
learner does not know what Past Perfect is usedrfdrmakes a sentence which
grammatically indicates that the subject first lbist memory and had an accident
afterwards. Unlike (402), the order of happeningscorrect in (760) but the
learner disregards the basic rule of story tellmamely the past simple is used to
express actions that follow each other. Presenpl®ins used for actions that

were completed at a definite time in the past, &mé in (760) is clearly defined
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by the adverbiayesterdayAll students at the very beginning of foreigndaage
acquisition learn these elementary rules of Enghksises, and therefore it is very
surprising that such an error is made by a foudhrystudent who has been

learning English for at least four years.

(547) *| knew it was justittle problem, and after lgaveme some
medicine, | didn’t feel anything.

(631) *When he arrived he didn’t find hayk because the kdyst.

(402) *Pam had a car accident &ad losther memory.

(760) *Ihad seera terrible film yesterday than | had a nightmare.

10.1.2.2. Interlingual errors

Present Perfect has the function of linking paghwpresent and has different
uses. One of them is to say that an action happanad unspecific time before
the moment of speaking where the time is not ingmartAnother use of this tense
is for expressing duration; to show that somethstgrted in the past and
continued up to the moment of speaking. In (23%9),learner used the tense that
the Hungarian equivalent sentence requires bedaeiges not learned the rules
concerning the use of Present Perfect. EnglisheRtd2erfect can be translated,
depending on the context, with a present or a padi into Hungarian. Let us
consider first the erroneous use OfPRESENT SIMPLE INSTEAD OF PRESENT
PERFECT In (239a), for Hungarians the meaning of the esece requires a verb in
the present tense because the sentence exprefssedhat is true for the present
situation. Time specification is given extra weighy a prepositional phrase,
which is another reason why Hungarian learners glieh feel no need to
express the duration of the action or state byérb form. In (348a), the learner
put the verb in the present tense because accaiting content of the sentence
this is the most straightforward choice for thehtigense. The Hungarian
equivalent sentence (348b) contains a present t@mbethe fact that the writer is
not only now, but has also earlier, been busy gessed by the adverb of time at

the end of the sentence. This internal coherendengfish sentences is new for
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Hungarian learners and must therefore be specatiphasised and carefully
taught. We have to keep in mind that there is novadent of Present Perfect in
Hungarian, and therefore the choice of the verb tense, L1 rules might play a
highly influential role. As a result, learners oftdranslate their Hungarian
sentences (which can only be in past, present tarfuense - as discussed in
Section 5.5.2.) into English.

(239)a) *lknowhim for many years and...

b) Evek 6ta ismerem /lit. years since knd¥pdrs. sing./

(348) a) *...Imterrible busy recently.
b) ...borzasztoan elfoglalt vagyitk terribly busy am/

Based on the above consideration it does not talk®y/ surprise that learners form
English present tense sentences from Hungariaerseed containing verbs in the
Present Tense and similarly, look for English pasise equivalents for their
Hungarian sentences in the past tense. This takes deviant sentences in which
learners made an error by using #wST SIMPLE INSTEAD OF THE PRESENT
PERFECT The sentence in (517a) contains a tense errovisgothe negative
influence of the mother tongue by constructing theglish sentence. The
Hungarian equivalent sentence in (517b) contaipast tense verb because the
addressee sees the action of enclosing a docurmenfiaished action from the
viewpoint of reading the letter. The veebclosetherefore, can obviously not be
in the present tense but, in the absence of argr atkernatives, only in the past
tense. In 695a, the Hungarian sentence requireshaiv the past tense because at
the moment of speaking the action (the theft) wheady finished. These
sentences, thus, may be regarded as translatioritkeoHungarian sentences
(517b) and (695b) respectively.

(517)a)  *lenclosedmy CV.

b) Csatoltam azlétrajzomat. /lit. enclosed®lpers. sing. the CV=1

pers. sing. possessive suffix-acc./
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(695) a)  *You should give back all the thingsat shestole
b) Vissza kémunod mindent, amit ellopott. /lit. ...that/whatlet3

pers. sing./

The most frequent errors with verbs - beside thom@cerning the use of the
Present Perfect - occur wiSEQUENCE OF VERB TENSESThe learner in (564a)
and (657a) disregarded the rule that in Englishptermsentences, the verb of a
subordinate clause must adapt to the main verbemtain clause if this is in past
tense. As there is no such restriction in Hungardearners made these sentences
following the patterns of their mother tongue, whaitlows the presence of a past
tense verb beside a future tense verb. Consequdftipgarian learners of
English have to learn to backshift non-past terebwin the past in clauses that

are embedded under a head clause in the past tense.

(564) a) *But | didn’t know whawill happen next.
b) De nem tudtdragy mi fog térténni azutan. /lit. but no kneWers.
sing., that what will happen-inf. next/

(657)a) *...and he broke the window about feught thais his window.
b) ...es betortevegy ablakot, amit azt hitte, hogy az 6ve. /lit. and
broke-3* pers. sing. it-instrumental one window, it-delatiit-acc.
thought-3 pers. sing., that the his/her./

Another frequent error concerns reported speecbrder to give information on
what people say we can either quote or report thends. When using indirect
speech, the tense of the original sentence chaogd® past as we are usually
talking about a time in the past. In practice, éams, following Declerck (1991:
4) that we have to put the verb of the embeddedselan the past tense if we
report the content of a sentence in present tenteeiform of an indirect speech
clause embedded under a verb in the past tensturigarian, on the contrary, the
tense of the embedded verb is independent of tieetef the matrix verb. This
distinctive feature of Hungarian, the lack of sateeof tenses, allows it that the
tense of the original sentence is always maintainedported sentences. This can

be seen in the erroneous sentences (6a) and (1&Bagugh these sentences
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resemble the Hungarian translations, one can m@etl®ut of consideration the
possibility that the learners simply have not legrthese rules yet, which might

be the reason for deviation.

(6) @) * | said to you last week, yoan comeon Friday...
b) Mult héten azdndtam neked, hogy johetsz pénteken és te
beleegyeztél... /lit. last week-superessive it-aa@-£' pers. sing.
you-dative, that come-caf®pers. sing. Friday-superessive and you

agreed-¥ pers. sing./

(123)a)  *...Ivisited my doctor and he tol@ that Ihavepneumonia.
b) ....elmentemoazoshoz és kozdlte velem hogy dggulladasom
van. /lit. pref.went-T pers. sing. the doctor-allative and tofd3ers.

sing. I-instrumental that pneumonid{ers. sing. possessive suffix is/

The last subcategory of this group deals with gratical VOICE. Active or
passive voice describes the relationship betwestata or action that the verb
expresses and its participants identified by iguarents. In sentence (60a), the
learner failed to realize the need for the use glassive voice and created an
active sentence according to Hungarian rules. Iédresidered that ‘they’ are the
undergoer of the action and it is not important whaies out this action (‘we’),
he would have made a passive sentence. The sammaengis valid for (781a).
Although there is no passive voice in HungariaB1(y), the natural translation of
(781a), is not an active sentence in the ordinamyse but | would like to
emphasise that this is my own translation. Theewnrdf the English sentence
might have translated the same sentence with afimig actorman,as it can be
found in (781c). In either case, the negative mfice of the mother tongue is
responsible for the deviations the learners madiease sentences. The traditional
English passive voice is unknown to Hungariansasuliring the contexts where

it should be used, demands from many students sahedffort.

(60) a) *We accomodated them Raba Hotel...
b) A Réaba Hoeh széallasoltuk élket. /lit. the Raba Hotel-inessive
accomodated 3pers.pl perf.prefix them/
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(781) a) *The world wealtban the people define many ways.
b) A gazdagsagt tobbféleképpen lehet meghatarozni. /litvilkalth
word-acc in many ways can define-inf./
C) Az ember tokleképpen meghatarozhatja a gazdasag szo6t. dlit. th

man in many ways deifne-caff-ers. sing. the wealth word/

10.1.3. Aspett

Grammatical aspect is seen throughout the pressgrgrgrom the viewpoint of
the presence or absence of the temporal flow inddéscribed action or state,
therefore under the category Aspect, only simpld progressive aspects are
subjects of investigation. Although Tense and AspecEnglish are separated
formally, the concept of perfective aspect is dfialilt to grasp for Hungarian
learners that | decided to treat it separatelyséhe Perfect and Past Perfect
respectively, are dealt with in this paper under ¢htegory Tense, based on the
following considerations: Firstly, the fact thakearner fails to use Present Perfect
in a required context shows us that he or she doesnderstand the meaning of
Present perfect as a separate Tense. Using PastkeSmatead of Present Perfect
indicates that the learner is not aware of the tide in English actions or states,
which began in the past, might also be express&tasent Tense. Secondly, the
situation is similar in the case of the Past Pérfldangarian learners of English
have to understand and acquire the rules thattéhise requires, namely that it
expresses the idea that something occurred befurther action in the past.
Finally, if I had dealt with errors concerning therfective aspect under the same
category as errors concerning the progressive gsgec overall results would
have been misleading because they would not shewetrner’'s inability to
distinguish between continuous and simple actidmes.sum up, Tense errors
concern those errors where the student failed ® the right tense (Present
Simple, Present Perfect, Past Simple or Past Redad Aspect errors concern
those where the learner used the progressive asgéead of the simple aspect or

vice versa.

2 0n English aspect see, for example, Quirk and i@raem 1973, 3.26 - 3.36.
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10.1.3.1. Intralingual errors

There are two possibilities for errors regardingeas as it is treated throughout
this research: firstly, the learn&SES THE PROGRESSIVE ASPECIh contexts
where the simple aspect should be used and secdhdlgther way round. Some
errors, like the one in (169), can be explainedh®y lack of knowledge of the
target language rules. In this sentence, the varbt ine used in its continuous
form, not because it expresses an ongoing actibbdnause of the displeasure or
complaint of the speaker. The writer of this seoéehas probably not yet learnt
that such additional contents might be expressedrbynmatical alterations of
verbs. Other errors concerning the simple aspautatabe explained in such a
straightforward way. The deviation in (389) miglave multiple reasons but the
most probable is that the learner failed to appby ¢orrect target language rules
by disregarding the basic usage of present simpMirmious, namely expressing
an ongoing action in contrast to an action happeatrthe moment of speaking or
writing. One might argue that this error can belaixggd by the influence of the
learner’s mother tongue but in my opinion, it ig aovalid argument. If it were,
we could claim all errors that concern non-existdnhgarian structures transfer
errors and this would certainly not be true. Claignithat this error is of
intralingual origin is only speculative; it cannm stated with a high percentage
of certainty that the learner used the simple aspecause he followed the rules

of his L1. This argumentation is valid for the wlaliscussion.

(169) *Whydo you alwayscry?

(389) *She was taken to a hospital wherefdmmily waitedher.

The deviations in sentences (458) and (598) presgamples of using the
PROGRESSIVE ASPECT INSTEAD OF THE SIMPLE ASPE®f the verb. The use of
the progressive aspect in the sentences belowgsanmmatical because they do
not refer to ongoing actions at the time of speglon writing and they do not
describe continuous actions in the past, eithee Vérbs in (458) describe a
habitual action and must therefore be in Presentptei. The verb in (598)

describes a single action that happened at a dengoint of time in the past and

100



does not refer to an ongoing action that would ireqthe continuous aspect.
These errors can be ascribed to faulty knowleddbeofarget language rules.

(458) *Theygoingto the pubs or disco and theginking a lot of alcohols.

(598) *When he arrived homewas not findinchis key.

10.1.3.2. Interlingual errors

The error corpus did not contain any examples ofiaié usage concerning
simple and progressive aspect, which can be trheell to the influence of the
mother tongue. The possible explanation for thaghtnbe found in the distinctive
feature of Hungarian that verbs in this languagerent inflected for aspect. Due
to the absence of progressive aspect in Hungath& property of verbs cannot
be transferred from the first language to the sdc@ne could, however, argue
that all aspect errors are interlingual. Aimingtla highest possible accuracy, |
decided not to do so and labelled only those einteslingual which are obvious

instances of language transfer.

10.1.4. Auxiliary / Copula

In English, every clause has a finite verb thatseste of a full verb and optionally
one or more auxiliary verbs. Auxiliaries are vemsiose function is to give
further semantic or syntactic information about thain verb following them;
they make different contributions to the verb pbraghey alter the main verb by
giving extra information and fulfil one of the folving functions: passive,
progressive, perfect, modal or dummy. We diffeastibetween primary verbs
be, haveanddo and themodal verbsQuirk et al. (1985) provide an explanation
to this label: “The modal auxiliaries are so calletause of their contribution of
meanings in the area known as modality (includinghsconcepts as volition,
probability, and obligation); but such verbs hav&@ader semantic role than this

label suggests”. They argue tltat is a semantically empty syntactic component
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having a function in negation and interrogatitn@ contributes to aspect and
voice, andhave contributes to aspect. In the casehaive and be which can
function both as auxiliaries and main verbs, is@netimes ambiguous which

function the given word takes in a sentefice.

10.1.4.1. Intralingual errors

To this category belong errors WtODAL AUXILIARIES concerning mainly their
usage in the past tense. Modals only exist in thexiliary function; they cannot
act alone in a sentence as the main verb. Theyotidake inflections and are
always followed by the base form of the main vdrbe English modal auxiliary
canis used to express ability, possibility or to &skpermission. The negation of
canis the single woratannot occasionally written as two word@sn not,or the
contractioncan’t. In (188), the learner treated the modal aswas a main verb
and applied the wrong rules to make a negativeeseat namely inserting an
auxiliary with the negative particleot in the positive sentence. The student has
not yet learned or failed to apply the rule thates that the modahn being an
auxiliary itself, does not require the presenceaaf auxiliary and takes the
negative particlenotitself. In (562), the deviation concerns the past tengae fuf
modal auxiliaries: the learner failed to use theext past tense form of a verbal
construction with the modahust He has probably not yet learned the rule that
the modal verlmustbehaves irregularly in the past and by analoggrh@neously
put the verkhavein its past tense form and createdast had been sittind his
error is very likely due to overgeneralisation,casstructions with the auxiliary
haveform their past tense forms with the past tensenfof the auxiliary. The
learner overextended this rule and applied it inappately to a verb phrase

containing a modal verb.

(188) *He was little and curious, butdhidn’t canfly.

(562) *Imust had been sittingext to my bike for half an hour when...

2L For more information on verbs in auxiliary furctj see, for example Quirk and Greenbaum
1985, 3.21 - 3.45.
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Other errors show the inability of the learner UsE THE RIGHT AUXILIARY
dummy do, which is added to a sentence when negating it ondtating a
question. This auxiliary has to be inserted if Hpeaker wants to formulate a
qguestion or a negative sentence from an affirmattaéement containing only a
full verb. Although (66a) and (311a) can be regdr@es translations of the
equivalent Hungarian sentences (66b) and (311b3etkeviant sentences cannot
be attributed to interference from the first langeiaules but to the failure of

applying correct target language rules.

(66) a) *How many rooms the flat has?

b) Hany szobas a lakas? /lit. Homngnroomed the flat?/

(311)a) *Why think as you does?
b) Miért gondolkodsz ugy ahogy® Xvhy think-2nd pers. sing. so as?/

In (52) and (100), the learners failed to produoeexrt sentences because of their
lack of knowledge of the target language rules abfmuming negations.
According to these rules they had to insert the miyrdo and add the negative
particle not after it resulting indoesn’t havein (52) anddon’t earnin (100),

respectively.

(52) *... the baby elephamds nottoo big tunk.

(100) *The nurses and the doctorgot.earna lot.

Other errors includeOMITTING AUXILIARIES in sentences in th€ONTINOUS
ASPECT and MIXING UP AUXULIARIES. The continuous aspect in English is
expressed with the regularly conjugated forntabewith the present participle
of the main verb. In (23) and (200) the auxiliamy forming the continuous aspect
is left out but the the main verb signals that tbarner intended to form a
sentence with a continuous verb form. (78) is aangde of the inability to
distinguish auxiliaries for their functions, theateer does not know which
auxiliary fulfils the function of forming negativeentences and fails therefore to

use the correct onédp. It can also be argued that verb phrase of tis¢ ¢lause

103



(was broken)nfluenced the learner and prompted him to usestme structure
by analogy in the second clause.

(23) *We looking forward to your answer.
(200) *The bird just singing.
(78) *The door was broken and the alarm systexsnot work.

10.1.4.2. Interlingual errors

A copula in English acts as a connector betweensthgect of a sentence and
some sort of modifier and is therefore called &ifig verb. In most cases, it
serves to link the subject of the sentence withpieglicate. The verto be can
serve as a full verb meaning existence and also lakking verb connecting the
subject to the complement. Although this dualitymést linking verbs often
creates confusion, here only the linking functidnthe verbto beis concerned
because of the following Hungarian rule: the copslamitted in third person
singular and plural present tense. In these gramatatontexts, the copula only
reappears for stating location and time. Sente(it&8) and (430) are produced
according to the rules of the mother tongue, whicmot require the presence of
a copula. The errors in these sentences, the amiss the copula, clearly

originate from mother tongue influence.

(130)a) *All of them stupid!
b) Mindegyik hilye! /lit. each stdpi

(430) a) *Teenagers don’'t know decide whatgbed, and what the bad.
b)  Atinédzdereem tudjik eldonteni, hogy mi a j6 €s mi a rof#z.
the teenagers no can/knoW-Bers. pl. decide that what the good and
what the bad./
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10.2.  Errors within the Category Article*

10.2.1. Intralingual errors

a) Definite article

An article or a determiner always precedes singbeintable nouns in English.
We use the definite article to make general thisgscific. We use the definite
article for adjectives referring to a particulaass of people. The definite article is
used if we are talking about somebody or somethireg has already been
mentioned or is already known by the speaker aadistener, the writer and the
reader respectively. We use the definite articleentences or clauses where we

define or identify a particular person or object.

Both due to differing structures - which will beadysed in detail under transfer
errors — and due to the complexity of rules govegnthe usage of English
articles, a frequent error is made with USPQSSESSIVE CONSTRUCTIONSIN
sentence (1) the learner used the indefinite arfitlplace of the definite article
twice in a single possessive construction. Articlasexpressions ofTIME
SPECIFICATIONWwith week weekendr seasonsire also often erroneous. Learners
of English as a foreign language have to learn lmckv contexts the use of an
article is necessary and in which contexts it lm$é¢ omitted. According to
English rules we use the definite article. In (440¢ omission of the article
cannot be explained by the influence of the ledsnérst language as in
Hungarian, in the same context, the definite aticl used. This error can be
regarded as an intralingual error since it refléatget language structures such as
‘at 3 o’clock’ and therefore it can be argued ttiad learner constructed it in
analogy to other target language structures. Amatkample of erroneous article
usage concernSROUPS OF PEOPLEwhich can be found in (453). Nominalised
adjectives such as ‘the young' can denote bothusngand plural entities but in
either case, they always occur with the definiticia: The learner disregarded

this rule and constructed an erroneous sentence.

2 This chapter is based on Stephanides 1974
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(1) *| ama director ofa company which is employed...
(440) *Children generally go to a partyatekend.

(453) *The trouble witlloungin Hungary is...

b) Indefinite article

In discussing the use of articles, it is importemtmake a distinction between
specific and generic reference: the referenceesip if we want to talk about a

specific specimen of a class, and it is generiwafwant to talk about the class
without special reference to specific specimens iRdefinite article introduces

someone or something new that has not yet beenianedtin the conversation.

Besides its introductory and individualising fuilctiin specified noun phrases,
the indefinite article can also express genericimegnglish. The most common

type of error concerns the mixing up of articlesarhers often use a definite
article in places where an indefinite or a zerackrtshould be used and vice
versa. Example (79) in isolation is a grammaticaldyrect sentence; it is the
context that makes it erroneous. ThHark figure has not been mentioned
previously in the composition, it requires the o$¢he indefinite article because
it has not yet been defined by the writer. Sentdtfd) is a very good example
of deviant article usage presenting how much difficlearners find in choosing

the correct articles in English. This sentence aostfour article errors, three of
them concern the use of the indefinite article talfirst one the use of the zero
article. Under the present heading, only the se@mutlthird errors are taken into
consideration, as the first and the third error temesfer errors. The use of the
definite article in (809) is erroneous becausestinelent who wrote this sentence
was telling the reader about general habits of luags and he was not talking
about a specific meal. In the latter case, theofishe definite article would have

been correct.

(79) *And he savthe dark figure.
(104) *The friendship isntipinion, but it isfeeling one beautiful feeling.

(809) *Duringthe meal we talk about...
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c) Zero article

We usually do not use an article when we are tgllibout something in general
or about plural or uncountable nouns. In the examjelow the utterances are
not constructed according to target language ramesare therefore erroneous. In
(292), the zero article should be used becausesttident does not write about
some specific girls but about any girls other tlthey'. The same argument is
valid for (432): writing about things in generalewo not use an article before the
noun. In (432), the student had to use the zerolatecause he did not write
about some specific alcohol or cigarettes. If tharher had constructed the
English sentences following the rules of his orlbkrhe or she would have made
correct sentences. Therefore, we can argue thartbes in these two sentences

are not transfer errors.

(292) *...they don’t come good witthe another girls.

(432) *Like drinkinghe alcohol and smokinthe cigarettes.

Sometimes the presence or the absence of thesdrasla meaning differentiation
function: SomeNSTITUTIONAL BUILDINGS do not have an article if you visit them
for the reason these buildings exist. But if thbsédding are used for another
reason, the definite article must be used. Studeiis have not learnt this
peculiarity of English grammar often make errorsusng the definite article
because they are not aware of the difference betteetwo usages and form the
sentences according to general article rules. Téawyed that English common
nouns require the use of an article and overgegertiis rule and insert an article
even in expressions where it should be omittedniptes for these specific cases
can be found in (11) and (688).

(11) *| was seven years old when | wentheprimary school.

(688) *He was taken tthe hospital.
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10.2.2. Interlingual errors

a) Definite article

The rules governing the use of the definite artenle different in English and
Hungarian, which leads to a multitude of possibl®rs. An example of wrong
article usage concerns sentences WitlsICAL INSTRUMENTS in Hungarian, the
zero article is used before the names of musicituments in contrast to English
where a definite article is required. The erro(2t3a) can be explained in terms
of negative influence from the learner’s first laage, which explains why the
learner omitted the article.

(213)a) *...we started to playitar together.
b) ...egyltt kezukigitarozni. /lit. together begari®ers. pl. playing-
the-guitar/

Another example for language transfer can be faanerrors withPOSSESSIVE
CONSTRUCTIONS in both English and Hungarian, a possessive oactsin
contains at least two nouns, the grammatical pessesnd the grammatical
possession. In English, one of the ways of formangossessional relational
phrase is to apply the prepositional phrase wvathafter the possession. In
Hungarian, possessiveness is expressed by a pessdssive suffixes, which are
attached to the grammatical possession. Thereliiszences between English
and Hungarian concerning the articles and the seguef elements in a
possessive phrase: in English, the possession ahwalys be preceded by the
definite article and is followed by the possesstroduced by the prepositiaf.

In Hungarian, the possessor normally precedes tissgssion but variation is
permitted, and it is the possessor - and not tlssgssion - that is preceded by the
definite article. In (773b), the absence of therdef article is due to the variation
that the possessor is a proper noun and it onlgstakn article in spoken
Hungarian. If it were a common noun, the inserttbra definite article would be

obligatory.
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(773)a) *...undemule of Batista.
b) ...Batista tad4sa alatt. /lit. Batista rulé®®ers. sing. possessive

suffix under/

b) Indefinite article

The interference in (154a) is probably due to tbenfl identity between the
Hungarian numeralineand the indefinite articlegy/lit. one/. The missing article
in (508a) can be attributed to the fact that Huiagauses a zero article and
therefore the English sentence can be seen asatisdtion of (508b). However,
we have to keep in mind that the missing articla tgpical characteristic of the
language production of beginners and, thus, on&a@rgue that the error in this

sentence is due to insufficient TL knowledge.

(154) a) *...he gadbnemessage...

b) ..kapott egy lizenetet... /lat-§° pers. sing. a/one message/

(508) a)  *I don’t havéamily...

b) Nincs csaladom... /lit. no fayalf' pers. sing. possessive suffix/

Another difference between article usage in Engbsid Hungarian concerns
PROFESSIONSIn Hungarian the zero article is used for profass but in English
we use the indefinite article. In the English sanés (523a) and (771a), where
someone’s profession is named, the learner omtttedndefinite articlea before
the name of the profession and thus made an ehmhweflects the structure of
the learner’s first language. These sentences reagdarded as translations of

the corresponding Hungarian sentences (523b) atib}7
(523)a)  *I worked likeeacher..
b) Tanarként dolgoztam... /lit.deer-as worked=ipers. sing./

(771) a) *...I'm working asnarriage counsellar
b) ...h4dzassagatmadoként dolgozom. /lit. marriage counsellor-as

work-1% pers. sing./

109



c) Zero article

Errors of this subcategory are characterised bytsguse of the definite article.
Since the use of the definite article is more feegun Hungarian, students often
overuse the definite article and apply it to inagprate contexts. When an
UNCOUNTABLE NOUN FUNCTIONING AS THE SUBJECT REFERBO AN ABSTRACT
NOTION, it co-occurs with the zero article in English buth a definite article in
Hungarian. This pattern was transferred to the iEhglentences (99a) and (788a)

and resulted in erroneous utterances.

(99) a) *Ithink in Hungarthe health care is not very good.
b) Szerintem Magyarzagon az egészségugy nem tul jo. /lit. Hungary-
superessive the health care/

(788) a)  *.thewealth do just mischief.
b)  ...avagyon cbal¢ okoz. /lit. the wealth only mischief-acc. sat8"

pers. sing./

The use of articles in case BEURAL NOUNS FUNCTIONING AS THE SUBJECT
WITH GENERIC MEANING. in accordance with the usage in Hungarian learner
often produce sentences in which the nouns areegeecby the definite article.
This is probably the most common error Hungariarders make with English
articles: not only is the negative influence of thether tongue very strong, but

the already learnt target language rules also promedearner to use an article.

(146) a) Thewomen liked him...

b)  Kedvelték ask... /lit. liked-39 pers. pl. the women-nom./
(711) a) *.theparents are very helpful...

b) A s#ll..nagyon segbkészek... /lit. the parents very helpftil-3
pers.pl./
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ADVERBS OF TIME like last and next combined withweek month year or the
names of days, months, or seasons co-occur witlvithezero article in English,
but with the definite article in Hungarian. (15a)da(95a) present examples of
wrong article usage. The corresponding Hungariansttoctions contain a
definite article, thus, it is likely that the ersoin (15a) and (95a) are interlingual
errors caused by the use of Hungarian rules to rgeneEnglish sentences.
Another indication for the argument that transfexynaccount for these errors is
the presence of the preposition in (15a): in Ehglés opposed to Hungarian, we

do not use prepositions with time expressions.

(15) a) *Inthelast month...
b) A mult hénapban... /lit. the lasbnth-inessive/

(95)a)  *Thenext day.*
b) A kovetkéznap... /lit. the next day/

In the last example the use of the article is umgnatical since in English we
generally do not use an article bef@EOGRAPHICAL NAMES The use of the
definite article clearly reflects Hungarian rules;cording to which with the

names of individual mountains, lakes or islandsdinite article has to be used.

(812) a) *...lives now dhelake Balaton.
b) ...most al&@onon lakik. /lit. now the Balaton-superessive-3¢

pers. sing./

10.3. Errors within the Category Noun

Concerning the errors listed under this categagnicentrated on the singular and
plural forms of nouns. In both languages, Englisti Hungarian, we differentiate

proper nouns, representing unique entities, andnommnouns that describe a

%3 Depending on the context, this construction cdddyrammatical also in English.
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class of entities. Furthermore, we differentiatéath languages collective nouns,
abstract nouns and countable and uncountable nMarsy English uncountable
nouns, for exampléurniture, adviceor information are countable in Hungarian

and take a plural and an indefinite article.

10.3.1. Intralingual errors

In English, just like in Hungarian, nouns are iofkd for grammatical number -
that is singular or plural. The striking differerteetween the two languages is that
Hungarian plurals are always regular whereas ifi&mghere is a variety of ways
in which plurals are formed. In the corpus thereenseveral examples of using
SINGULAR NOUNS IN PLACES WHERE PLURAL NOUNS ARE REQRED for which |
did not find a logical explanation. In (112), tleainer used a singular noun but a
plural predicate before making a list of symptoins(527), the learner correctly
used the demonstrative pronoun in the plural higdao apply the right number
of the noun, which he would probably be able té-seirect if his attention were
drawn to it. These circumstances lead to the assamihat the errors in the first
two sentences below are rather mistakes than gréoaharrors indicating lack

of appropriate knowledge.

(112) *My symptomwere extremely headache, lungache, ...

(527) *| will never forget thosdeelingl had in the car...

Another common mistake concerning English nounsh&sWRONG FORM OF
THEIR PLURALS This mainly concerns foreign plurals and irregitams, which
we mostly find by words stemming from older formstmorrowing from foreign
languages. An example of the irregular plural frbatin can be found in (57),
where the learner — being unaware thatiais a plural form - put it in plural. We
must admit that it is a special case as on thehane, data is now usually treated
as a singular mass noun, and on the other hanthiigathatdata is the plural
form of datumis far beyond the expectations of secondary sclsbadlents
learning English as a second or third foreign laggu This argument is contrary

to the example in (275), which is a very frequerdtake among elementary level
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students. In case of ablaut plurals, the plurainsply formed by changing the
vowel sound in the singular. This alteration ignieted to a few nouns that have
to be memorised by learners. Until this has takaneplearners are likely to form
incorrect plural forms likemansandwomanswhich is due to overgeneralisation

or rules for regular plural formation.

(57) *The director was satisfied the delivedadas..

(275) *...true friendship between famaoansandwomans...

Using aPLURAL NOUN INSTEAD OF A SINGULAR NOUNIs also a frequent error in
L2 writings of Hungarian learners of English. Ir88), the learner was not aware
of the fact that the common nopersonhas an irregular plurapéoplg which is
formally a singular noun and applied this form @ast of the singular. This error
might be explained by the confusion created byl#oi of the regular plural
marker s. In (457), the learner disregarded the rule tim@buntable nouns do not
have plural forms and made an error by puttinguheountable nouhomework
in the plural form. An explanation for this erroright be found in
overgeneralization of the rule that we can useqtnentifiera lot of with plural
countable nouns. This error can not be an intarlhgne for another reason: the

Hungarian equivalent of ‘homework’ is not pluralie.

(183) *He met an olgeopleand asked him.

(457) *They have a lot bbmeworks

10.3.2. Interlingual errors

A frequent error among learners of English as a&ifpr language occurs with
countable and uncountable nouns. Concerning theeimée of the mother tongue
an error is expected to occur if nouns have theesameaning in the two

languages, but the noun is countable in one ofahguages and uncountable in

the other. This is the case in (16a) and (492a)revitiee Hungarian students
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applied the rules of their mother tongue and dseaiture andadvice which are
uncountable nouns in English, in the plural forrhe3e words are countable in
Hungarian; their plurals are formed regularly byiad the suffix-k to the stems.
Hungarian learners of English have to learn whiduns are uncountable in

English and have to acquire the rules accordinghich they are used in context.

(16) a)  *I don’t know which chemicals was udertauséhe furnituresand the
appointments spoiled.
b) ...dea butorokat és a felszerelést tonkretették. but the furnitures-
acc. and the equipments-acc. destoy@ep&s. pl./

(492) a) *...so they leawadvices and...
b) ...ezért nem fogkdneg a tanacsokat... /lit. therefore no taRepdrs.
pl. perf. prefix the advices-acc./

Another peculiarity which Hungarian learners of kEstghave to bear in mind is
the use of the?LURAL AFTER NUMERALS AND QUANTIFIERSIike sone, a lot of
and all. In Hungarian quantifiers and numerals themselaes sufficient as
markers for plurality and therefore in these cotgex singular noun is used.
Hungarian learners of English have to learn thd&nglish, nouns combined with
quantifiers or numerals are still marked overtly pdurality. In (28a), (74a) and
(669a) the learner has not learned this rule ydtfailed to put the noun in the
plural and constructed the English sentences amuptd the rules of Hungarian
grammar. In these contexts the negative influerfcthe first language is very
strong; it requires special attention and targepeactice to formulate such
expressions correctly. In (28a) and (669a) learngasslated the Hungarian
sentences and followed the Hungarian logic for dbestruction of the English
sentences. As a result they used the npuoolslemandpocketin the singular. The
most obvious examle is (74a): however stronglyt fiamguage rules influences
the learners’ thinking, even beginners had to reissgthe need for a plural noun
after the numeraivo.
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(28) a) *...I discovered some essergrablem
b) ..felfedeztem agh lényeges problémat. /lit. discoveretipkrs. sing.

some essential problem-acc./

(74) a) *After twadaythe incident...
b)  Két nappal az eset utan... /lio thay-instrumental the incident after.../

(669) a) *He searched all lpscket..
b)  Atkutatta@sszes zsebét... /lit. searchéYp@rs. sing. the all pocket-
3 pers. sing. possessive suffix/

Another example of an error due to the differenbesveen Hungarian and
English grammar rules can be seen in phrasesdiieof the...” In English if we

talk about an entity that is one out of more, theg form of the noun should be
used but the same context in Hungarian requiresiskeof a singular noun. This
segment of grammar is not emphatically taught roetand is therefore prone to
the influence of the mother tongue, which is irstbase negative. According to
the Hungarian point of view we talk about opieture in (3a) and about one
singleadventurein (220a) and therefore putting these nouns inplbeal would

not make any sense.

(3) a) *...broke one of my more expengicture
b) ...eltorte azyikglegdragabb képemet. /lit. broke the one most

expensive picturesipers. sing. possessixe suffix-acc./

(220) a)  *One of my beatdventurewhat | remember...
b) Az egyik legp kalandom... /lit. the one best adventu¥edrs. sing

possessive suffix/

This point is a good example for illustrating tlaetfthat speakers of one language
might see things from a different perspective asakprs of other languages. In
order to speak a foreign language at an advanseil $éudents have to acquire

the rules of the target language and have to leawnto apply them correctly. In
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English we need to use the nowisture andadventurein their plural forms as
we are talking about one out of more pictures ahekatures, respectively.

10.4. Errors within the Category Pronoun

10.4.1. Intralingual errors

English pronouns have numerous subclasses andtatast heterogeneous class
of items. Quirk and Greenbaum (1973: 100) summsride features that
distinguish them from nouns: pronouns do not adi®ierminers, they often have
objective cases, personal distinctions and ovartigecontrast, and singular and
plural forms are often not morphologically relatd®tonouns usually refer to
already mentioned things or individuals in a sec¢eand serve the function of
avoiding repetition of the noun to which they refémlike nouns, pronouns
change form according to their various uses inraesee, that is, the case of the
pronoun reflects its role in the sentence. Likenmsyunost pronouns have only
two cases: common and genitive, but some pronoame Bn objective case as
well. The fact, that there is identity and partaérlap between some of the forms
of the pronouns in different cases makes it noieedsr EFL learners to acquire

their correct use.

As we have seen earlier, English pronouns can Babgective, objective and
possessive forms. In the following examples, we s@@ that students are often
unable to differentiate between them and mix th@mMNWOMINATIVE FORMS ARE
USED FOR ACCUSATIVE AND POSSESSIVE FORMS he writer of sentence (15)
used a third person plural personal pronoun instgfad third person plural
possessive pronoun, which might be explained byfdh@mal similarity between
they andtheir. The same argument is probably true for (297),reitibe learner
made an error by using the nominative form of thiedtperson plural personal
pronountheyinstead of the accusative forthem In this sentence, the personal
pronoun takes the syntactic function of a diregeobin the sentence. In (417),
the deviation concerns the subjective and objeclorens of the third person
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singular pronoun. This error cannot be explainethexsame way as the previous
two. The student in this sentence failed to realiet the nominative pronowghe
takes a subject role but in this sentence the goméguires the pronoun to take

the indirect object role, and consequently, hetbagply the object pronourer.

(15) *...I employed your workers and I’'m not pledswiththeywork.
(297) *| don’t lovehey

(417) *Her husband and her family heig to remember...

Students of English as an FL often experienceatlifies with thePRONOUNS IN
THE POSSESSIVE ROLElearners seem to treat the subject case pron&anal
regular noun and make possessive constructionsltiyn@ possessives for the
possessive role. To indicate ownership possess@opns have to be used, not
personal pronouns with apostrophe. Learners ofiEimgbmmonly confuse these

forms and end up creating sentences like the exaapl(38) and (75):

(38) *She’semail adress is.he’semail adress is...

(75) *He’s life is changed total wrong.

10.4.2. Interlingual errors

As there is NOGENDER MARKING in Hungarian, there is only one personal
pronoun in third person singular fdre and she Learners experience great
difficulty with the gendered pronouns in Englishdaeven advanced students
confuse them. Although this problem only concetmes productive skills of the
learner, teachers of English must lay great emphasithis segment of grammar
because it can seriously effect the reception ef ittended message. | have
chosen two self-explanatory examples for the piepdsliustration which can be
found in (145a) and (680a). In (145b) the Hungapansonal pronoud /he or

she/ is present which does not change whetherfeatsréo a masculine or to a
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feminine subject. In (680b) the personal pronouonmtted due to the presence of
a conjugated verb, which tells the hearer or reffiperson and number of the
subject. In both sentences relying on the message beginners should have

been able to realize and correct the wrong pronouns

(145) a) *Her name was William.
b)  Agneve William volt. /lit. the he/she namé&-Bers. sing. possessive

suffix William was./

(680)a) *Shedidn’t found his home.
b) Nem talé&taotthonat. /lit. no found-3rd person sing. thenk-3°

pers. sing. possessive suffix/

As we have seen in Section 5.1. in the theorepeal, Hungarian sentences do
not require the use of the personal pronoun imtdminative and accusative cases
unless the pronoun is emphasised or contrastesoa@rpronouns can be omitted
as the conjugation of the Hungarian verb reflebts gerson and number of the
subject. Because in some grammatical contexts ubge& in Hngarian is not
explicitely stated, Hungarian learners of EnglishdTO OMIT THE SUBJECTIN
the same grammatical contexts in English. The erior (141a) and (199a)
represent clear instances of language transférowdh the presence of a subject
is compulsory in English, learners formed thesaesees according to Hungarian

rules and omitted the subjects.

(141)a) *Went went on the field...
b) Ment, mennazn... /lit. went-3rd pesron sing., werf.gers. sing.
the field-superessive/

(199)a) *And then went to the youngest prince
b) Es azutaegfiatalabb herceghez fordult. /lit. and then thangest
prince-allative turned-3pers. sing./

RELATIVE PRONOUNS in Hungarian decline exactly as their correspogdin

interrogative pronouns. The fact that the Englisterrogative pronourwho
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stands for the Hungarian relative pronalka (lit. the one who...) and also for the
interrogative pronoutki (lit. Who?) causes much trouble for Hungarian leasn
of English. In (274) the learner put an interrogagpronoun at the beginning of a
declarative sentence probably because he is nateasfahe fact thatvho is a
guestion word in English and cannot serve the fancobf a subject in a
declarative sentence. The pronowhoeveris likely not part of the learner's
vocabulary and he has not yet learned the rulestatsousage. After the learner
has acquired the restrictions about the use of tipmesvords and relative
pronouns he will be able to determine in which eahiwvhich pronoun should be
used. The deviation in sentence (568) also atthstearner’s inability to use the
appropriate relative pronoun in a relative sentefit® problem for Hungarians
arises from the peculiarity of their mother tongimat the English relative
pronounswhat that andwhich have only one corresponding form in Hungarian,
namely am*. The distinction between these pronouns is thesefuf great
difficulty and can only be overcome by intensiveagiice. When used as a
relative pronourthat can either refer to persons or things and is gdiyeused in
defining relative clauses. On the contramhich used as a relative pronoun can
refer only to things and is used in either definaighon-defining relative clauses.
The relative pronouwhatis normally used without antecedents and in divela
clause it has the meaning of 'the thing'things that'. It does not refer to a
previously mentioned word or phrase but introduemun clause. If the learner
had known these rules, he would not have interobamige relative pronourtbat
andwhatand in (568a) he would not have made the errowever, the kind of
usage of the relative pronoun found in (568) is esjgtead in non-standard

varieties of English.

(274) a) Whothinks, that is impossible: ..., that was neverue love.

b)  Aki gy gondolja, hogy.... /lithe so think-3' pers. sing, that.../

(568) a)  *I did everythingvhatthe stewardess said.
b) Mindent megtettamit a Iégiutas kisémondott. /lit. everything-

acc. done-1 pers. sing that/what the stewardess s&ig's. sing./

4 The corresponding accusative form of the Hunganiaminative relative pronouamiis amit, as
it can be found in 568b.
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10.5. Errors within the Category Preposition

10.5.1. Intralingual errors

“In the most general terms, a preposition expressa®lation between two
entities, one being that represented by the prgpoal complement [...]. A
prepositional phrase consists of a prepositionovedld by a prepositional
complement, which is characteristically a noun parar awh-clause or Ving
clause.” (Quirk and Greenbaum 1973: 143). As weelhseen in 5.1., there are
considerable differences between the means uséthgtish and Hungarian to
express prepositional meaning. However, even if ghepositional phrase is
constructed according to the same logic in botlguages, Hungarian learners of
English often encounter difficulty in deciding whipreposition they have to use
in a certain context. First, we will look at someaamples in which the error can
not be attributed to the negative influence ofri@her tongue and in 10.5.2., we

will look at some instances of typical transfeoest

Because of the economical nature of grammar, desimiggposition can express
several different things and can be used in varmmrgexts to express different
meanings. The prepositian, for example, can be used for expressing spatial
relations, indicating time or telling under whatndd@ion something happened.
Regardless of their mother tongue, students sostoder that prepositions are
troublesome in their usage: to designate place, efaample, the following
prepositions can be useth, on and at. The correct usage of prepositions
presupposes close attention and intensive pracBicdrequent error due to
overgeneralization may be accounted for in termanafogy.

In the examples below the learner used previousiyised target language rules
to generate new utterances. As the meaning oftihgsia place' is usually
expressed by the prepositito, the learner also inserted this preposition to a
phrase where it should not be used. The expresgioing home' must be
memorised by the learner in isolation and cannotused by analogy to
expressions like 'going to school 'going to the cinema’. The same argument is

valid for (692): the learner formed his utterancg rhaking analogy to the
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expression ‘to read something’, for example a bookewspaper, in which no
preposition is used. In (155) and (692) learnediep a target language rule to

contexts where the application is incorrect andstiproduced deviant utterances.

(155) *William wentto home.

(692) *When | was reading your problemeélfsympathy.

The IDIOMATIC USE OF PREPOSITINSMay prove difficult; a given word may be
followed by different prepositions whereby the ad®idepends on the context.
Most idioms have a metaphorical meaning, which &xgl why they cannot be
understood from the individual meaning of theirnedmts. Idioms and fixed
expressions with prepositions have to be learnhdgrt because they cannot be
meaningfully constructed word for word. In (339da@d07), the learner involved
has not acquired the correct English expressiaatspifirase his ideas and failed to
use the appropriate fixed string of words 'to myahand 'to be in someone else’s

shoes', respectively.

(339) 1n my mind the Hungarian teenagers are...

(407) *If | were her/his shoes...

10.5.2. Interlingual errors

The influence of the mother tongue plays an impurtale in the use of English
prepositionsPREPOSITIONS OF PLACE AND DIRECTIOMre often different in the
two languages which inevitably leads to errors whesrners translate their
mother tongue utterances to English. The challéogthe English teacher is it to
teach students to leave the logic of their firsiglaage behind and start to think in
English. Even advanced learners struggle with geeaf prepositions because one
preposition might have several translations ane@ms¢\corresponding equivalents
in another language. English sentences containrg@ositional phrase defining

a movement to a certain location are formulateldungarian with the preposition
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in as places where we go to or which we can visite&i countries, buildings or
institutions) are seen as three-dimensional andosed location in Hungarian.
This explains the error in (509a): in Hungarian, s& 'someone has been in a
country' and not 'to a country' and falling backha® mother tongue, the learner
employed the wrong preposition in English. The datuse of the prepositian

in (601a) is also due to semantic difference betwide two languages. The
learner transferred the meaning of the Hungariastpositional phrase into
English and disregarded the relevant rules of theget language. The
corresponding Hungarian sentence (601b) requieegitipositioron because the
street where somebody is walking is seen as acarfue to the lack of
sufficient target language knowledge the learnemdiated the Hungarian

structure which manifested in an erroneous Engilttrance.

(509) a) *...I have bedn lots of countries...
b) ..ok orszaglvoltam... /lit. many countries-inessive waspers.

sing/

(601) a) *...he was going horoe an empty street...
b) ...hazafel&d#t az tres utcan... /lit. homewards kefStg@rs. sing.

the empty street-superessive/

PHRASAL VERBS which are particularly frequent in spoken Englisave their
special difficulties for learners of English aseg@nd language. These multi-word
verbs consist of two or more words which form oamantic unit. The meaning
of a phrasal verb, similarly to idioms, is ofterrywéifferent from the meaning of
the two words taken separately. Moreover, the vyavord translation of a
phrasal verb is only very rarely identical with thguivalent structure in another
language. Considering all these, we can predioglafatio of error by Hungarian
students using phrasal verbs in their compositi@entences (131a) and (438a)
prove this assumption and are examples of devialiento interference from the
mother tongue. In (131la) the learner constructeel English sentence in
accordance with the Hungarian sentence structuk applied the wrong
preposition to the verb. If something occurs to ebady or it affects something

as a result of an action, we use the preposwuth in Hungarian butto in
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English. As long as the learner does not learn ghissal verb, he will say that
'something happened with somebody', as it is saidungarian, and will not be
able to make a correct sentence. The error in (4884dso caused by the negative
influence of the mother tongue: the learner traediéhe Hungarian sentences and
used the wrong preposition. The idea of 'comingh® end of one’s life' is
expressed in English - depending on the situatiby the phrasal verb 'to die of
something' or 'to die from something'. In Hungaridoe equivalent morpheme of

the prepositiorin is used in both cases.

(131)a)  *...it couldappen withthim.
b) ..eztortént vele. /lit. thisppeened-3 pers. sing. he/she-

instrumental/

(438) a) *...theylied indrug-abuse.
b) ...k4bitéstziladagolasban meghaltak. /lit. drug-abuse-inegsief.-
died-3% pers. pl./

10.6. Errors within the Category Word Order

10.6.1. Intralingual errors

As we have seen in Section 5.1, grammatical funstim Hungarian are not
linked to structural positions in the sentence Wwhadows for a flexible sentence
structure. English is an SVO word order languadrnges in word order occur
due to topicalization or question formation. As have seen earlier, questions
require the presence of an auxiliary word, whicbcpdes the main verb and the
other phrases in the sentence. In (83), the legnaethe main verb at the end of
the sentence. The sentence structure of (185a&rtefihe structure of the German
translation (185b) and therefore it can be arghatlit was probably the learner’s
second language that influenced him in the fornmatb a sentence in his third
language. As | do not have any precise informasibaut the learner’s language
learning background this is only an assumption @ntsequently the error is not

listed among transfer errors.
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(83) *Does it a garage and a balconyeRav

(185)a) *When he arrived, he would like haghier saw.

b)  Als er ankam, wollte er seinertéraehen.

The errors in the examples below might be regaedetHUNKS as the erroneous
group of words in these sentences are set expmsssite learner knows the
meaning of these fixed sets of words but not theecb usage. In (349) the
student learned the meaning of the correlativewsastjonnot only ... but alsand
he also knows when it should be used to idicatedlaionship between the ideas
expressed in different parts of a sentence. Whatdbes not know is the
application of the right word order in the secofalse. By failing to separate the
collocation but also he breaks a grammatical rule. Students of Endksiin
phrasal verbs in their dictionary forno calm downwhich can be seen in (574).
The deviation in this sentence is due to the failof the student to insert the
direct object between the verb and the prepositibsan be explained by the
assumption of the student that phrasal verbs amplate semantic units which

cannot be separated within the sentence.

(349) *Not only is it surprising to méut also | anmincredibly happy for it.

(574) *My sister started to cry and we &apot abléo calm dowrher.

10.6.2. Interlingual errors

The SVO word order is common in Hungarian if thgeobis preceded by an
article. The sentence structure of Hungarian idligidlexible; however, a high
degree of morphological marking prevents the amtjgaf the roles of the
arguments. In the citation below, Rounds descrthesrole of Hungarian word

order in determining grammatical function in a vetsaightforward manner:
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In Hungarian, the extensive case system clearly ksnahe
grammatical function, i.e. part of speech, of noand noun phrases.
Because subjects and objects are easily distingdibly their case
markings, Hungarian need not rely on word orderd&termine
grammatical function. Therefore Hungarian allowsreedom of
word order unknown in English. (Rounds, 2001: 253)

As we have seen previously, the word order of Huagasentences is different
from the word order in English sentences. The fikegjlish word order, which
follows a strict rule, is strange to Hungarians #merefore using the right word
order in English is a challenging task for mostle students. Topicalization in
English, however, allows for variation in word order Hungarian there is more
than one single correct word order, and dependmgtmat we want to emphasise,
the words of the sentence can be rearranged. kergiethe emphatic elements of
the sentence are put in front of the verb or atvirg beginning of the sentence.
The students in (20a) and (770a) followed this arld formed deviant sentences
in the target language. Even if there BBIPHASIS ON A CONSTITUENT like
immediatelyin (770a) it has a strictly defined place in thegksh sentence and by
putting it at the beginning of the sentence we cdramerror.

(20) a)  All of the furnitures we had to through out.
b) Az 6sszes butarkellett dobni. /lit. the all furnitures-acc. (igte-

must have throw-infinitive/

(770)a) fmmediately | opened the door...
b)  Hirtelen kingitam az ajtot... /lit. immediately particle-operEd
pers. sing. the door-acc./

ENOUGH AS AN ADVERBMeaning 'to the necessay degree’ goes after aggsdn
English but before adjectives in Hungarian. Thengxas in (82) and (253) are
clear cases of language transfer as the learnesféraed the grammatical pattern
of his mother tongue to his target language expessthe learner put the adverb
enoughbefore the adjectivelsig (82) andintelligent (253) like it is required in

Hungarian.
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(82) a) *...a flat which ignough big.
b) ...olyan lakasti elég nagy... /lit. such flat-accusative
that/what/whichenough big/
(253)a) *The people whenough intelligenare...
b)  Azok az emberakik elég értelmesek... /lit. those the peopleow
enough intelligent-8 pers. pl./

In EnglishINDIRECT QUESTIONS the word order is the same as in an affirmative
statement, the wh-word does not imply the habisudlject verb inversion that is
obligatory in direct wh-questions. In Hungarian, the contrary, there is no
difference between the word order of a direct amehdirect question. (231a) and
(374a) are formed according to first language rut@snely the word order of the
indirect question is identical with the word oraéithe direct question: a wh word
introduces the subordinate clause, it is followed the verb and the other

constituents of the sentence.

(231) a) *I am curious/hat isyour opinion.
b) Kivancsi vagydiagy mi a véleményed. /lit. curious am, that what

the opnion-2° pers. sing. possessive suffix/

(374) a) *The biggest problem is that, | donbw where isFodor utca.
b) ...nem tudom kah a Fodor utca. /lit. no know!pers. sing. where

is the Fodor street/

Hungarian learners of English often make errorsh WGiUESTION FORMATION
because they literally translate the equivalentgduian sentences. In Hungarian,
guestions have the same word order as declaraitersces, as | have mentioned
in the theoretical part, the only destinctive featof questions is intonation. In
written language the function of intonation is tal@/er by punctuation. (375b)
with a rising intonation is a question, with fallinntonation it is a declarative
sentence. In case of question formation the negahfluence of the mother
tongue is so pervasive that many learners ignageatteady known rules of the
target language and form English questions in @yalo mother tongue patterns.

The literal translation of (377b) #his huge matterstanding forlt is a huge
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matter and also foills it a hugematter? The word order does not change when
forming a question from this Hungarian declaratsentence. The personal
pronoun and the copula, which change position iglign declarative sentences
and questions, are omitted in Hungarian. The dewiain (377a) could be
attributed to interference from first language suehich prompted the learner to
create an English question identical with the Estglieclarative sentence.

(375)a) David will be ableto get a lunch?
b) David fog tudni ebédelni? /lit. e will-3™ pers. sing. can-inf. eat-
inf./

(377)a) *Itis a huge matter?
b) Ez nagy dolog? /lit. this huge tedt

Concerning word order, great care must be takein wéntences including
ADVERBS OF MANNER The difficulity for Hungarians lies in the Hungam
grammar rule according to which the adverb whidls tas how an action is
performed, precedes the verb. As adverbs of mannEnglish follow the verb
and occupy most often the end position of a cladsegarian learners of English
have to overcome their habit of putting the advsefore the verb. As we see in
(409b) the adverb 'lassan’ /slowly/ precedes thle ¥enodifies and this pattern is
transferred to its English translation in (409a).

(409) a) *...the memorslowly was returning

b) ...az emlékedatsan visszatért. /lit. the memor{-ers. sing.

possessive slowly returned pers. sing/
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10.7. Errors within the Category Other

10.7.1. Intralingual errors

There are several errors that cannot be enrollégruthe above listed categories
so they are classified under the category Otheesé@terrors include lexical and
syntactic errors and are either of developmentattoalingual origin. The error in
(125) can be attributed to the category of lexieabrs since it represents the
wrong choice of wordpleaseinstead ofask It is questionable whether the learner
knows the meaning of the vetb pleaseit is more probable that he uspléase
as an interjection in the place of a verb. It kely that he was influenced by the
common polite way of making a request or givingoaser, which is expressed by
insertingpleaseat the beginning or the end of a sentence. Tha @rr(524) is
probably an example of an error by analogy constcuon the pattern 'to feel
good' or 'to feel bad'. The adjectigéaid in (524) means 'feeling fear' or 'being
frightened' and is only used predicatively, on tbatrary to the adjectivegood
and bad The distinction between attributive and predicatiadjectives is
probably unknown to secondary grammar schools stagéherefore, the above

explanation of the error is persuasive.

(125) *...the hospital food is terrible but ipleasethe nurses, they will get

me some food from the store.

(524) *Mumfelt afraid and...

10.7.2. Interlingual errors

Frequently, when learners do not know the rightresgions in the target
language they translate their message elementdoyesit from their first
language. By suclhhOAN TRANSLATIONS, the semantic components of a given

term are literally translated into their equivatemt the other language.
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(190) a) *When | am heréwalk one.
b) Haitt vagyoktalok egyet. /lit. if here am, walkpers. sing. one-

acc./

(279) a) *First theyell in doubts..
b)  HEiszor kétségbe estek... /lit. first doubt-illatied-3" pers. pl./

| listed also those errors under the category Othkere the students used
HUNGARIAN GRAMMATICAL PATTERNS TO FORM ENGLISH SENENCES A
frequent error arises concerning negation. For lduag students it is a
demanding task to learn how to form negative seetemorrectly. In some parts
of grammar, they have to master rules which ard¢radictory to the rules of their
first language and for them they might seem tollbgical. This is the case with
the prepositiortill/until , which requires a positive verb in the non-futteese in
English. In Hungarian, there are no restrictiond prepositions of time might be
followed by either positive or negative verbs, ihtlaree tenses, past, present and
future. This rule explains why Hungarian learndr&ioglish create sentences like
(240a), where the subordinate clause beginning wigubordinate conjunction
contains a negative verb. Here, the student tretslthe Hungarian sentence
word-by-word to English and did not apply the ralet target language rules.
Instead of translating the meaning of his messé#uye,learner substituted the
elements of the Hungarian sentence with Englishdaoif he hadn’t disregarded
the grammatical constraints tiif, he would not have made an error in the English

sentence by negating the verb.

(240) a)  *.iill 1 didn’t know who he loves.
b) ...amig nmegm tudtam, hogy kit szeret. /lit. till perf.prefio knew-

1% pers. sing., that whom love&. ®ers. sing./

Sentence (652) is a very interesting example bec#usepresents a case of
LANGUAGE TRANSFERNOt from the first buUFROM THE SECOND LANGUAGE INTO
THE THIRD LANGUAGE of the learner. The Hungarian translation of gestence
(652b) is grammatically different to such a higlyeke from the English sentence
that it is justifiable to assume that it had nduahce on the errors in (652a). On
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the contrary to it, the English sentence resembdesuch a high degree the
German sentence structure (652c) that we can dingii¢he learner costructed the

sentence relying on the rules of German syftax.

(652) a) *He broke the window in.
b) Betorte veleadntakot. /lit. pref. broke 3 pers. sing it-instrumental
the window-acc./

c) Erschlug das Fenster ein. /it binoke the window in/

Lexical differences between two languages might keaserious problems while
communicating in a target language. With the next §entences | would like to
explain and exemplify some errors belonging todategory oL EXICAL ERRORS
These errors concern polysemic Hungarian wordstlaadearners’ wrong choice
of their equivalents in English. Learners in thamples below fell back on their
mother tongue lexicon and transferred the meanfniped words in question to
English. This is a normal way of creating senteraethe beginner level, one
might argue, but a problem arises when it comg®tgsemous words, i.e. words
which share the same spelling but have differereammgys in one language and
are represented by two separate words in the tdhguage. In such cases the
interlingual divergence is extremely high as thgatwe influence of the mother
tongue may manifest significantly. The Hungariamgliation of the verb in italics
in (250a) has two meanings: on one hand, it steordbie main verlio know and

on the other hand, for the modal vedn The learner has failed to realise that the
two different semantic meanings are expressed glignby two distinct words.

It would be interesting to investigate whether kb@&ner succeeded in the right
application of the verlxknowin places where it is required or he uses thege tw

words interchangeably.

% | would like to emphasise that | have no detailefiirmation about the language learning
background of the students who took part in thisesy; however, the teacher described them all
as speakers of Hungarian as a mother tongueitRt#dhnot be left out of consideration that the
writer of sentence 652 might be a Hungarian - Gerbibngual or a migrant child with German
mother tongue. In either case, he shall not beudrd from the pool of informants as he has at
least proficient skills in Hungarian.
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(250) a) *Please write me as soon as kaow
b)  Kérlek irj olydnhamar amilyen hamar csak tudsz. /lit. pleaseevxﬂ’ﬂ

pers. sing. imperative such soon as soon only naw" pers. sing./

In (445a) we find two examples on the negative atfief lexical transfer: the
Hungarian translation of the word® and make are identical, which leads to
frequent errors by Hungarian students if phrasdb do and makehave to be
used. Phrases like 'to do harm to somebody or $omgetare fixed expressions,
they have to be memorised in their form becauseeti®enot always a logical
explantion why the one and not the other verb shda& used. Concerning the
other deviation in sentence (445a), in order toitethe reason for the error we
have to know that in Hungarian, the same na@aervezetis used for all four
English words 'body', ‘institution’, 'organisatioahd ‘'organism'. The same
accounts for the deviation in (686a): the Hungaviemmd rosszis represented by
bad andwrong in English. The learner who produced (686a), tatle apply the

correct corresponding English word.

(445) a) *However thesnakejust wrong to theiorganization
b) Viszont ezekdsitjak a szervezetiiket. /lit. however these hafm-3
pers. pl. the body/organisation-3rd pers. pl. pesse suffix-acc./

(686) a) *...he went inl@adroom.

b) ...rossz szobdatent be. /lit. wrong/bad room-illative wer:pers.

sing. illative particle/
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11. Discussion of the Major results

In the following section, the quantitative analysisthe research results will be
presented. | will analyse each category in detath wspecifications to the

percentage of transfer errors in relation to altbesin the category. Moreover, the
number of errors in each category will be compacethe total number of errors

in the whole corpus as well as within the singlegary.

Verb:
34,82 %

Article:
15,04 %

Other:
12,64 %
Noun:
6,23 %
Word order
6,97 % Pronoun
Preposition 8,30 %
15,49 %

Figure 2: Percentage of errors in the corpus

Table 1. summarizes the overall results of theystlihder ‘Total number of
errors’ the number of occurrences in the corpugiven, the label ‘Transfer
errors’ stands for those errors which are of Mgioriand ‘Transfer %’ indicates
the percentage of errors they comprise within thicategories. To make it clear |
would like to explain how to read the table witle tlirst of the seven categories
under discussion: there are 544 errors in the cotpat belong to the category
Verb, out of these 74 instances can be traced toeitlie negative influence of the
learner’s mother tongue (‘Transfer errors’). Thigan that 13,60% of all Verb

errors are transfer errors (‘Transfer %’).
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Other

Verb
Article
Noun
Pronoun
Preposition
Word Order

Total number of
544 235 99 132 242 109 201

errors

Transfer errors 74 104 33 53 62 40 112

Transfer % 13,6 | 44,25 33,33 40,1% 25,6 36,69 55,72

Table 1. Results of the analysis: number and péagerof transfer errors

11.1. Verb

Figure 3. below provides a graphic illustrationtioé comparison of non-transfer
and transfer errors within the category Verb. Therecorpus consists of a total
number of 1562 errors. 544rrors in all the 184 compositions concern the
category Verb. Verb errors mald4,82 % of all errors. Out of these, 74 errors can
be traced back to the negative influence of theherotongue. This makes a
proportion of 13,60%. Let us now look at the reswlt the subcategories within
the main category Verb: All of the 169 errors |la@led under the category Form
are non-transfer errors; in this regard, L1 inflicem@oes not play any role. The
reason for these errors might be found in ChomsKgisious concept of
competence - performance duality: the learners fzepiired the rules of the
target language but are not yet able to apply thk@iowledge in actual
performance. Within the category Verb, there ar@ ib&tances of Tense errors.
The fact that all errors made with the use of Rre&erfect are classified under
the category Tense explains the high percentagef Hde 168 Tense errors can
be attributed to the negative influence of the rapttongue. This means that
32,14% of tense errors are transfer errors, whicthé highest rate within the
category Verb. The subcategory Aspect is not hightgneous; there are only 53
errors none of which are transfer errors. | woikkd to emphasise again that this

result is due to the specific definition of Aspatthis paper (see 10.1.3.). | found
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154 instances of errors concerning the use of Aanesand the Copula, out of
these the majority is due to insufficient knowledddarget language rules. Only
18 errors reflect L1 structures which makes 11,69%.eXplanation for transfer
errors concerning the deviant use of auxiliarieghtibe found in the differing
rules, which govern negation and question formaitotine two languages. These
findings, with emphasis on the results of langutigesfer, are summarized in
Table 2.:

Auxiliary /
Form Tense Aspect
Copula
Total number of
169 168 53 154
errors
Transfer errors 0 54 0 18
Transfer % 0 32,14 0 11,69

Table 2. Number and percentage of transferewithin the category Verb

Based on my own language learning experience andmgnexperience in
language teaching, | predicted a great numberroheous utterances, especially
in cases when a past tense verb should be usedadithat there is no elaborate
past tense system in Hungarian foretells signifigaoblems. The results of the
analysis, according to which more than one thirdabif errors concern the
category Verb, prove my hypothesis (see Hypoth€sie in Chapter 8.). An
interesting point concerns self-correction: it wbbk worth investigating whether
learners were able to self-correct their utterarases if they could, what kind of
alteration would emerge within the results. The sfjo@ of error/mistake
distinction emerges because even students at upeemediate level made errors
concerning elementary rules in a free compositask.t Because of the limited
size of this study such an extension of focus wat possible; therefore,

unfortunately, far-reaching conclusions cannot fzeva from this analysis.
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O Total number of errors within the subcategories
ONumber of non-transfer errors
O Number of transfer errors

200 -
169 168
154
150 A
100 A
54 53
50 -
18
0 L ° ||
Form Tense Aspect Auxiliary / Copula

Figure 3: Comparison of non-transfer and transfieare within the category Verb

11.2.  Article

The ratio of errors in the misuse of articles isyMeigh compared to other types
of errors, such as the use of plural nouns or veodeér. In all of the compositions

examined, a total of 1562 errors were committedy @8ncerned the erroneous
use of articles, which constitutes 15,04%. Thesgairces of deviant article use
can be categorised into omission, superfluous sidestitution of one article for

another, etc. The information about the signifi@of mother tongue influence

within this category is provided in Table 3.:

Definite Indefinite Zero
article article article
Total number of
72 56 107
errors
Transfer errors 8 20 76
Transfer % 11,11 35,71 71,20

Table 3. Number and percentage of traresfers within the category Article
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There are only 72 instances of deviant usage ottiglish definite article in all
184 compositions, which is a surprisingly low numBée vast majority of errors
concerning the use of the definite article is depeientally determined; only
eight errors can be attributed to the negativeuarite of the learners’ mother
tongue. In case of Indefinite articles, more tham ¢hird of the errors reflect
mother tongue structures. Expressed in numbergu2®f 56 indefinite article
errors can be ascribed to language transfer, wiigkes 35,71%. The influence
of L1 prevails most strongly in case of Zero adiakage. | found 76 interlingual
errors belonging to the category zero article, Whis, compared to the total
number of 107 errors in this subcategory, a veghlpercentage. 71,02% of all
zero article errors are likely to result from transfrom Hungarian. In short,
concerning language transfer there are 104 inssapicerroneous article usage in
the compositions, regarding all 235 article ertbrs quantity constitutes 44,25%.
This result confirms my hypothesis, which was fatstted in Chapter 8., about the
high number of both intra- and interlingual artieleors. Figure 4. illustrates the
findings graphically, for the results calculatedoercentage please go to Table 1.
(p. 133).

O Total number of errors within the subcategories
O Number of non-transfer errors
O Number of transfer errors

120
100
80 - 72
60 -
40 A

20 -
0 I

107

56

Definite article Indefinite article Zero article

Figure 4: Comparison of non-transfer and transfiers within the category
Article
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11. 3. Noun

| found only 99 examples out of 1562 errors foridet/ usage of singular and
plural forms of nouns. This low percentage, 6,23Mght be explained by the
self-evident rules which determine the use of thgudar or the plural form of a
noun in a given context. Apart from some speciadesa which have been
discussed in 10.3.2., there are no characterigferehces concerning number in
the two languages’ grammars. However, these diifsse are grave enough to
generate a transfer effect. 33,33% of these ear@snade because the learner fell
back on the rules of his or her L1 while constmgtihe corresponding noun
phrases in English. My hypothesis, according tocWwhihere is no significant
difficulty to expect due to L1 influence, can bayaeded as verified because if
learners had great difficulty with the use of thergl form of nouns they would

have made much more errors than 33.

11. 4. Pronoun

As we have seen earlier (see Chapter 5.1. and11).fhere are fundamental
differences concerning the use of pronouns betwkentwo languages, which

might be the reason for a relatively high perceatafjtransfer errors. The vast
majority of interlingual errors concerns the gendistinction of pronouns, which

can be regarded as the ‘Achilles heel’ of many Huiy students learning
English as a foreign language. The results suppgrhypothesis that predicted
difficulty with using the right English pronoun evéhough the absolute number

of errors in this area is unexpectedly low.

Turning to the results in absolute numbers, theeel&82 occurrences of pronoun
errors in the entire corpus, which constitutes 83%all errors. Compared to
other error categories, the use of English pronouns dagsseem to create
considerable difficulty for Hungarians. If we inviggte the role mother tongue
influence plays in the errors committed, we recaiampletely different picture:
53 out of the 132 errors are transfer errors, wipobvides40,15%. Figure 5.

represents the results graphically. Considering thasult, | am obliged to
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somewhat alter my previous statement: apparemntlythé pronoun difficulties
Hungarian students of English encounter, the imibgeof L1 plays an important
role. However, we have to keep in mind that therermistake distinction is not
applied to the data in this research. The fact Bmaflish pronouns are learned at
elementary level and their use is governed by mdyrdefined rules supports the
assumption that the majority of pronoun errorsiafact mistakes.

Transfel
errors:
40,15%

Non-transfe
errors:
59,85%

Figure 5. Relation of transfer and non-transfeomsrivithin the category Pronoun

11.5. Preposition

According to the results, the correct use of Emglsepositions constitutes a
problem for Hungarians: 15,49% of all errors concéne incorrect use of

prepositions. The occurrence of 242 deviant usafgsepositions suggests the
need for putting great stress upon teaching anctiskeg their use. A preposition
itself is rather meaningless; its meaning can lyabdl defined in mere words.
Therefore, it is no wonder that prepositions cresieh a great difficulty for

students who learn English as a foreign languadale/$peaking or writing in a

foreign language we mostly think instinctively, athol not take into account that
native speakers of another language might exptesssame content by using
different grammatical constructions and differenterlying conceptualizations.
This might be one of the reasons why prepositigotaiases are affected by
language transfer in the learner language of Huagastudents of English.
Although the structure of prepositional phrasessimaple, the use of English

prepositions is very complex, and, what is moredrtgnt in our case, a great deal

138



different from Hungarian postpositions. Out of 24Peposition errors, 62
instances can be attributed to the negative infleesf the mother tongue, which
means that more than every fourth deviant preositsage (25,62%) is likely to
be the result of negative transfer. | would likectdl attention to the fact that the
data does not reveal occurrences of positive teangfe do not know in how
many cases students were positively influencechbystructures of their L1. My
hypothesis about the errors concerning the userepdsitions (see Chapter 8.)
was based on the following consideration: Hungaléamners have to understand
and learn that the same meanings that are expressiedir mother tongue with
the use of postpositions and other morphologicaicgs are expressed in English
with the help of prepositions. | did expect a rgkly high number of errors but
assumed that most of them are developmentally meted. According to my
own experience, the increase of target languagaledge grants a decrease for
errors made with prepositions. As there is no anerte correspondence between
single prepositions and the meanings they can egpthe key to success lies in
practice and in the consequential development ofetalanguage skKills.
Therefore, | can conclude that - except for begimrnemother tongue influence
does not play a crucial role in deviant construtioof English prepositional

phrases.

11. 6. Word order

The quantity of word order errors in the whole ems relatively low; there are
only 109 instances of incorrect order of senteraestituents, which composes a
small segment of errors in the whole corpus. 100 adul562 errors provides
6,97%, from which it follows that 93,14% of all ers made by Hungarian
student using English as a target language belwragdategory other than Word
order. In contrast, the percentage of transferrgrsgithin this category is
relatively high: 40 out of 109 errors can be atttédal to the negative influence of
the learner’s mother tongue. According to the rtssofl the analysis, as illustrated
in Figure 6. below, 36,69% of all word order errars transfer errors. This result
contradicts my hypothesis according to which Huragatearners of English do
not experience difficulty in constructing sentencegh correct word order.
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According to the present findings, teachers shdekbte more time and attention
to the teaching of English word order with exersid®msed on the results of

contrastive analyses.

Transfel
errors:
36,69%

Non-transfe
errors:
63,31%

Figure 6. Relation of transfer and non-transfeorsrwithin the category
Word order

11.7. Other

Category Other embraces many different errors haitlimitations of this paper
do not allow a comprehensive discussion beyond féve illustrative types
analysed in Section 10.7. The whole error corpusib#s 201 occurrences of
errors that are relevant to the present syntactatyais and cannot be subsumed
under the first six categories. More than the Iudlthese, 112 errors, can be
ascribed to the category of interlingual errorscsirthese either reflect L1
structures or can be regarded as translations th@rlearner’s mother tongue.
Taking a close look at the involved errors, one fiath a possible explanation of
this intensive transfer phenomenon: the majorityhefse errors concern lexical
transfer and serve as communication strategy. WW4pkaking or writing in a
foreign language, students often lack the necedesaigal means for expressing
their ideas in the target language. In such cabegy, frequently fall back on the
vocabulary of their mother tongue and translatesténto the foreign language so

that the elements fit the context. Especially begia are willing to transfer items
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from their L1 to the target language probably bseanof the limited size of their
vocabulary and the positive experiences they haagemvith cognates, i.e. words
in one language that have close similarity in foamd meaning to words in
another language. In the case of more advancedelesadanguage transfer might
be a conscious tool for solving problems that emevhile communicating in a
foreign language. The results show that 55,72% e €xamined errors
categorised under Other errors are transfer efsess Figure 7. below or Table 4.
in Appendix 2.). This finding supports my predicti(see Chapter 8.) and verifies
the assumption that L1 influence serves as a cornuaion strategy and plays an

important role in the language learning process.

Transfer errors:
55,72 %
Non-Transfe
errors:
44.28 %

Figure 7: Relation of transfer to non-transfer estio the category Other
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1. CONCLUSION

| have chosen as the topic for this thesis the stigation of what structures
learners are struggling with the most in the longcpss of becoming native-like
in proficiency. As the present writing concerns twenerically non-related
languages | devoted a chapter to Contrastive Arsalgad a chapter to the
Hungarian language as part of the theoretical fraonle Although | am not
doing Contrastive Analysis, it is inevitable to queme the structures of the
languages in question in order to make valid statemabout the errors that result
from mother tongue influence. As we have seenerathe claims of Contrastive
Analysis were proven wrong after they had beereteagainst empirical data, and
finally Error Analysis could gain ground. Error Agsis is now the primary
means of conducting research into SLA, which is ohthe reasons why | have
chosen this method to learn about the learner Eggwf Hungarian learners of

English.

The theoretical part of the present paper congbtsix chapters that aim at
providing a theoretical framework for the error lgs&s | carried out in the
empirical part. After introducing the function arale of English in the Hungarian
community, an overview on learner language anduagg transfer in general was
provided. The subsequent discussion on contrabtigeistics was followed by
the analysis of the most important work on HungariaEnglish contrastive
linguistics. In the last chapter, | elaborated aroreanalysis as a means of
conducting research on errors in foreign languaging. The empirical part then
embraces five chapters, which include the analgkite data, the hypotheses |
formulated about the findings and the discussiothefmajor results with a view
to the validity of the hypotheses. The analysslits carried out according to the
following guidelines: errors that occurred in corapions of Hungarian speaking
students acquiring English as a second languaga imstitutional setting were
identified and classified into linguistic categarieThe sentences in which the
1562 errors occur are given in a separate list Aggeendix 2.); each sentence
from the learner language is supplemented by thecoEnglish version and the

Hungarian translation. As a final step of the asialythe errors were compared to
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their Hungarian equivalents in order to examine tideor not language transfer
iIs a possible source of the error. Consequentlylistinguished intra- and
interlingual errors. The tables containing the lssof this categorization can be
found in Appendix 3(p. 163-165). In the analysis, | examined eachulistic
category and provided a detailed explanation ohtlet frequent error types. The
discussion on the analysis is illustrated by exasnphken from the error corpus.
Some errors mirror the structure of the first laaggi to such an extent that they
can even be regarded as literal translations froencorresponding Hungarian
sentences, in the case of other errors, we canamsiyme that L1 influence is the
most likely source of error. Other errors resemblasting target language
structures and show no resemblance to native |gy@gustructures and are,
therefore, classified as intralingual errors. #&se& of numerous errors, however,
the reason for deviant language production mighbbad in language transfer or
in different strategies that are part of the ledsnéevelopmental process. In
many cases, a deeper analysis and a close lobk &drner's competence would
have been necessary to decide to which class #ea girror is most likely to be
attributed.

It must be added that the present study has a numhlsbortcomings that prevent
the drawing of a more comprehensive picture of Huiag students’ problems in
learning English. These include the type of tas&t thas been analysed, the
number of participants, the variety of topics ane depth of analysis. Still, it can
be concluded that the research succeeded in amgntbe research questions and
therefore fulfilled the aim of the present studyheTcomprehensive view that
emerges from the analysis of the learner langudgelumgarian learners of
English shows that almost 30% of errors reflecthmptongue influence. Another
research objective was the identification of lirgjai categories that are the most
erroneous and the least erroneous with and witredrd of language transfer.
The most errors can be found within the categorybYéowever, language
transfer does not play a crucial role. The mosbrerare developmental errors,
which call for the need for thorough explanationd atensive practice at school.
The least erroneous category is Noun, however ¢heeptage of transfer errors is
not negligible. The greatest influence of the motibague is found - besides the

miscellaneous category Other - in the categori¢glArand Pronoun.
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The investigation of the learner language is ofagmmportance because neither
from the investigation of the target language mont that of the native language
can we get an accurate picture about the competanite language learner. Its
exploration is important because, as we have seethd theoretical part, the
interlanguage provides insights into the learnamiad and shows us where the
learner stands on the acquisition path and at wpahts he or she needs the
teacher’'s assistance. Nowadays, it is a widely aslkedged fact that a wide
range of benefits can be gained from the analy$idearner language and
experiences of language teachers through theirnodisens in the classroom.
Therefore, we should direct our attention to tharrer, the key figure of the
frequently asked question ‘How are foreign langsatgarned?’. As a final
thought | would like to conclude the present papearguing for the necessity of

future error analyses with a quotation by Legenba{4975: 13):

Als Rickkopplungsdaten bilden Fehler die wichtigsteindlage fur
die Bewertung der LernmalRnahmen und des Lehrmigtelralem
Fehler Lernprobleme identifizieren helfen und die
Vorkommenshaufigkeit eines Fehlers mit der Inténsieiner
Lernschwierigkeit korreliert, liefert eine Fehleadyse (FA) sowohl
wichtige Daten fur kurzfristige KorrektivmalBnahmees Lehrers
(remedial teachingals auch - langfristig gesehen - Korrektiv- und
Erganzungsdaten fur die Graduierung des Lehr- wrdrhaterials.
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Appendix 1.Number of students learning English, German andsnsn full-

time education in Hungary between 1989 and 2009.

Table 1. Number of foreign language learners ahary school

School year English German Russian
1989/1990 33120 41 655 655 218
1990/1991 130 663 186 017 485 002
1994/1995 266 977 354 341 21 764
1999/2000 331 602 347 802 5248
2004/2005 373172 237 448 1 450
2008/2009 379 451 171772 877

Table 2. Number of foreign language learners atrsg@ry school

School year English German Russian
1989/1990 96 758 88 475 230 783
1990/1991 124 388 113 951 75 891
1994/1995 203 014 194 596 26 611
1999/2000 274 762 249 095 6 031
2004/2005 354 741 273 652 3332
2008/2009 378 907 253 716 3 038

Table 3. Number of foreign language learners éatgrlevels of education

School year English German Russian
1989/1990 18 889 10 153 17 241
1990/1991 23 922 13 977 7275
1994/1995 41 263 23 951 5043
1999/2000 42 895 24 692 2275
2004/2005 52 845 28 000 1750
2008/2009 40 357 16 784 1770

150



Appendix 2. Sentences containing the errors undeusdsion

11.

15.

16.

20.

23.

Example, on the last week your employee broke dmeyanore expensive picture.
For example last week your employee broke oneyofmost expensive pictures.
A mult héten, példaul, az alkalmazottjuk eltortecgyik legdragabb képemet.

| think you have to used other chemicals inafiice because your chemical killed all
flowers in my office because | think it is toxic.

| think you have to use other chemicals in myaaffbecause your chemical killed all
the flowers hence | think it is toxic.

Ugy gondolom, hogy més vegyszereket kellene h#simkaaz irodamban, mert a
szer tonkre tette a viragokat, igy szerintem méfgez

| said to you last week, you can come on Kriglad you say ok, but you weren't
come on Friday, you came on Sunday.

| said to you last week you could come on Fridagl sou said ok, but you didn’t
come on Friday but on Sunday.

Mult héten azt mondtam neked, hogy johetsz péntede te beleegyeztél, de
pénteken nem j6ttél, hanem csak vasérnap.

| was seven years old when | went to the primahpest

| was seven years old when | went to primary sthoo

Hét éves voltam amikor altaldnos iskoldba mentem..

In the last month | employed your workers and I'at pleased with they work.

Last month | employed your workers and I'm notgsied with their work.
A mualt hoénapban alkalmaztam a dolgozéit és a mukkal nem vagyok
megelégedve.

| don’t know which chemicals was used because thditfires and the appointments
spoiled.

| don't know which chemicals were used but theniture and the equipment are
destroyed.

Nem tudom, hogy milyen vegyszereket hasznéltaka di€itorokat és a felszerelést
tonkretették.
All of the furnitures we had to through out.

We had to throw away all the furniture.

Az dsszes butort ki kellett dobni.

We looking forward to your answer.
We are looking forward to hearing from you.

Vérjuk szives valaszat.
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28.

38.

47.

52.

54.

57.

60.

66.

71.

74.

The following day | discovered some essential pobl

The following day | discovered some essencial jgrob.

A rékovetke# napon felfedeztem néhany Iényeges problémat.

She’s email address is..., he's email address is...

Her e-mail address is..., his e-mail address is...

Az 6 e-mail cime..., ad e-mail cime...
We had a guide who know everything and he showtedesting places.

We had a guide who knew everything and he showeédtaresting places.

Egy olyan idegenvezé&tk volt, aki mindent tudott és érdekes helyeket atuit
nekunk.

Dorothy has illness, and the baby elephanhbatoo big tunk.

Dorothy is ill and the baby elephant doesn’t hawery big trunk.

Dorothy beteg és a kiselefantnak nincs tul nagyamya.

We need put ten thousand giant poster in the &itgl,we need show the short film in
the commercial television programme least five traalay.

We need to pin up ten thousand giant postersaiity and we need to show the
short film in the commercial television programnideast five times a day.

Tizezer oridsposztert kell kiragasztanunk a véangs naponta legalabb 6tszor le
kell adni a rovidfilmet a kereskedelmi televizidban

The director was satisfied the delivered datas,raadlts, and he will wait the same
success in this year.

The director has been satisfied with the delivetatd and results and he expects the
same success this year.

Az igazgato6 elégedett volt a leadott adatokkadrésmeényekkel, ebben az évben is
hasonlo sikert var el.
We accomodated them in Raba Hotel in the city cente

They were accommodated in the Raba Hotel in tiyecenter.

A belvarosi Raba Hotelben szallasoltulblebt.

How many rooms the flat has?

How many rooms does the flat have?

Hany szobas a lakas?

He just buyed that new safe.

He has just bought that new safe.

Nemrég vette azt az Uj széfet.
After two day the incident the police did not knemy new information about the

breaking.
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Two days after the incident the police did notédhamy new information about the
burglary.
Két nappal az eset utan a rérsgnek nem volt 0j informécioja a betdrésr
75. He’s life is changed total wrong.
His life has changed totally badly.
Az élete teljesen rossz iranyba valtozott.
78. The door was broken and the alarm system oiasork.
The door was broken and the alarm system did ndt.w
At ajtot betorték és a riasztd nentkiidott.
79. And he saw the dark figure.
And he saw a dark figure.
Es egy sotét alakot latott.
82. My friend and | need a flat which is enough big diet
My friend and | need a flat which is big enough tis.
A baratom és én egy olyan lakast kerestink amiredgg nekink.
83. Does it a garage and a balcony have?
Does it have a garage and a balcony?
Van garazsa és erkélye?
85. The end of the day | was absolutely tired but lldoi slept.
At the end of the day | was absolutely tired babdldn’t sleep.
A nap végeén nagyon faradt voltam de mégsem tudtatuadni.
95. The next day - it was Wednesday — my laboratorgesce was made.
Next day — on Wednesday — my laboratory evidenceavailable.
Mésnap — szerdan — készen volt a laboreredményem.
99. | think in Hungary the health care is not very good
| think health care in Hungary is not very good.
Szerintem az egészséglugy Magyarorszagon nem tal jo
100. I'm writing the letter, in the hospital, besau’ve been there one week ago.
I’'m writing the letter in the hospital becaused’lieen here for a week.
A korhdzban irom a levelet mert itt vagyok egyehet
104.The friendship isn’t opinion, but it is feelimmne beautiful feeling.
Friendship is not an opinion but a feeling, a liéalfeeling.
A baratsdg nem vélemény, hanem egy érzés, gy érzés.
109. Sorry for writing back that late, but unforaiely I've been extremely busy recently
and I've been ill now.
Sorry for writing back so late but unfortunatelyel been extremely busy recently

and I'm ill now.
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Sajnéalom, hogy csak ilyen késvalaszolok, de nagyon elfoglalt voltam mostandban
most meg beteg vagyok.

112. My symptom were extremely headache, lunganlgadiarthrosis pain, and | have
got fever.
My symptoms were extreme headache, pain in mysluaghritis and fever.
Rendkivili fejfajas, tuéfajas, izuleti fajdalmak és 14z voltak a tineteim.

123.Let see the beginning | visited my doctor aeddid me that | have pneumonia.
Let us see the beginning: | saw my doctor and liente that | had pneumonia.
Kezdjuk az elején: elmentem az orvoshoz és koxéliem hogy tudgyulladasom
van.

125. They always bring me some delicious food bsedlne hospital food is terrible but if
| please the nurses, they will get me some foouh fitee store.
They always bring me some delicious food becausdbspital food is terrible but if
| ask the nurses they bring me some food from tibwe s
Mindig hoznak nekem valamilyen finom ételt mekdahazi koszt szorny De ha
megkérem advéreket hoznak nekem ételt a boltbdl.

130.All of them stupid!
All of them are stupid!
Hulye az 6sszes!

131.He could not believe it could happen with him.
He could not believe it had happened to him.
Nem tudta elhinni hogy ez tortént vele.

141.Went went on the field then he saw a brickhausie pigsmell.
He was going in the field when he saw a houseiokwvith a pig.
Ment, ment a méin amikor meglatott egy téglahazat kismalaccal.

145.Her name was William.
His name was William.
Az 6 neve William volt.

146.The women liked him, but he didn’t have a lob®&cause he was foppish, pedantic
and he thought the women are just things.
Women liked him but he didn’t have a lover becausevas foppish, pedantic and he
thought women were just objects.
Kedvelték a 6k, de nem volt kedvese, mert hit és pedans valgggondolta, hogy
a ok csak targyak.

145.0ne day he got one message: when he doeslpt Bkaabeth will die.
One day he got a message: if he doesn’t hurpaBdith will die.
Egy nap kapott egy lizenetet: ha nem siet Elizainetfog halni.
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154 William went to home.
William went home.
William hazament.
169.Why do you always cry?
Why are you always crying?
Miért sirsz &lland6an?
173.Just took a train and you'll find it.
Just take a train and you will find it.
Csak szallj fel egy vonatra és meg fogod talalni.
177.The girl wanted to run back to the house beifpitince was very fast and catched her.
The girl wanted to run back to the house but tiirecp was very fast and caught her.
A lany vissza akart futni a hazba de a herceg oragyors volt és elkapta.
183.He met an old people and asked him.
He met an old person and asked him.
Talalkozott egy 6reg alakkal és megkérdétte
185.When he arrived, he would like his father saw.
When he arrived he wanted to see his father.
Amikor megérkezett az apjat akarta latni.
188.He was little and curious, but he didn’t can fl
He was little and curious and he couldn't fly.
Kicsi volt és kivancsi és nem tudott repulni.
190.When | am here, | walk one.
If  am here | go for a walk.
Ha itt vagyok sétalok egyet.
199.And then went to the youngest prince.
And then he turned to the youngest prince.
Es azutan a legfiatalabb herceghez fordult.
200.The bird just singing.
The bird was just singing.
A madar csak énekelt.
213.S0 we sometimes went to the cinema and we e@ialyood film or with my best
friend we started to play guitar together.
Sometimes we went to the cinema and watched afjoodr we started to play the
guitar at the same time.
Néha moziba mentiink és megnéztiink egy j6 filmey eayltt kezdtink gitarozni
tanulni.

220.0ne of my best adventure, what | remember frognchildhood, was when...
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One of my best adventures that | remember frontihiighood was when...
Az egyik legjobb kaland, amire gyerekkorombol ekagem az az, amikor...

221.We have done a lot of stupid things but theseweally funny.
We did a lot of stupid but funny things.
Sok butasagot csinaltunk, de ezek viccesek voltak.

231.I'm curious what is your opinion.
I’'m curious about your opinion /I would like to &w what your opinion is.
Kivancsi vagyok a véleményedre / Kivancsi vagyalgy mi a véleményed.

239.1 know him for many years and he said me a vegekthat he is in love.
I've known him for many years and he said to migeak ago that he was in love.
Evek 6ta ismerem és azt mondta nekem egy hég#iteogy szerelmes.

240.1 was glad of this thing till I didn’t know whute loves.
| was glad about this till | got to know who hevéal.
Oriiltem neki addig, amig meg nem tudtam hogy Zetst.

250.Please write me as soon as you know.
Please write (to) me as soon as you can.
Kérlek irj olyan hamar amilyen hamar csak tudsz.

253.The people who enough intelligent are can dsthis problem with each other.
People who are intelligent enough can discusstioislem.
Azok az emberek, akik elég értelmesek, meg tudjalni ezt a problémat.

262.Yes, there was so, that | thought, that hevisrg nice man but | doesn’t loved him
like a boyfriend, also there is love, but not love.
Yes, it was like | thought, namely he is a vergeninan whom | like but not love as a
boyfriend, so there is liking but still no love.
Igen, ugy volt, ahogy gondoltam, tudniiliikegy nagyon kedves ember, kedvek&m
de nem szeretem szerelafhligy szeretet van, de szerelem az nincs.

274.Who thinks, that is impossible: be true lovenaen a boy and a girl, that was never
in true love.
Whoever thinks true friendship between a girl arlaby is possible he or she has not
been trully in love yet.
Aki gy gondolja, hogy létezhet igaz baratsag lasyiu kdzoétt, az még nem volt
igazan szerelmes.

275.1n the world history were and are true frierpldletween famous mans and womans,
boys and girls.
In the world’s history there were and are exampfdsue friendship between famous

women and men, girls and boys.
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A vilag torténelmében volt és van is példa hiréls és férfiak, filk és lanyok kozti
baratsagra.
279.First they fell in doubts, but after they fowsaution.
First they raised doubts but later they foundlatsm.
Eloszor kétségbe estek de &Bb talaltak megoldéast.
282.And they live happily ever after.
And they lived happily ever after.
Boldogan éltek mig meg nem haltak.
292.And find girls, who have just boyfriends, bexathey don’t come good with the
another girls.
There are some girls who have only boyfriends bsedhey don't get on well with
other girls.
Vannak lanyok, akiknek csak fit barataik vannakrték nem jonnek ki jol mas
lanyokkal.
297.1 don't love they.
| don’t love them.
Nem szeretertiket.
311.Why think as you does?
Why do you think as you do?
Miért gondolja ugy? / Miért gondolja azt amit?
314.They try to found solutions.
They try to find solutions.
Megprébalnak megoldasokat talalni.
328.Secondly, tell you the truth | am extremelyrgngur newspaper.
Secondly, to tell you the truth, | am extremelgigrwith your newspaper.
Méasodsorban, az igazat megvallva nagyon mérgegokeay Ujsagra.
336.1s the English teenagers similar to the Huagatéenagers?
Are English teenagers similar to Hungarian teersye
Hasonlitanak az angol fiatalok a magyarokra?
339.To tell you the truth, | can’t imagine thatyhoan be it.
To tell you the truth | can’'t imagine howciuld be.
Az igazat megvallva nem tudom elképzelniyhglyen lehet.
348.Unfortunately | am terribly busy currently.
Unfortunately I've been terribly busy recently.
Sajnos borzasztoan elfoglalt vagyok mostanaban.
349.Not only is it surprising to me, but also | amaredibly happy for it.
Not only is it surprising to me but | am also iedibly happy about it.
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Nem csak meglépa szdmomra, hanem hihetetlendl 6rilok is neki.
374.The biggest problem is that, | do not know wehsrFodor utca.
The biggest problem is that | do not know wherddfaitca is.
A legnagyobb baj az, hogy nem tudom hol van a Fatia.
375.David will be able to get a lunch?
Will David be able to eat lunch?
David fog tudni ebédelni?
377.1t is a huge matter?
Is it a huge matter?
Ez hatalmas dolog?
389.She was taken to a hospital where her familyedder.
She was taken to hospital and there her familywadtng for her.
Korhazba széllitottak ahol a csaladja vart ra.
402.Pam had a car accident and had lost her memory.
Pam had a car accident and lost her memory.
Pamnek autobalesete volt és emlékezetkiesésbevesize
407.1f | were her/his shoes | don’t know what lidahis circumstances.
If I were in her shoes | wouldn’t know what to iticthis situation.
Ha az6 helyében lennék nem tudnam hogy mistéagyek ebben a helyzetben.
409.The time was passing and the memory slowlyretasning.
Time was passing by and her memory returned slowly
Mult az id és az emlékezete lassan visszatért.
417 .Her husband and her family help she, to rememdyepast in precise details.
Her husband and family help her to remember hstripgprecise details.
A férje és a csaladja segiteneki neki abban, hégzletesen emlékezzen a multjara.
430.Teenagers don’t know decide what the goodwdrad the bad.
Teenagers can't decide what is good and whatds ba
A fiatalok nem tudjak eldonteni, hogy mi a jo éisamossz.
432.Like drinking the alcohol and smoking the caites.
They like drinking alcohol and smoking cigarettes.
Szeretnek alkoholt inni és dohanyozni.
438.Later children don't feel in control and theégdlin drug-abuse.
Later children lose control and die of drug-abuse.
Késgsbb elvesztik az uralmat és kabitoszertuladagolasteghalnak.
440.Children generally go to a party at weekendthag can there drink, because the

barman serve them.
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Children generally go to a party at the weekendrelthey can drink alcohol because
the barman serves them.
A gyerekek altalaban buliba mennek a hétvégén akoholt fogyaszthatanak, mert
a pultos kiszolgaljéket.
445.However they make just wrong for their orgatara
However they do harm to their organism.
Viszont ezek karositjdk a szervezetuket.
453.The trouble with young in Hungary is that: driagnd alcohol.
The problem with the young in Hungary is drug atabhol consumption.
A magyarorszagi fiatalokkal a kabitészer és aplatk fogyasztasa a probléma.
456.Young usually have extra lesson after schothep were very tired.
The young usually have extra lessons after sckmthey are very tired.
A fiataloknak altalaban kilénorajuk van az iskotan, igy nagyon faradtak.
457. They have a lot of homeworks.
They have a lot of homework.
Sok leckét kapnak.
458.They going to the pubs or disco and they dnigla lot of alcohols.
They go to pubs and discos and drink a lot offedto
Kocsméba és diszkdéba mennek és sok alkoholt isznak
492.Students want to be independent from everytlsioghey leave advices, and
want to make decisions alone.
Students want to be independent so they ignore@adwnd make decisions for
themselves.
A didkok dnélléak akarnak lenni ezért nem fogadjég a tanacsokat hanem maguk
hozzak a dontéseket.
508.1 don’t have family, so my time is very flexdbl
| don’t have a family so my timetable is very flabe.
Nincs csaladom, igy azdbeosztdsom nagyon rugalmas.
509.In my life | have been in lots of countries dikdiow lots of kind of traditions.
In my life | have been to many countries and gdtrtow lots of different traditions.
Az életemben sok orszagban voltam és sok kild@hbéagyomanyt ismertem meg.
517.1 enclosed my CV.
| have enclosed my CV.
Csatoltam az 6néletrajzomat.
523.1 worked like teacher in a small school for 8mfs in Hungary.
| have worked as a teacher in a small schoohi@et months in Hungary.
524.Mum felt afraid and she tried to panic, but dabh't let her to do it in front of us.
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Mum was afraid and she started to panic but daa'tdiet her do it in front of us.
Anya félt és kétségbe kezdett esni, de apa needéapogy €ittiink ezt tegye.
Harom hoénapig tanitottam Magyarorszagon egyskolaban.

527.1 will never forget those feeling | had in tter, | was so nervous | couldn’t move.
I will never forget those feelings | had in the:davas so nervous that | could hardly
move.

Sosem fogom elfelejteni azt amit a kocsiban énezémnyira ideges voltam hogy
alig tudtam mozdulni.

547.1 knew it was just a little problem, and attergave me some medicine, | didn't feel
anything.
| knew it was just a little problem and after Fadlgiven me some medicine | didn't
feel anything.

Tudtam, hogy csak kicsi volt a probléma, és miadott nekem gydgyszert mar nem
IS éreztem semmit sem.

562.1 must had been sitting next to my bike foff alhour when | figured out that my
mobile phone was with me all the time!

I must have been sitting next to my bike for fzadfhour when | figured out that my
mobile phone was with me all the time!

Vagy fél oraja ulhettem a kerékparom mellett amilépdttem, hogy a telefonom
egész id alatt nalam volt.

564.But | didn’t know what will happen next.

But | didn’t know what would happen next.
De nem tudtam, hogy mi fog térténni azutén.

568.1 did everything what the stewardess said.

| did everything (that) the stewardess said.
Mindent megtettem amit a légiutas kisénondott.

574.My sister started to cry and we were not ableatm down her.
My sister started to cry and we were not ablealcher down.
A testvérem sirni kezdett és nem birtuk megnyunjtat

598.When he arrived home he was not finding his key
When he arrived home he didn't find his key.
Mikor hazaért nem talalta a kulcsat.

599.Than he found a ladder and broken the windaw thiem.
Then he found a ladder and broke the window with i
Aztan talélt egy létrat és betorte vele az ablakot

601.While he was going home on an empty stredtalddost his key.
While he was going home in an empty street hehizskey.
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Mialatt hazafelé tartott az Ures utcan elveszgetalcsat.
631.When he arrived, he didn't find her key, beeaihe key lost.
When he arrived he didn’t find his key becaus&de lost it.
Amikor megérkezett nem talalta a kulcsat, mivekstitette azt.
642.He climbed up and tried to to get in, but tHeaee already been somebody.
He climbed up and tried to to get in but there alasady somebody.
Felmaszott és be akart jutni, de mar ott volt kiala
652.He broke the window in.
He broke the window.
Betorte az ablakot.
657.Than he found a ladder and he broke a windawtaie tought that is his window.
Then he found a ladder and broke a windovwehvhe thought was his window.
Aztan talalt egy létrat és betdrt vele ebhakot, amibl azt hitte, hogy az ove.
669.He searched all his pocket, but he don’t found.
He searched all his pockets but didn't find it.
Atkutatta az 6sszes zsebét, de nem talalta meg.
680.She didn’t found his home.
He didn't find his home.
Nem talalta az otthonat.
686.The man climbed up on the ladder, but he weatbad room.
The man climbed up the ladder but he arrivedaintong room.
A férfi felmaszott a Iétrdn de a rossz szobabatinen
688.He was taken to the hospital.
He was taken to hospital.
Bevitték a korhazba.
692.When | was reading your problem, | feel sympath
When | read about your problem | felt sympathy.
Amikor a problémadrdél olvastam egytttéreztem veled
695.You should give back all the things, what dites
You should give back all the things (that) she $taten.
Vissza kéne adnod mindent, amit ellopott.
711.Usually, the parents are very helpful, becalusg love their childrens.
Parents are usually very helpful because theytloie children.
A szubk altalaban nagyon sedikeszek, mert szeretik a gyerekeiket.
724.1've read your problem in the internet forumegh Advice Online”.
I've read about your problem on the Internet for@ieen Advice Online’.

A Teen Advice Online internetes forumon olvastapra@blémadrol.
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760.1 had seen a terrible film yesterday than | daightmare.
| saw a terrible film yesterday and then | hadgintmare.
Tegnap egy szoriiyfilmet lattam és utana remalmom volt.

770.Immediately | opened the door and wanted takad down him but | don't
remember, what was happening because | woke up.
| opened the door immediately and wanted to krieckdown but | don’t remember
what happened next because | woke up.
Hirtelen kinyitottam az ajtot és le akartam tthe,nem emlékszem, hogy azutan mi
tortént, mert felébredtem.

771.1 changed my job and I'm working as marriagensellor at the moment.
I've changed my job and I'm working as a marriggennsellor at the moment.
Hivatast valtottam és jelenleg hdzassagi tana&saddolgozom.

773.The story is set in Cuba under rule of Batista.
The story is set in Cuba under the rule of Batista
A film Kubéban jatszodik, Batista uralkodasa alatt

781. The word wealth can the people define in maays.
The word 'wealth’ can be defined in many ways.
A gazdagsag sz6t tébbféleképpen lehet meghatarozni

788.As for their part the wealth do just mischief.
As for their part wealth makes only mischief.
Szerintliik a vagyon csak bajt okoz.

806.We have taken every opportunity to eat somgthin
We take every opportunity to eat something.
Minden alaklmat megragadunk hogy ehesstink valamit.

809.During the meal we talk about family, job datition, private life and money
worries too.
During a meal we talk about family, job satisfantiprivate life and financial
worries, too.
Etkezés kdzben csaladrdl, munkahelyi megelégeggitsmaganéletil és anyagi
gondokrodl is beszélgetink.

811.Money make you happy and if you are rich yoteh& got any problems.
Money makes you happy and if you are rich, youehéwgot any problems.
A pénz boldogga tesz és ha gazdag vagy nincsenblémaid.

812.1 have an older sister but she has been almadyed and lives now at the lake
Balaton.
| have an older sister but she is married andIn@w at lake Balaton.

Van egy idsebb testvére, demar férjhez ment és a Balatonon lakik.
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Appendix 3.Sheet designed for the analysis
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Appendix 4. Abstracts

Abstract

The present paper deals with the influence of tla¢her tongue on the written
language production of Hungarian learners of Ehglithe theoretical part serves
as an introduction by providing an overview amonthecs about the
characteristics of the learner language, contradinguistics and error analysis.
The comparison of certain structures of the Hurmgam@nd English grammar
allows for making assumptions about the areas wiherenost errors are expected
to occur. The second part of the study compriseseimpirical investigation,
which is based on the error analysis of Englishtstexritten by Hungarian
secondary school students. The data analysis, whidarried out through the
discussion of the most typical errors, aims atwuhefication of my hypotheses

about the frequency of errors.

The primary aim of this study was to analyze an@garize errors occurring in
the corpus in order to make valid statements abmutquantity of interference
errors within the single categories and also abfwit frequency in relation to the
total number of errors. Another aim of the studyswa show to what extent
differences between the structures of English aodgdrian affect the learners’
language accuracy.

In addition to the identification of the most eremus areas of English grammar,
another important result of the analysis is theficoration of the assumption that
the mother tongue plays a non-negligible role meifgn language production. The
study reveals that also advanced learners are poan@nsfer structures and, thus,

make grammatical as well as lexical errors.

In conclusion, the available evidence warrants Iiedief that transfer is an
important factor in SLA. There is certainly a nded further academic research
into target language acquisition in order to findtable methods of language

teaching for the specific needs of EFL learner&\Witingarian mother tongue.
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Zusammenfassung

Die vorliegende Arbeit beschaftigt sich vorwiegend dem negativen Einfluss
der Muttersprache auf die fremdsprachlichen Aufgennder ungarischen
Englischlernenden. Die Arbeit beginnt mit einemottetischen Teil, welcher
unter anderem einen Uberblick uber die Merkmale Hernersprache, die
kontrastive Linguistik und die Fehleranalyse giloh empirischen Teil erfolgt
eine Studie, die auf einer Analyse der Interferehlgr ungarischer Englisch-
Lernerinnen basiert. Die Gegenuberstellung einzefiagitel der englischen und
ungarischen Grammatik gibt Aufschluss dariber, wanmannimmt, dass die
meisten Fehler auftreten und hilft die mdglichenlld=&/on Sprachtransfer
darzustellen. Die Auswertung der Daten, welche diefAnalyse der typischen
Fehler basiert, dient zur Verifizierung meiner Hihpmsen Uber die Haufigkeit der
Fehler.

Das Ziel dieser Studie war, die begangenen Fehder ggésammelten Texte
analytisch zu dokumentieren und zu kategorisief@amit sollten konkrete
Ergebnisse Uber die Haufung von Interferenzfehtetbéstimmten Kategorien
erlangt werden. Weiters sollte der Anteil der Fehlen Vergleich zur
Gesamtfehlermenge dargestellt werden. In weitegd-soll die empirische
Analyse zeigen wie sehr die Differenz zwischen &¢mkturen der englischen

und ungarischen Sprache die Sprachrichtigkeit fleest.

Neben der Identifizierung der am meisten von Fehletroffenen Gebiete der
englischen Grammatik, war ein wichtiges Resultat diachweis, dass das
Zuruckgreifen auf Strukturen der Muttersprache iftglichen Gebrauch von
Englisch als Fremdsprache von ungarischen Schidemechaus Anwendung
findet. Die Studie gibt uns Einblick darauf, dagshhinur Anfanger sondern auch
Fortgeschrittene immer wieder sprachliche Struktumansferieren und daraus

resultierend sowohl grammatikalische als auch kdiskhe Fehler machen.

Zusammenfassend lasst sich feststellen, dass $fanagier in Spracherwerb eine
wichtige Rolle spielt und dass es deshalb noch ngné&acher wissenschatftlicher
Studien bedarf, um Methoden der Fremdsprachenlghtien speziell auf die

Bedurfnisse ungarischer Englisch-Lernerinnen zugatten sind, zu erforschen.
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Appendix 5. Curriculum vitae

_"3...
europass

Europass
Curriculum Vitae

Personal information

Surname(s) / First name(s)
Address

Mobile
E-mail(s)
Nationality
Date of birth

Work experience

Dates

Occupation or position held

Main activities and responsibilities
Name and address of employer

Type of business or sector

Dates
Occupation or position held
Name and address of employer

Dates
Occupation or position held
Main activities and responsibilities

Name and address of employer
Education and training
Dates

Principal subjects / occupational

skills covered

Name and type of organisation
providing education and training

Szaki-Schwarz Linda

Kiihgasse 3/9/15.
1110 Vienna

0699 1900 6513

schwarz-szaki@tele2.at

Hungarian

28 May 1982

May 2008 —
Teamleader (Language Competence Center)
Managing, monitoring and coaching team members, assigning workload, reporting

Mondial Assistance GmbH
Vienna

Travel insurance and assistance services

Mar 2006 - May 2008
Waitress

Mayer am Pfarrplatz
Vienna

Sep 2003 - Mar 2005
Private teacher (German and English)

Improvement of language skills for academic, professional or personal purposes, preparation for
university entrance exams

Pécs (Hungary)

Mar 2005 —

Department of British and American Studies
Language of instruction: English
Specialization: Linguistics

University of Vienna
Vienna
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Dates

Principal subjects / occupational
skills covered

Name and type of organisation
providing education and training

Dates

Principal subjects / occupational
skills covered

Name and type of organisation
providing education and training

Dates
Title of qualification awarded

Name and type of organisation
providing education and training

Dates

Principal subjects / occupational
skills covered

Name and type of organisation
providing education and training

Dates

Principal subjects / occupational
skills covered

Name and type of organisation
providing education and training

Personal skills and
competences

Mother tongue(s)

Other language(s)

Self-assessment
European level (%)
German
English

Italian

Social skills and competences

Sep 2003 - Mar 2005

Teacher training programme
Language of instruction: Hungarian

University of Pécs (Faculty of Humanities - Department of Teacher Training)
Pécs (Hungary)

Sep 2001 - Mar 2005

Department of British and American Studies
Language of instruction: English
Specialization: applied linguistics

University of Pécs
Pécs (Hungary)

Sep 2000 - Jun 2001
GCSE

Ldczy Lajos Gimnazium és Szakkozépiskola (Secondary grammar school)
Balatonfiired (Hungary)

Sep 1999 - Aug 2000
Improvement of oral and written language skills

International Language School
Brighton (England)

Sep 1992 - Jun 1999

Hungarian - German Dual Language Programme
Language of instruction: Hungarian and German

Kossuth Lajos Gimnézium (Secondary grammar school)
Mosonmagyarévar (Hungary)

Hungarian

Understanding Speaking Writing

Listening Reading Spoken interaction = Spoken production

C2 | Proficient user | C2 | Proficient user | C2 | Proficient user | C2 | Proficient user | C2 | Proficient user

C2 | Proficient user | C2 | Proficient user | C2 | Proficient user | C2 | Proficient user | C2 | Proficient user

A1 | BasicUser A1 BasicUser | A1 | BasicUser | A1 | BasicUser | A1 | Basic User

(*) Common European Framework of Reference (CEF) level

INTERCULTURAL COMPETENCE
- acquired through working as an Au Pair in Germany (1998) and
- working as an Au Pair in England (2000)

- Austrian, Slovenian, Rumanian, Serbo-Croatian, Bulgarian and Hungarian colleagues at my present
workplace
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Organisational skills and| « Teamleader activities

competences . Advanced training courses: Time Management, Organization and Self-Organisation,
Teambuilding and Motivation, etc.

Computer skills and competences| Windows; Microsoft Office Word, Excel, PowerPoint, Photoshop

Other skills and competences, Photography
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